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One of the most important and foundational skills for effective coaching is the ability to listen. Because we rely on listening so much in our everyday lives, we often take for granted our ability to use this skill. Much has been written in the counseling field about the science and art of listening. As CCL extends its presence into Asia, I find myself reconnecting with my own culture, one of the oldest in the world. In the Chinese language, the character for listen is one of the most intricate. I believe that understanding its construction and the meaning of its component parts, known as pictograms, powerfully conveys what is involved in listening, and it also reminds us, as coaches, of what we need to do as listeners.

The traditional version of the Chinese character for listen is composed of several pictograms:


[image: Image] The symbol for ear—what you use to listen.

[image: Image] The symbol for king, because when you listen, you should pay attention as if the other person is the king.

[image: Image] A pairing of the characters for ten and eye, to indicate that when you listen, you should pay careful attention, observe body language, and be especially observant—as if you had ten eyes.

[image: Image] The symbol for one, signifying that you should listen with undivided attention.

[image: Image] The symbol for heart, because you should listen not just with your ears and eyes but also with your heart.



-- Sharon Ting




[image: image]


Copyright © 2006 by John Wiley & Sons, Inc. All rights reserved.

Published by Jossey-Bass

A Wiley Imprint

989 Market Street, San Francisco, CA 94103-1741 www.josseybass.com

No part of this publication may be reproduced, stored in a retrieval system, or transmitted in any form or by any means, electronic, mechanical, photocopying, recording, scanning, or otherwise, except as permitted under Section 107 or 108 of the 1976 United States Copyright Act, without either the prior written permission of the publisher, or authorization through payment of the appropriate per-copy fee to the Copyright Clearance Center, Inc., 222 Rosewood Drive, Danvers, MA 01923, 978-750-8400, fax 978-646-8600, or on the Web at www.copyright.com. Requests to the publisher for permission should be addressed to the Permissions Department, John Wiley & Sons, Inc., 111 River Street, Hoboken, NJ 07030, 201-748-6011, fax 201-748-6008, or online at http://www.wiley.com/go/permissions.

The material on the electronic component packaged with this publication is provided for individual use only. You may print out copies of limited materials for your own use. You may not provide print or electronic copies to others or include any content in any publications or other works offered for sale or used for commerical purposes, except as provided by Sections 107 or 108 of the United States Copyright Act. Any additional uses require prior written permission of the publisher.

Limit of Liability/Disclaimer of Warranty: While the publisher and author have used their best efforts in preparing this book, they make no representations or warranties with respect to the accuracy or completeness of the contents of this book and specifically disclaim any implied warranties of merchantability or fitness for a particular purpose. No warranty may be created or extended by sales representatives or written sales materials. The advice and strategies contained herein may not be suitable for your situation. You should consult with a professional where appropriate. Neither the publisher nor author shall be liable for any loss of profit or any other commercial damages, including but not limited to special, incidental, consequential, or other damages.

Readers should be aware that Internet Web sites offered as citations and/or sources for further information may have changed or disappeared between the time this was written and when it is read.

Jossey-Bass books and products are available through most bookstores. To contact Jossey-Bass directly call our Customer Care Department within the U.S. at 800-956-7739, outside the U.S. at 317-572-3986, or fax 317-572-4002.

Jossey-Bass also publishes its books in a variety of electronic formats. Some content that appears in print may not be available in electronic books.

Library of Congress Cataloging-in-Publication Data

The CCL handbook of coaching : a guide for the leader coach / Sharon Ting, Peter Scisco, editors ; foreword by John Alexander.

p. cm.

“A joint publication of the Jossey-Bass business & management series and the Center for Creative Leadership”—

Includes bibliographical references and index.

ISBN-13: 978-0-7879-7684-2 (cloth)

ISBN-10: 0-7879-7684-9 (cloth)

1. Executive coaching. 2. Leadership—Study and teaching. I. Ting, Sharon, 1952–II. Scisco, Peter. III. Center for Creative Leadership.

HD30.4.C38 2006

658.4'092—dc22

2005036457

FIRST EDITION


A JOINT PUBLICATION OF THE JOSSEY-BASS BUSINESS & MANAGEMENT SERIES AND THE CENTER FOR CREATIVE LEADERSHIP


CD-ROM: A LIBRARY OF RELATED CCL PUBLICATIONS

Building Resiliency: How to Thrive in Times of Change

Mary Lynn Pulley and Michael Wakefield

Choosing 360: A Guide to Evaluating Multi-Rater Feedback Instruments for Management Development

Ellen Van Velsor, Jean Brittain Leslie, and John W. Fleenor

Coaching for Action: A Report on Long-Term Advising in a Program Context

Victoria A. Guthrie

A Cross-National Comparison of Effective Leadership and Teamwork: Toward a Global Workforce

Jean Brittain Leslie and Ellen Van Velsor

Enhancing 360-degree Feedback for Senior Executives: How to Maximize the Benefits and Minimize the Risks

Robert E. Kaplan and Charles J. Palus

Evolving Leaders: A Model for Promoting Leadership Development in Programs

Charles J. Palus and Wilfred H. Drath

Executive Coaching: An Annotated Bibliography

Christina A. Douglas and William H. Morley

Forceful Leadership and Enabling Leadership: You Can Do Both

Robert E. Kaplan

Formal Mentoring Programs in Organizations: An Annotated Bibliography

Christina A. Douglas

Helping Leaders Take Effective Action: A Program Evaluation

Dianne P. Young and Nancy M. Dixon

Internalizing Strengths: An Overlooked Way of Overcoming Weaknesses in Managers

Robert E. Kaplan

Key Events and Lessons for Managers in a Diverse Workforce: A Report on Research and Findings

Christina A. Douglas

Learning From Life: Turning Life’s Lessons Into Leadership Experience

Marian N. Ruderman and Patricia J. Ohlott

A Look at Derailment Today: North America and Europe

Jean Brittain Leslie and Ellen Van Velsor

Making Common Sense: Leadership as Meaning-Making in a Community of Practice

Wilfred H. Drath and Charles J. Palus

Management Development Through Job Experiences: An Annotated Bibliography

Cynthia D. McCauley and Stéphane Brutus

Managerial Effectiveness in a Global Context

Jean Brittain Leslie, Maxine Dalton, Christopher Ernst, and Jennifer Deal

Managing Across Cultures: A Learning Framework

Meena S. Wilson, Michael H. Hoppe, and Leonard R. Sayles

Perspectives on Dialogue: Making Talk Developmental for Individuals and Organizations

Nancy M. Dixon

Preparing for Development: Making the Most of Formal Leadership Programs

Jennifer Martineau and Ellie Johnson

Should 360-Degree Feedback Be Used Only for Developmental Purposes?

David W. Bracken, Maxine A. Dalton, Robert A. Jako, Cynthia D. McCauley, and Victoria A. Pollman

Twenty-Two Ways to Develop Leadership in Staff Managers

Robert W. Eichinger and Michael M. Lombardo

Using an Art Technique to Facilitate Leadership Development

Cheryl De Ciantis

Using 360-Degree Feedback in Organizations: An Annotated Bibliography

John W. Fleenor and Jeffrey Michael Prince

Using Your Executive Coach

E. Wayne Hart and Karen Kirkland


FOREWORD

At the Center for Creative Leadership, coaching that focuses on leadership and personal development has long assumed a central role in our efforts to help individuals and organizations lead more effectively. Drawing on more than three decades of leadership training and research, the Center has developed a framework for coaching that is supported by five key elements: the relationship between the coach and the coachee; a well-tested model of leader development built on assessment, challenge, and support; and a commitment to long-term results. Having periodically coached senior executives and participants in CCL’s leadership programs, I can personally attest to the power of this approach for stimulating positive change.

Our mission at the Center calls for us “to advance the understanding, practice, and development of leadership for the benefit of society worldwide.” This handbook was fashioned in that spirit, gathering a comprehensive store of CCL’s knowledge about leadership development coaching into a single volume. Our hope is that managers and executives in all sectors of society, many of whom are increasingly called on to coach colleagues, will find this book an indispensable resource for effecting change within their organizations and within themselves.

It is with much gratitude that I thank the editors and chapter authors who worked together to assemble this book. Coaching experiences are as varied as the leaders and coaches who take part in them, but this book reminds us of what all of these interactions might ideally have in common: coaches who are grounded in the very best practices available. Those practices are captured here, and they promise to nurture and challenge us as we seek to enhance our impact on leaders through excellence in coaching.

John R. Alexander

President

Center for Creative Leadership


ACKNOWLEDGMENTS

The knowledge and practice presented in this book have developed over time, through many different research and educational activities and through countless hours of coaching with managers and executives around the globe. We editors and all of the chapter authors would like to express how grateful we are for this entire knowledge community, as we are all learners and coaches together. We are privileged to be part of CCL’s greater community and to have worked so closely with so many individuals and organizations in their quest to develop the best possible leadership capacity.

There are particular colleagues to whom we owe an extended measure of gratitude. They provided valuable input and feedback on various chapters. In many cases they were at the source of the knowledge development work that is articulated in this book.

Acknowledgments from Sharon Ting

First, I thank the many executives, managers, and organizational sponsors whose commitment to finding more and varied ways to facilitate leadership development within themselves, others, and their organizations is the raison d’être for this book. Our desire to work in partnership with them prompted us to examine our assumptions about the practice and deployment of coaching and to deepen our understanding of it. Their experiences and stories figure prominently in this book, and I consider them my coaching partners. The chapter on creating coaching cultures is a good example of the various coaching initiatives undertaken and the concepts developed by these organizations. Although no one organization has implemented all of the noted coaching practices and processes, each organization has been an innovator in some aspect of coaching. This knowledge has been acquired from working directly with these organizations and from presentations, conferences, and roundtable discussions. These companies include Millennium Pharmaceuticals, AstraZeneca Pharmaceuticals, Mass Mutual, Bayer, Xerox, Wachovia Securities, and Prudential Financial. Of special note are Sonoco Products and the Boston Consulting Group, with whom we have worked extensively to explore the use of coaching and coaching skills in a variety of settings. At times these efforts were huge successes, and at other times they were less so. Regardless, our work required all of us to let go of our expert status and become learners together. It’s a process of partnership and cocreation where most answers to today’s challenges lie in the future, not the past.

My heartfelt gratitude goes out to all of the authors in this book who drew on their own knowledge and experience and prevailed on their clients and colleagues to offer the best of their thinking. They cared enough to give time, energy, and passion to this book and treated me with kindness as they lived through my developmental learning as a first-time editor.

I also acknowledge the many colleagues who are not featured in this book but whose contributions behind the scenes were invaluable. I’d like to acknowledge Wayne Hart for his efforts to get this book underway and for his coauthoring with me the chapter on formal coaching in the second edition of CCL’s Handbook of Leadership Development. That chapter was the first published description of CCL’s coaching framework, and it helped generate our organization’s interest in publishing a book dedicated to coaching.

Thanks also to Barbara Lemons for her confidence, support, and belief that this book would come to fruition even as we were living and learning in the moment what we were trying to give voice to in the book.

I thank Cindy McCauley for her ongoing guidance, conversations, and feedback on early drafts of this book’s manuscript. Her urging to discuss ideas that were still emerging and her clear thinking and articulation helped shape this book. Her kindness in giving feedback and her encouragement to focus on contributing to the thinking in this field of coaching rather than writing the perfect book was motivating.

Special recognition goes to Ling Yuin Fong, who reminded me of my heritage and its deep connection to this work in the form of a single, simple Chinese character.

Thank you, Sara Nowlin, for your quiet and tireless administrative support of this project. Thank you, Marcia Horowitz, for your editorial guidance, wisdom, perseverance, and personal commitment to this project.

With the deepest appreciation, I thank my family. My father passed away during the writing of this book but was with me in spirit to the end. I thank him and my mother for their love and for being role models on taking risks and making change. Without their example, I wouldn’t have had the courage to shift careers, be a coach, or write this book. Finally, I am indebted to my husband, Andre, and daughters, Arielle and Alexis, for generously and graciously giving up their time with me so that this book could be created. A large part of who I am as a coach evolved from my interactions with them and through their sometimes unsolicited but always revealing feedback on my coaching style. Thank you for encouraging and supporting my growth.

Acknowledgments from Peter Scisco

I join Sharon in honoring the effort of all the authors who contributed their time and ideas to this book. Writing isn’t an easy task, especially when exploring complex issues and creating sense that hews to and supports a collective point of view. I am proud to have worked with all of them, and I am the better for it.

I thank my wife, who listened and sympathized and took me out for coffee during those times when I could not figure how best to help the authors reach their goal to make the ideas in this book engaging, understandable, and accessible to its readers. It’s the editor’s lot to discover and reveal shapes against an often inchoate sea of emerging ideas, tenable positions, and the imagined ideal. Thanks, Debbie, my island in the storm.

Authors’ Acknowledgments

Marian Ruderman and Patty Ohlott thank Tzipi Radonsky, a CCL coaching partner; Alicia Rodriguez, an executive coach with Sophia Associates; and Alyssa Freas of Executive Coaching Network for their consideration and conversation related to coaching women leaders.

Ancella Livers thanks Keith Caver for his contributions to coaching leaders of color. In addition, she is grateful to Sharon Ting, Syble Solomon, Will Lucas, Joyce Morley-Ball, Evelyn Morales, Gus Lee, Sam Manoogian, Colin Rustin, and Emily Page for their support while she wrote her chapter.

For their work on coaching across cultures, Lynne DeLay and Maxine Dalton thank Ann Houston Kelley and Fredrik Fogelberg of Nomadic Life in the Netherlands; and Christina Isolabella, a CCL coaching partner in Milan, Italy, for their time, contributions, and thoughtful review.

Ted Grubb and Sharon Ting thank their CCL colleagues David Campbell, Robert Ginnett, and Roger Conway for their helpful review, suggestions, and conversations about working with senior leaders in the Center’s Leadership at the Peak program and Kerry Bunker for the dialogue and his insights while working together as a coaching team with senior executives in the Center’s APEX program.

Kathy Kram and Sharon Ting also thank Kerry Bunker for collaborating, researching, and writing on this topic with them over the years, and they thank Andrea Sigetich, an executive coach and organizational consultant in Bend, Oregon, for her help with ideas behind coaching and emotional competency. Their thanks also go to Cary Cherniss and Daniel Goleman, cochairs, Consortium for Research on Emotional Intelligence, Rutgers University, and to Richard Boyatzis of Case Western Reserve University.

Charles Palus thanks Melinda Sinclair and Darlene Russell, faculty at the Adler School for Professional Coaching; and the organizers of the Research Symposium of the International Coach Federation, Francine Campone and Irene Stein, for their thoughtful review, enthusiasm, and support for artful coaching. David M. Horth and Sharon Ting, his colleagues at CCL, also deserve thanks for helping to define the relevance of creative sense making to coaching.

Mary Lynn Pulley thanks the following executive coaches for sharing their ideas and experiences: John Aldridge, aboutChange Solutions; Nancy Ashworth, Kaiser Permanente; Marilyn Blair, managing editor, ODNetwork Publications; Jeannie Coyle, president, Jeannie Coyle + Company; Chad Glang; Kathy Granger, vice president, Fort Hill Company; David Herdlinger, coach, Herdlinger Associates; Madeleine Holman, vice president, coaching services, Ken Blanchard Companies; Paige Marrs, Barrington Sky Consulting and Coaching; Pamela McLean, Hudson Institute of Santa Barbara; Ginny Page; Bruce H. Reed, Results Oriented Consulting; Paula Stechschulte, School of Business, Fayetteville State University; Cynthia Morss Truitt; Cal Wick, founder and CEO, Fort Hill Company; Patricia M. Wiggenhorn, executive coach; Leni Wildflower; Brenda Wilkins.

Candice Frankovelgia and Jennifer Martineau thank their CCL colleagues Patricia O’Connor, for generously sharing her knowledge and experience in the field of action learning and leadership team coaching, and Ellen Van Velsor and Bill Drath, for their support and review of the manuscript. They also thank all of the transition coaches who worked with the Bryan Leadership Development Initiative, from whom they learned so much.


THE AUTHORS

Kerry A. Bunker is a senior enterprise associate at the Center for Creative Leadership. As comanager of the Awareness Program for Executive Excellence (APEX), he oversees and delivers an intensive assessment, feedback, and coaching experience designed to help senior-level executives enhance their effectiveness as leaders. Kerry also manages Leading Transitions, a family of custom interventions aimed at helping leaders respond to the challenges of ambiguity, change, transition, and downsizing. He is coauthor of Leading with Authenticity in Times of Transition and has published articles and chapters in numerous areas of management and psychology. He holds a doctorate in industrial and organizational psychology from the University of South Florida.

Maxine Dalton was a senior research scientist at the Center for Creative Leadership for fourteen years, serving in both research and educational activities. She designed, managed, and taught in a variety of programs for human resource professionals in the United States, Europe, and Southeast Asia. She has published on various aspects of leadership development, including 360-degree feedback, expatriate assignments, and global leadership. She is the lead author of Success for the New Global Manager: How to Work Across Distance, Countries, and Cultures. Her most recent research addresses effective leadership in the face of social identity conflict in the workplace. She received her doctorate in industrial and organizational psychology from the University of South Florida.

Lynne DeLay is the coaching practice leader for CCL Europe and designs, develops, and manages individualized coaching engagements throughout Europe and the Middle East. An executive coach and trainer, DeLay is comfortable in cross-cultural environments and specializes in helping organizations retain their workforce and assisting individuals to maximize their full potential. In addition to focusing on the individual’s development and his or her issues within the context of the business, she brings to the executive coaching role multiple perspectives that come from her knowledge of management and work experience in North America and Europe in the public, private, and nonprofit sectors. She has served on the boards of several nonprofit organizations. She holds a doctorate in public administration from Nova University.

Wilfred Drath is a faculty member and a senior fellow at the Center for Creative Leadership. He has worked with managers on their development and has participated in leadership development design for the past two decades. His current research and educational work focus on the evolution of leadership and leadership development toward more inclusive and collective forms. He has written or collaborated on numerous CCL publications and journal articles on new frameworks for understanding and practicing leadership and leadership development. His book, The Deep Blue Sea: Rethinking the Source of Leadership, explores a relational-developmental framework for understanding leadership. He graduated from the University of Georgia and attended graduate school at the University of North Carolina at Chapel Hill.

Candice Frankovelgia is a coaching practice leader and a senior faculty member with the Center for Creative Leadership. In this role, she is a leadership development trainer, executive coach, and manager of adjunct faculty. She works frequently with senior executives and teams, including her work in CCL’s Awareness Program for Executive Excellence (APEX), an intensive assessment, feedback, and coaching initiative for senior-level executives. Since 2000, she has designed and managed large-scale coaching interventions in global organizations. She directs a cadre of top-level executive coaches and has developed expertise in linking individual leadership development to organizational impact. Prior to joining CCL, she was in private practice as a clinical psychologist. She holds a doctorate in professional and applied clinical psychology from the Illinois School of Professional Psychology.

Ted Grubb is a senior enterprise associate at the Center for Creative Leadership. He is a faculty trainer in CCL’s Leadership Development Program (LDP) and in the highly acclaimed Leadership at the Peak program, which serves senior C-level executives. He also designs and delivers custom programs. In addition to classroom training, Grubb continues to provide feedback and coaching to individual executives and their teams. He trains other executive coaches and consultants on a number of assessment instruments and in the use of effective coaching techniques. He codesigned CCL’s Coaching for Development program and wrote many of the classroom and instructional materials for that course, as well as other training modules related to coaching and executive development. He holds a doctorate from the University of Massachusetts.

Kathy E. Kram is a professor in the department of organizational behavior at the Boston University School of Management. Her primary interests are in the areas of adult development, mentoring, diversity issues in executive development, leadership, and organizational change processes. In addition to her book Mentoring at Work, she has published in a wide range of professional journals, including Harvard Business Review. She is a founding member of the Center for Research on Emotional Intelligence in Organizations. During 2000–2001, as a visiting scholar at the Center for Creative Leadership, she worked on a study of executive coaching and its role in developing emotional competence in leaders. At the time of publication, she was serving a three-year term as a member of CCL’s board of governors. She holds a doctorate from Yale University.

Ancella B. Livers is a group manager of open-enrollment programs at the Center for Creative Leadership. In this role she is the global manager of the Leadership Development Program (LDP). She also oversees the management of The African-American Leadership Program, The Women’s Leadership Program, and the Coaching for Development program. She is the coauthor of Leading in Black and White: Working Across the Racial Divide in Corporate America. Prior to joining CCL, she was an assistant professor in the School of Journalism at West Virginia University. Earlier in her career, she appeared as a regular guest on the Baltimore public affairs television show, Urban Scene. She holds a doctorate in history from Carnegie Mellon University.

Jennifer Martineau is the director of the design and evaluation center at the Center for Creative Leadership. In her twelve years at CCL, she has focused on the evaluation of leadership development programs and initiatives, and the integration of the learning that results from evaluation into their improvement and into the leadership and leadership development systems within the sponsoring organizations. She has worked with an array of client organizations, including international for-profit and nonprofit institutions, school systems, and government agencies. She serves as internal evaluation coach to CCL faculty and staff, CCL clients, and other leadership development professionals. Her writing has appeared in book chapters, peer-reviewed journals, and practitioner-oriented publications. She has a doctorate in industrial and organizational psychology from Pennsylvania State University.

Sharon McDowell-Larsen is a senior associate at the Center for Creative Leadership. She trains the Fitness for Leadership module for CCL’s Leadership at the Peak program and for custom initiatives. Her areas of interest include the relationship between leadership and fitness and the impact of exercise on reduction of risk factors for coronary heart disease. Prior to joining CCL, she worked as a research assistant for the U.S. Olympic Committee. In that capacity, she was involved in a number of research projects related to athletic performance. She is a member of the American College of Sports and a competitive triathlete, runner, and mountain biker. She holds a doctorate in exercise physiology from the University of Nebraska-Lincoln.

Patricia J. Ohlott is a former faculty member at the Center for Creative Leadership. Her current research interests include the career development of women managers and issues relating to the management of diversity and difference in organizations. She is coauthor of the book Standing at the Crossroads: Next Steps for High-Achieving Women and of the Job Challenge Profile, a CCL assessment instrument that she and her colleagues have used to study the developmental impact of job assignments. Ohlott has cowritten several CCL reports and has published articles in the Academy of Management Journal, Personnel Psychology, and other journals. She has a bachelor of arts degree in psychology from Yale University and has completed graduate coursework in business administration at Duke University.

Charles J. Palus is a senior faculty member at the Center for Creative Leadership. He conducts research on how groups of people make sense of complex challenges. He is project manager of the connected leadership practice, an emerging view of leadership as an inclusive and collective networked activity that occurs throughout organizations, and the inventor of Visual Explorer, a tool for facilitating dialogue amid diverse perspectives. He has published widely on topics related to adult development and shared meaning making and is the coauthor of The Leader’s Edge: Six Creative Competencies for Navigating Complex Challenges. Prior to coming to CCL, he was a research engineer for E. I. Dupont de Nemours & Co. and a leadership instructor and program designer for the Hurricane Island Outward Bound School. He holds a doctorate in adult developmental psychology from Boston College.

Mary Lynn Pulley is the president of Linkages Workplace Consulting, based in Colorado Springs, Colorado. She provides executive coaching and leadership development to a variety of clients and serves as an adjunct trainer and coach at the Center for Creative Leadership. As a former enterprise associate at the Center, she served as the project manager for the Blended Learning Solutions project team. She is the author of Losing Your Job, Reclaiming Your Soul: Stories of Resilience, Renewal, and Hope and the coauthor of Building Resiliency: How to Thrive in Times of Change. A former instructor of the Fielding Institute and Vanderbilt University, she holds a doctorate in human and organizational development from Vanderbilt University.

Douglas Riddle leads the team of chief assessors in guiding the work of over three hundred adjunct professionals who provide coaching and feedback in the Center for Creative Leadership’s programs worldwide. In addition, his group is responsible for establishing and maintaining the quality standards for the use of all assessment instruments involved in CCL’s work. He has trained staff on all five campuses of the Center and served clients on four continents. He is licensed as a psychologist in California. His articles have appeared in a range of publications addressing issues of stress reduction, coaching, professional training, and change management. He holds doctorates in theology and psychology, and he serves as an adjunct faculty member in the graduate school of Human Behavior at Alliant International University.

Marian N. Ruderman is an R&D group director at the Center for Creative Leadership. Her research focuses on leadership across differences and the career development of women executives. She has written widely on these topics in popular magazines and professional journals. She is coauthor of the book Standing at the Crossroads: Next Steps for High-Achieving Women and coeditor of Diversity in Work Teams: Research Paradigms for a Changing Workplace. She is also a coauthor of CCL’s feedback instrument, the Job Challenge Profile. Her published work has been cited widely in the press, and she speaks frequently to corporate and academic audiences about issues relating to the career development of women. She holds a doctorate in organizational psychology from the University of Michigan.

Peter Scisco is the manager of publication development at the Center for Creative Leadership. In this role he works with CCL faculty to create practical and authoritative publications that help leaders improve themselves and their organizations. He also coordinates the production of these publications as they are released through the CCL Press or through CCL’s book publishing alliance with Jossey-Bass, a Wiley imprint. The author of more than two hundred magazine articles and the author and coauthor of four books published on a variety of topics in the trade and general press, he holds a master of arts degree in English from the University of Massachusetts.

Sharon Ting is the coaching practice leader and comanager for the Awareness Program for Executive Excellence (APEX), CCL’s premier coaching experience for senior-level executives. She designs, develops, and manages a variety of coaching services as well as leadership development processes and programs for organizations. She has extensive international experience and personally coaches select senior executives. Prior to joining CCL, she was executive vice president of a public authority that designed and constructed health care facilities throughout New York State. She has coauthored a number of articles in professional and trade journals, including Harvard Business Review. She also sits on the board of trustees of the Rochester Institute of Technology in Rochester, New York. She holds a master of business administration degree from Wake Forest University.

Ellen Van Velsor is a senior fellow and R&D group director at the Center for Creative Leadership. She has expertise in the use and impact of feedback-intensive programs and 360-degree feedback, gender differences in leader development, how managers learn from experience, and the dynamics of executive derailment. She is coauthor of Breaking the Glass Ceiling: Can Women Reach the Top of America’s Largest Corporations? and coeditor of The Center for Creative Leadership Handbook of Leadership Development (2nd edition). She serves on the editorial board of Leadership Quarterly and coedited a special double issue of the journal focused on leadership and diversity. Before joining CCL, she was a postdoctoral fellow in adult development at Duke University. She holds a doctorate in sociology from the University of Florida.

Michael Wakefield plays a variety of roles at the Center for Creative Leadership. He serves as the manager of trainer development and designs and delivers customized, client-specific programs. He also trains in several of CCL’s open-enrollment programs, including the Leadership Development Program (LDP), Coaching for Development, and Building Resiliency: Leading in the Face of Change. Prior to joining CCL, Wakefield held a variety of training and counseling roles. He continues to apply his counseling and training background to enhance the effectiveness of leaders, managers, and employees. He is licensed as a professional counselor and certified as an addiction specialist. He holds a master of arts degree in psychology and is certified by the Society for Human Resource Management as a senior professional in human resources.


INTRODUCTION

The Center for Creative Leadership has been coaching leaders for over thirty years. We don’t coach simply because it’s our profession. We coach and teach others to coach because of our commitment to leadership development. We see coaching not only as an essential component of that learning process but also as an essential capability of good leaders and leadership.

We regard coaching as one way, but not the only way, to facilitate learning. As a process, it is highly compatible with CCL’s mission to improve leadership for society and the world and with its philosophy of development. This philosophy contains these principles: (1) leadership can be learned, and experiences offer us opportunities to learn the lessons of leadership, and (2) understanding how others see us and our impact on them allows us to make choices on what and how to change and adapt.

This book, based on CCL’s philosophy of leadership development and its rich experience in the practice of leadership coaching, summarizes our ideas and experiences with coaching. Over the years, CCL has built a coaching framework based on its knowledge and practice of leadership development that we believe underpins any good leadership coaching initiative:


	Relationship: The context within which the coaching occurs

	Assessment, challenge, and support: The core elements of CCL’s leader development model

	Results: The direct and indirect outcomes of the coaching process



This framework shapes our working definition of the coaching relationship in which the coach and coachee collaborate to assess and understand the developmental task, challenge current constraints while exploring new possibilities, and ensure support and accountability for achieving goals and sustaining development (Ting & Hart, 2004).

CCL also recognizes, as do many of the organizations we work with, that experienced leaders are accountable for the development of individuals within their areas of responsibility and may also have organizational responsibility for development of leadership capacity. Consistent with CCL’s long-standing principle (McCall, Lombardo, & Morrison, 1988) that development can occur during daily workday experiences, when coaching is incorporated into the leader’s day-to-day staff-developing activities, it becomes a powerful tool that helps people access and use their lessons of experience.

We apply both the book’s orientation to the leader coach and the use of CCL’s developmental framework to coaching situations that reflect the expanse of environments, populations, and techniques that CCL professionals have encountered and researched. Covering these areas represents an expansion of what is known not only about leadership coaching in general but also about how the leader coach works within these areas. You will find, for example, chapters on coaching people of color and coaching women that provide specific information on their development needs plus suggestions on how the leader coach can address those needs and use the CCL framework to support that process.

Where We Are Now

CCL has integrated its coaching as a practice with other learning experiences and developmental processes. While we support the use of coaching as a stand-alone experience, and there are times when that may be the preferred development experience, our practice is consistent with our belief that a variety of learning experiences offers the greatest likelihood for success. In this spirit, we are moving our coaching services more into the organization’s world rather than moving further down the path of bringing the leader from his world into ours. In addition, we are encouraging the use of a holistic approach, where coaching is fully integrated with a variety of developmental processes and is used on both an informal ongoing basis and strategically in a formal way.

This shift is reinforced by the growing expectation within organizations that their leaders be good coaches to other colleagues with whom they routinely interact. We see many companies that include coaching as a key leadership competency. Requests for programs and processes that help leaders and human resource (HR) professionals become better coaches to their direct reports, peers, and even bosses have become a growing part of our coaching work. This takes the form of classroom instruction and skills practice, shadow coaching where a professional coach works in tandem with a leader or peer coach, and ongoing workshops and individual coaching that offer special perspectives on coaching.

As a result, our work involving the practice of coaching now spans a much wider range. We offer stand-alone coaching work with top executives to mid-level executives that includes intensive assessment and development planning conducted in concert with internal HR processes. We have begun to establish practice norms for team coaching. We are involved with helping leaders, coaches, and HR professionals improve their coaching skills. We also integrate coaching with other learning experiences such as action learning projects and classroom-based learning.

What CCL Offers

This book builds on our long tradition, philosophy, and commitment to the belief that leaders are largely grown and not born. These are based on our thirty-five years of research, articulated through our publications, products, programs, and services and most succinctly captured in The Center for Creative Leadership Handbook of Leadership Development (McCauley & Van Velsor, 2004).

Thus far, our particular contribution in the arena of leadership coaching has been the integration of knowledge and research about the development process for leaders with the disciplines of psychology and the behavioral sciences, especially those involving behavioral and personality assessment and biographical perspectives. Although there are a fair number of popular publications about coaching in general, few focus specifically on the leader coach, how to effectively coach for the development needs of leaders who have unique characteristics or in particular contexts, and the broader role that leader coaches play in effecting organizational change through coaching.

We are taking this opportunity to build on traditional counseling practices by exploring and making accessible the use of less commonly known or applied constructs, approaches, and techniques. It also allows us to make explicit some of the principles that underlie techniques that are instinctively used or have become common practice among professional coaches. We believe that the more that leader coaches understand why certain approaches work, the better able they are to apply and adapt effective coaching skills in a variety of situations.

And we know that as the needs for leadership development have evolved, the role of coaching as perceived by leaders has grown. Executives, especially those with responsibility for developing leadership talent in their organizations, speak of it in terms of both the value of receiving coaching and the importance of coaching as a leadership competency. We noticed how client needs were constantly driving us to develop new practices, present the practice in ways that were more accessible to the leader coach, and consider new contexts in which to apply the practice.

We also know that the more we learn, our awareness of how much more there is to know grows. This book reflects a North American perspective, and coaching obviously takes on different significance and practices outside that perspective. We accept that the cultural perspectives in which our ideas are embedded constrain this book (as they do any other book). Some of what CCL has learned about leadership coaching is applicable to other cultures, and this book includes a chapter on cultural differences. Still, we acknowledge that there are arenas of leadership and leadership coaching that are as yet not well understood or articulated from that limited point of view.

What This Book Is Not

This book is not a primer on coaching. There are already books that discuss the basics of coaching applied in the work setting. They offer sensible how-to guidance and valuable coaching models and process steps. These books have made a substantial contribution in bringing communication techniques and concepts of behavioral change from the counseling and psychological fields into the managerial arena and making the skills accessible and less mysterious, such that managers could use and apply them in their workplace and supervisory interactions. We support and rely on those practices in our work and have chosen to take an additive approach.

We believe that the practice of coaching is evolving quickly, and we see value in documenting what we’ve learned through our experience with coaching for leadership development and also recording what we’ve learned through our work with clients about where we see leadership coaching heading.

This book is also not focused on the detailed steps in the coaching process. We believe that all coaches should have a specific structure and process that guides their actions and places boundaries around the coaching. For that discussion, we direct the reader to the second edition of The Center for Creative Leadership Handbook of Leadership Development, specifically, Chapter Four, “Formal Coaching” (Ting & Hart, 2004), directed to the external, professional coach. This book discusses the CCL coaching framework with a broader view of coaching, with the intention of generating wider thinking about how to expand the coaching engagement to other populations and other settings beyond the individual, about how to create more transparency and reach within the organization, and how at the same time to maintain appropriate levels of confidentiality.

We don’t imply that this book is completely comprehensive in exploring the many facets of coaching for leadership development. There are other specialized areas of leadership knowledge inside and outside CCL that are not covered here. We acknowledge the breadth of that landscape and honor the far-reaching and insightful work in which colleagues in this field are engaged. And we hope that CCL’s lens, while not taking in the complete panorama, does at least expand the view.

Who This Book Is For

This book is for leaders who practice coaching in their daily activities with the intent of developing other leaders and who are expected to take a broader perspective beyond their individual organizational unit for supporting the development of leadership bench strength. Our primary audience is the many leaders and bosses who are engaged in formal and informal ongoing coaching opportunities with their direct reports. (We discuss the nature of the role of the leader coach in Part One.) Such coaching takes place not just toward direct reports, but also laterally with peers and upward in the organization toward bosses (especially if the leader coach is part of a leadership team).

Secondarily, the book addresses the HR community: executives who have direct responsibility for making strategic choices about how and when to employ leadership coaching and the HR professionals and managers who are expected to function as partners to the businesses they serve. Regardless of the level, there is a growing demand for these individuals to take on explicit coaching relationships with select executives and managers in addition to their ongoing responsibilities to provide expert advice and counsel on personnel and HR matters.

Finally, the book can be of use to professional coaches who contract with individual executives or organizations to support leadership development efforts.

The challenges and opportunities for each type of coach influence the way and the arenas in which they can coach. None of these individuals coaches under ideal circumstances, but each relationship comes with its unique set of possibilities and limitations.

More important, there is a growing need for integrating, rather than compartmentalizing, the work of the various coaches. Increasingly, organizations are seeking to develop a practice of coaching, build communities of coaches, and integrate coaching with performance systems and development processes. In this book, we discuss this emerging need and how we see it evolving.

How This Book Is Organized

This book contains five parts. Part One lays the foundation by discussing CCL’s assumptions about coaching and its framework for leadership coaching. This discussion expands on the CCL coaching framework presented in CCL’s Handbook of Leadership Development (Ting & Hart, 2004). The expanded approach in this book shifts from the perspective of a professional coach to the leader coach’s point of view. This shift does not change the underlying concepts for each element of CCL’s coaching framework, but it has significant implications for what coaches consider in carrying out their work and what opportunities and limitations they face for putting the framework’s ideas into practice.

In Part Two, the book looks at special populations that require leader coaches to possess special knowledge and perspectives about leader development and leadership in order to be more effective coaches. Specifically, it explores the context and some recommended practices for coaching leaders who are female, of color, or operating in a cross-cultural environment. We also look at the implications for coaching people who are at the very top of their organizations.

Many coaching publications place a heavy emphasis on coaching for the core competencies and skills that most leaders need and for the development issues that can be viewed as more universal than exceptional. This view doesn’t account for the demographic shift that has changed the leader’s profile in terms of gender, race, ethnicity, cultural roots, and other factors. It’s certainly a fact that individuals outside the dominant white, male demographic profile will develop as leaders, even without coaches who have a deep understanding about gender, race, culture, or other influences. But the quality of their development experience and the possible outcomes for them and their organizations benefit from a more sophisticated understanding of what is unique about these leaders and where and how their leadership development experience may differ from white male leaders.

Part Three contains three chapters that organize ideas and practices pertaining to coaching for specialized needs or situations. Rather than looking at the needs of specific populations (as in Part Two), this part of the book focuses on specific leadership challenges that the leader coach can help others meet. The chapters describe mental and physical influences on performance that can emerge as coaching challenges: emotional competency, the turbulence of change and transition, and the role of fitness.

Part Four sheds light on coaching tools and techniques that may be less familiar to leader coaches. Much of coaching practice is an integration of a variety of therapeutic theories, counseling, and interviewing techniques and adult development constructs. The practice of coaching has many roots, primarily psychological and social theories, and aspects of that history and those philosophies have blended over time to inform its thinking and practice (Hudson, 1999). We believe that coaching works best when practiced in a nonprescriptive, self-discovering manner and when it relies heavily on the knowledge and skill of the people being coached to facilitate their learning. The coach serves as a catalyst in this process.

Part Four highlights some outcomes of that integration. Chapter Ten makes a connection between coaching and artistic techniques, a perspective that can enhance the coaching experience and stimulate the development of neglected leadership competencies. Chapter Eleven focuses on problem solving and skills development and discusses applying solution-focused therapeutic techniques to facilitate learning and behavior change. Chapter Twelve focuses on the internal stages of adult development and explains how constructive-developmental theories of human development can help coaches (and the people they coach) understand how certain behavioral goals seem immune to change. These are two important perspectives that can be particularly useful in leadership coaching. Despite their theoretical roots, they are accessible to leader coaches.

Part Five looks at forms of coaching that go beyond the typical one-to-one coaching relationship, occur on a larger scale, and involve organizational enactment and support. The ideas in this part include supplementing traditional face-to-face coaching with other modalities, such as the telephone and the Internet. They also cover coaching teams and collectives and examine initiatives designed to cascade coaching behaviors and mind-sets throughout organizations.

These expanded forms of coaching all contribute to creating the legacy of a coaching culture, the subject of Chapter Fifteen. The benefits of developing leader coach bench strength cannot be underestimated, and this chapter (combined with the discussion in Chapters Thirteen and Fourteen) emphasizes specific efforts that organizations can make to ensure permanency of their leaders’ coaching. It also provides recommendations on how the organization can create a coaching community.

The book’s Afterword anticipates future applications of coaching as a systemic intervention. Other chapters in the book address this issue in varying degrees, based on the nature of their content and the extent of experience and practice CCL has in those contexts. This final piece summarizes CCL’s ideas about how different kinds of individual and collective interventions (those with some aspect of coaching attached) can be brought together in organizations to create a more holistic and broad-based approach to coaching for leadership development.

We have listed resources at the end of chapters in the Coach’s Bookshelf section and in our references (pages 433–442). Our intent in creating those lists was to provide our readers with additional tools and techniques that they can integrate into their understanding and practice of coaching. The scope of the lists varies because in some instances not much research- or experience-based material is available that is sound, useful, and accessible.

How to Use This Book

We have three goals for this book. The first is to expand and deepen the understanding of what it takes to coach and develop leadership among special populations. The second is to expand the frameworks, methods, tools, and techniques available to coaches. The third is to anticipate the more systemic role that coaching could play in organizations, especially when practiced and championed by leaders.

One of the challenges in developing this book is our desire to not only speak to the specific needs of the leader coach but also to remain useful to coaching professionals (both consulting and HR). These diverse coaches occupy different places in relationship to the people they coach and the organization in which those people work, and so the book’s chapters may hold varying degrees of appeal to each. We recommend that all coaches, regardless of their specific coaching role or position, read Part One because it sets out important assumptions and frameworks that underpin the book’s ideas and approach. The structure of the subsequent chapters enables readers to dive in where they are in most need, to gain valuable knowledge about coaching practices that suit their specific circumstances.

For instance, a reader called to coach a foreign national in a multinational organization who is charged with leading a massive change initiative will find useful information in Chapters Five and Eight, and Chapters Three and Four if race and gender are issues at play. In this instance, by paying attention to matters of culture and climate, the coach can help the person being coached more accurately identify developmental needs and create a more informed coaching program. In addition to the circumstances illustrated in this example, readers can consider a number of additional points when using this book:

• Despite an overwhelming acceptance among organizations and individuals as a meaningful and productive pursuit, the practice of coaching is still evolving and has been largely built on the experience of coaches in the field. This book offers a wide range of specific practices and approaches that leader coaches can consider for application with a particular population or context. They do not represent the entire universe of possible approaches or even a select list of “perfect” approaches. However, the knowledge and practice captured in this book represent the cumulative experience of scores of coaches who have been engaged in leadership coaching for many years.

• CCL’s five-part coaching framework is distilled from years of research that CCL has conducted into the process of leader development. In certain chapters, the application of the framework is explicit. In others, elements of the framework are more implicit than explicit, especially in discussions on how to coach.

• Some chapters have strong theoretical components, especially those dealing with less familiar coaching techniques. These chapters may appeal more to the professional coach interested in the intellectual underpinnings of our coaching practice; however, the ideas in these chapters are readily accessible to leader coaches, who can infer practical suggestions for applying them in their day-to-day coaching work.

• Some chapters focus more on special knowledge and information about the person being coached, such as the chapters dealing with unique populations. Readers can use these chapters to expand their appreciation for all of the elements that create the context for the people they coach and how that context influences not only their perspectives but also their behavior and their relation to coaching.

• Most of the chapters approach their content from the perspective of traditional, one-to-one coaching relationships. But the concepts in this book can be used effectively in other coaching settings and relationships.

• While not explicitly noted in every chapter, it is implicit in the nature of the leader coach’s perspective that coaching be aligned with the organization’s strategy and desired results.

Finally, we should explain our terminology. We use the word coach in this book to describe anyone who is formally or informally engaged in a coaching relationship with individuals and aspires to improve his or her leadership and in so doing improve the leadership capacity in an organizational context, and we use the word coachee for the person being coached (who to no less a degree aspires to improve his or her capacity to lead).

Conclusion

Coaching is first and foremost a way to facilitate learning. For leaders and managers at all levels and in all kinds of organizations, the most powerful lessons arise from experience. But it’s not enough to just have the experience. People need a way to process that experience: to reflect on it, place it in context, and create plans for acting on what they have learned. Coaching is an effective tool that can be used to help people learn from their experience. Midlevel and senior leaders occupy a unique position from which they can wield that tool with uncommon precision and effectiveness. They have the advantage of understanding the organizational context in which the people they coach work, and they have the lessons of their own experience to rely on when helping others harvest their own lessons.

When leader coaches engage more thoughtfully in coaching, they may recognize that they cannot expect changes from those they are coaching and remain unchanged themselves or expect the organization to remain untouched. Leader coaches often do not anticipate that revelation. But if they embrace that awareness, it provides for them the opportunity to draw lessons from the coaching process that may facilitate change within themselves and their organization (O’Neill, 2000). We encourage our readers to consider that systemic perspective on coaching. It not only provides a platform on which they can stand as champions of change, but it creates a cycle of learning and development to sustain the organization’s effectiveness and success.


PART ONE

FOUNDATIONS OF COACHING

Leaders have enormous resources and skills, or they wouldn’t be leaders. That’s true even when they are involved in a developmental activity, such as when they receive coaching. A key role of a coach in that process, whether an internal human resource coach, a professional executive coach, or a leader coach drawn from the ranks of the organization, is to help those leaders gain clarity about themselves. That inevitably involves adding the perspectives of others to the coachee’s own sense of self. The coach helps the leader see options, make choices among them, and garner support for his or her developing leadership capacity and reaching goals.

Basic coaching principles and skills include listening and questioning techniques, plus many other principles that well-known coaching authorities such as Robert Hargrove, Frederic Hudson, John Whitmore, and Mary Beth O’Neill have articulated in many ways. These principles commonly focus on the coachee’s development and performance not as a problem to be solved but as a path toward growth and change.

Leader coaches beginning this book likely already use those techniques to help direct reports and others articulate aspirations, goals, abilities, and areas in need of development. Our goal is to encourage leaders to engage in more robust and complex forms of coaching, examine specific aspects of leadership coaching in greater depth, and help both leaders and others engaged in leadership coaching to consider incorporating these additional perspectives and techniques into their current coaching practice.

The two chapters in Part One orient readers to CCL’s coaching philosophy and approach. They introduce a framework for coaching adapted from CCL’s ideas about leadership development and enhanced with our experiences as coaches and as teachers of coaches. Our intent is to demystify certain aspects of coaching and help leaders see how they can access and apply this knowledge.

Three lessons form the heart of these chapters: (1) effective coaching often requires the coach to step beyond a purely behavioral approach; (2) with thoughtfulness and preparation, almost any leader committed to the process of coaching and the coachee can be effective at using a wide array of approaches; and (3) that it’s possible for leader coaches to have deep and meaningful coaching conversations without stepping over the line into therapy. Leader coaches don’t need clinical training to help the people they coach pursue change and develop their capacity to lead.


CHAPTER ONE

OUR VIEW OF COACHING FOR LEADERSHIP DEVELOPMENT

Sharon Ting

To understand CCL’s view of coaching, it may be best to start with our intent: to help leaders understand themselves more fully so that they can draw on their strengths and use them more effectively and intentionally, improve identified development needs, and develop untested potential. Much of our coaching work involves helping managers gain clarity about their own motivations, aspirations, and commitment to change.

CCL coaches use approaches anchored in the behavioral sciences and defined by psychological and counseling practices. In addition, their coaching strategies draw on adult learning concepts—chiefly, that adults choose to learn when and what they want. It’s no accident that coaching derives much of its practice from the field of psychology and human behavior. After all, psychological and counseling practices help people learn and change, just as coaching does—albeit in a different arena of their lives. This similarity makes it natural that coaching would draw on many of the best practices, skills, and techniques used in the counseling and therapeutic fields. Because of the evolutionary nature of our work in coaching, it is hard to point to one theory of development that forms the foundation of our work. It’s fair to say that our approach to leadership coaching reinforces Hudson’s perspective (1999) that coaching is informed by a variety of psychological and social theories and practices, including the work of many well-known theorists such as Jung, Adler, Erikson, Levinson, and Kegan.

Coaching from a base of psychological methodologies is not the same as practicing therapy, however, because the content and context are significantly different. CCL recognizes that there is concern, particularly among leader coaches, about this historical and practical connection. But we believe that their discomfort occurs when the use of skills common to both coaching and therapy are confused with content and outcomes.

These considerations have led us to think of coaching in particular ways and to loosely codify a set of ideas and systems that inform our practice. We start with six essential principles that are integral to our thought and practice, continue on to explore the important elements that define the depth of coaching work, discuss the sometimes too rigid distinction drawn between coaching for performance and development, and describe the role and differentiating skills of the leader coach.

It is important to keep in mind that the discussion of coaching here is foundational and historical. It reflects the conventional wisdom within CCL about leadership coaching and is linked to our history of one-to-one coaching with an external professional coach. Therefore, I do not highlight in this chapter practices that are more peripheral and supplemental but nonetheless highly effective because they’ve yet to be incorporated into the mainstream of our work. I see those as contributing to the future of leadership coaching practices, which you will read more about as the book unfolds.

The Principles of Leadership Coaching

Six principles guide our coaching. These rules of engagement ensure that our knowledge of leader development is applied across a wide variety of effective coaching styles and coachee needs. They are fundamental to CCL’s beliefs about coaching and its practice, and they are significant to the coaching activities of the leader coach. Coaches may have to adapt the mechanics of implementing these principles to their context, but nonetheless the spirit of the principles remains foundational to effective coaching (Ting & Hart, 2004). We note for each principle the salient tension for or adaptation that may be required of the leader coach.

Principle 1: Create a Safe and Challenging Environment

It is the coach’s responsibility to create a safe environment in which the coachee can take risks and learn. In the coaching process, the ability to live this principle depends on the coach’s skill at balancing challenging and supporting behaviors. Regardless of what the coach believes may be true or right for the coachee, she should take care to ensure the coaching process does not damage the coachee’s fundamental sense of self and worth. Creating a sense of safety is a real challenge for leader coaches, who often wear a second evaluative hat that may cause the coachee always to wonder if and how information he shares will be used outside the coaching discussion. At a minimum, it requires the leader coach to aspire to an open and a nonjudgmental attitude.

Principle 2: Work with the Coachee’s Agenda

The learning experience is, first and foremost, for and about the individual leaders being coached. They are responsible for driving the process and directing their own learning. They decide which goals to work on and how to go about this work. The coach’s role is to influence the agenda, not set it. This does not mean there cannot be alignment between the coachee’s and the coach’s or organization’s goals. To the contrary, it is ideal when there is alignment. Sometimes the leader coach has a clear agenda, such as performance expectations, a specific action that is needed from the coachee, or a message that the organization needs the coach to deliver. In these cases, the leader coach would do well to evaluate if this requires her shifting into the managerial role to avoid the coachee’s feeling manipulated or to avoid damaging the coaching relationship.

Principle 3: Facilitate and Collaborate

Although coaches typically possess considerable knowledge and expertise, they do not act like experts, making recommendations or giving answers. They do focus on the coachee’s needs and avoid disclosing personal reactions, telling their own stories, or advocating their preferred theories and techniques. They should be highly selective about taking such directive actions and do so only to the extent that it is clearly relevant to the coachee’s needs and agreed-on agenda and only when more facilitative methods will not work just as well. The coach is not there to lecture, opine, or pontificate. And although the coach may suggest options, the ultimate decision about what action to take rests with the coachee. This can be a difficult principle for leader coaches to adopt because they usually have a high investment in achieving the desired outcomes. If a leader coach takes a more directive approach, it should be as a last resort, and she should take some of the responsibility for outcomes.

Principle 4: Advocate Self-Awareness

Knowing one’s strengths and development needs is a prerequisite to developing as a leader. By learning to better recognize their own behaviors and understand the impact they may have, coachees are better able to analyze or predict the outcomes of their interactions with others and take steps to achieve desired results.

Principle 5: Promote Sustainable Learning from Experience

Most individuals have the capacity to learn, grow, and change, given that they encounter the right set of experiences and are ready to learn. Reflecting on those experiences is a powerful method for identifying personal strengths and development needs, as well as opportunities and obstacles. We encourage coaches to help their coachees think about events from the perspective of what worked well and what did not and to use their findings to chart a course toward enhanced leader capabilities. A key element of this principle is helping the coachee learn how to move from awareness to action, to sustain that learning, and to create a developmental feedback loop to continually replicate the process.

Principle 6: Model What You Coach

It is the coach’s responsibility to exhibit the leadership and emotional competencies (such as self-awareness, self-management, social awareness, and social skills) that the coachee is trying to develop (Goleman, 1998). It can be challenging for the coach to apply this principle because leader coaches themselves are likely to have relative strengths and weaknesses in these areas. Ideally, the leader coach has sufficient self-awareness to know if he has the capacity and skill to coach around a particular issue and if the coachee can be more effectively served by receiving coaching from another individual. Furthermore, in order to model effective, in-the-moment feedback, coaches may face the challenge of describing the negative impact that the coachee’s behavior is having on them, an approach that often feels risky.

Levels and Depths of Coaching

In our years of working with leader and peer coaches, a recurring issue is their reluctance to fully engage with coachees when they are beginning to self-disclose more significant and sometimes personal information. When we ask why they pull back just when they are closest to facilitating movement in their coachees’ thinking, underlying mental models, and self-perception, they often respond that they are afraid—afraid of going too far, of going too deep, of unlocking strong emotions that they feel ill equipped to handle. In short, they have a mental image of a rather tumultuous and out-of-control experience. We believe this reaction results from their discomfort with emotions and an often mistaken image of coaching as therapy in the workplace.

We offer two responses to these concerns. First, when things go bad, you can usually trace it back to poor practice on the part of the coach, not the practice of coaching. Second, coaches can guard against this possibility by thinking in advance about the appropriate ways they should be working with their coachee. A coach who believes there should be no boundaries around topics and depth of discussion is flirting with trouble. And those boundaries should be set by the nature of the relationship and agreement, not simply by what the coach is skilled at. Coaches can usefully characterize their work and articulate their philosophical approach to coaching by thinking about different levels of coaching.

Three levels of coaching that CCL has articulated are behavioral, underlying drivers, and root causes (see Figure 1.1). As we open this discussion, our intent is to provide guidelines that leader coaches can use to manage what they discuss with their coachees and to determine how deep the coaching conversations might go. Coaches can find reassurance in the fact that the coaching waters deepen gradually; moving from the behavioral level to root causes is not dropping suddenly from the platform to one hundred feet. We encourage leader coaches (and professionally licensed or clinically trained coaches) to imagine that working at these levels is like moving from dry land into water. The farther out you go, the deeper and less clear the water is. You require different skills and confidence as you go deeper and, in terms of coaching, good judgment in knowing when the coachee’s needs have surpassed your capabilities or role to address. The power of coaching often lies in the second level (underlying drivers), a very broad level that encompasses many rich perspectives.


FIGURE 1.1. COACHING LEVELS.
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Behavioral Level

Coaching at the behavioral level is certainly the most accessible and comfortable for the leader coach. This level addresses observable actions and behaviors, both verbal and nonverbal, that have an impact on others. You are coaching to what is visible and concrete. It relies on the assumptions that the coachee can understand, recognize, and has access to a range of desired behaviors and that the primary goals are to recognize the appropriate context in which to use them and to increase the frequency of their use. It also assumes that internal forces that may be preventing or limiting the coachee’s using those skills are not so strong or so deeply entrenched that the coachee is unable to manage.

The approach to behavioral coaching assumes it is not necessary to understand causes or reasons for the behavior as long as the coachee understands that a different behavior is desired or viewed as more effective. The focus is on the desired behavioral change. With this approach, the coach and coachee focus on understanding what behaviors and skills are desired and relevant to organizational, business unit, or individual goals.

At this level, the coach makes sure that the coachee understands what those effective behaviors look like, identifies times and situations when the coachee is able to demonstrate them, and encourages repetition of skill. (See Chapter Eleven for a detailed discussion of techniques that are particularly useful at this level.)

While coaching at this level feels more familiar to leader coaches, that doesn’t lessen the potential results that can be achieved by working at this level. The challenge is staying in the behavioral mode and focusing on future actions rather than rehashing the past and assessing intent. The power lies in the coach’s effective use of questioning, probing, and diligence in staying with the process. Exhibit 1.1 provides an example of coaching practiced at this level.


EXHIBIT 1.1. COACHING AT THE BEHAVIORAL LEVEL.

Jon has recently ascended to vice president. After a series of weekly vice-president-level meetings, Jon and his boss, Marla, have a coaching conversation about how he is adapting to his new role. Marla notes that Jon employed a very take-charge style in the meetings and shares her belief that Jon would be more effective if he could adopt a more collaborative approach with his peers. Her specific behavioral feedback is that Jon talked first on every issue, used primarily declarative statements, and always insisted that action steps be taken even when consensus had not been reached.

Desirable collaborative behaviors at the vice-presidential level involve sharing meeting time, asking challenging questions that move the dialogue to a higher level, and building one’s points on the ideas of others. Marla and Jon confirm the desired behaviors, discuss past situations where he exhibited those behaviors, and talk about ways Jon can reframe the meetings to support and stimulate his use of the desirable behaviors.



Underlying Drivers

Underlying drivers lie at a deeper coaching level and comprise many elements that may be less visible than behaviors and in fact contribute to their existence. Behaviors are not random acts. Individuals choose how they want to behave. Sometimes those choices are conscious and deliberate; individuals likely understand what the impact will be.

Sometimes, however, those behaviors are automatic. The individual is still making a choice, but it may not require conscious thought because it has become habit or unconscious from years of learning and associating certain behaviors with certain results. Furthermore, individuals may act in ways they know are not likely to have the desired effect, but nonetheless they are at a loss for making another choice and acting differently. In these cases, the less visible (even unconscious) cognitive or emotional processes that drive the less desired behaviors are so strong that even when individuals are motivated to change, they can’t or their progress toward change is slow. Anyone who has ever tried to lose weight understands this dynamic.

Much of CCL’s coaching practice has been built on examining and understanding underlying drivers as a way of appreciating how, in the coachee’s understanding of and orientation to the world, the behavior makes logical sense. For that reason, CCL includes as part of its coaching discipline personality and work-style inventories. While we would not expect leader coaches to become trained in psychological instruments, we do believe through good questioning skills that relevant but less visible aspects about the coachee can surface and be factored into the change process. Some examples of underlying drivers are talents, preferences, orientations, traits, values, mental models, beliefs, needs, and life experiences.

Coaches can easily work in these arenas by taking time to understand what motivates their coachees, what natural skills and orientations they bring to the coaching process, and what experiences have shaped their view of themselves and the world that bear on their effectiveness. Coaches do not need to be licensed clinicians to have these conversations. Coachees are the experts on themselves. Effective coaches observe behaviors and are analytical and intuitive, asking thought-provoking questions to surface these underlying issues more readily. Leader coaches typically have a wealth of opportunities for behavioral observations. Their challenge is to interpret those observations from the perspective of what they reveal about the mental models and orientations of the coachee as well as what they mean for performance and leadership capabilities. Exhibit 1.2 provides an example of coaching practiced at this level.


EXHIBIT 1.2. COACHING AT THE UNDERLYING DRIVER LEVEL.

Andrew is coaching his direct report, Mona, about her behavior related to her expecting staff to routinely stay late or redo their work numerous times. He doesn’t understand why it’s so difficult for her to modify this behavior since it would reduce her long hours as well. What Andrew learns through informal discussions with Mona is that she has strong values related to doing her best, shaped by her personal and work experiences. Despite Mona’s efforts to ease off on the degree of scrutiny to which she subjected her staff’s work, she finds it nearly impossible to sustain a more empowering approach. The desired behaviors are competing with strong beliefs shaped by powerful experiences.



Root Causes

Sometimes a coachee’s behaviors are deeply connected to difficult life experiences, especially traumatic ones, or there is a familial history of psychological disorders, addiction, or chemical abuse. We would distinguish such deeply ingrained behaviors from those associated with underlying drivers by the degree of consciousness or ease with which the coachee’s beliefs, mental models, and historical events can be revealed and discussed. Another differentiating factor is the extent to which the undesirable behaviors interfere with the coachee’s productive functioning or the coachee feels incapable of managing those behaviors.

One behavioral indicator for the need to work at this level is that the coachee appears to be stuck. By stuck we don’t mean the common experience when making change of overcoming the initial inertia or the natural tendency to revert or regress periodically to the old behavior during the process of shifting to a new behavior. The type of stuck we refer to tends to paralyze the coachee in a set of behaviors that are clearly having an adverse impact on work and possibly personal life, or even propelling him or her toward derailment.

Obviously coaches have conversations with their coachees about early life experiences that affect their current leadership style and skills. In fact, a biographical inventory is a useful assessment tool in coaching. Coaches can informally or formally introduce and use such an assessment to better understand the coachee’s personal context. The difference between using such biographical assessment and delving into past life experiences is the coachee’s ability to frame and make sense of those experiences. If coachees have such ability, then the experience falls within the realm of underlying drivers.

When working at the behavioral or underlying levels proves to be insufficient and the coachee feels the need to delve into past life experiences to relive and heal past wounds, then the leader coach (and professional coaches, for that matter) should consider referring the coachee to a clinical professional with whom the coachee would establish a therapeutic relationship. This relationship has different structure, goals, and boundaries from leadership coaching. Even if the coach has training in counseling or therapeutic practice, we do not recommend the coach engage in this type of work.

Most leader coaches are familiar with their organization’s process for referral. Alternatively, the leader coach might encourage the coachee to seek professional services using his or her own resources and referral sources if the coachee chooses not to use internally offered services. Exhibit 1.3 is an example of coaching at the root causes level.


EXHIBIT 1.3. COACHING AT THE LEVEL OF ROOT CAUSES.

Matthew is a young, charismatic, driven manager who is in his organization’s high-potential group. One of his identified developmental areas is to become more consistent and predictable in his management style, a goal Matthew agrees with. His boss, Sherri, has been coaching him on the desired behaviors but is finding the process frustrating. What seems like a straightforward developmental issue that would improve as Matthew matured and received feedback and coaching appears more resistant to change. Despite their good coaching relationship and Matthew’s articulated desire to improve, his behaviors have become even more volatile, swinging from almost manic periods of activity and engagement to periods of isolation and unpredictable bursts of anger. Sherri is beginning to feel she is at the limit of her capability to support Matthew’s development through coaching on her own.



The Leader Coach: Orientation, Focus, and Skills

Individuals who are responsible for achieving organizational outcomes by directing others have likely exercised coaching skills to facilitate those results. If they did anything more than simply direct and evaluate their direct reports’ work, such as asking them how they planned to approach a particular problem or what their career goals were, they were coaching their direct reports even if they were not aware of it or did not label it that way. If the proliferation of books, articles, and training about the subject is any guide, many managers and leaders are eager to learn how to coach better.

CCL’s view of the leader coach recognizes that basic premise. Furthermore, we add three distinctions. First, leader coaches are intentional about their responsibility to coach their direct reports. They elicit desirable outcomes by increasing their direct reports’ capacities and capabilities, and they provide ongoing feedback that enables continuous learning. Second, leader coaches focus their coaching on development as much as on performance and see those two paths as reinforcing and compatible. Third, leader coaches are a critical part of the context in which the people they coach operate, which may include a team, business unit, or larger organizational unit, and they cannot divorce themselves from that context. As a result, leader coaches need a heightened awareness about the issues that may emerge from the coaching process for and about themselves as leaders, the team and its dynamics and performance, and the organization’s values and practices. They should have a systemic view of their coaching.

Leader Coaches Are Intentional

The process of developing leaders is no longer viewed as the sole responsibility of HR executives and professionals, with other leaders paying lip service. CCL often works with companies that include coaching and developing people as a core competency for individuals who are in leadership positions, which are typically managers and above. The Corporate Leadership Council is a membership based research organization that studies corporate HR issues. Its research supports CCL’s view that coaching, developing, and giving feedback are critical skills of leadership, but its members also say that these skills are some of the lowest-rated skills among leaders. These same organizations see coaching and development as one of the most important means of ensuring competitive and effective talent management. Being purposeful about coaching is important for a number of reasons:


	Companies recognize and support the systematic development of coaching skills in their leaders from senior managers to very senior executives.

	The people who are the focus of the leader coach’s efforts are more cognizant of the intent, which can increase the probability that they will engage more actively in their own development or at least be more aware of its importance.

	Organizations are better positioned to assess the skills and impact.

	The organizational environment may become more receptive to installing a systemic approach to coaching.

	The leader coaches are further legitimized for accessing coaching for themselves.



Leader coaches occupy unique seats that provide them valuable information that makes their coaching particularly relevant. They have more opportunity to observe and influence coachees’ behaviors and development. They are also more likely to have information about the coachee that might anticipate future performance and therefore highlight current development needs and preparation. However, this can occur only if coaches are paying attention and are deliberate in considering their coachees in a holistic way. This means understanding their strengths and development needs and how they fit into the organization’s needs, understanding their coachees’ personal aspirations, and then overlaying these considerations with a present and future focus. This holistic view isn’t possible if coaches take a narrow view and use coaching exclusively to address improvements to short-term business results.

Because their seats are often in the front row or in the middle of the action, leader coaches are especially challenged to not become too invested in their own points of view or lose coaching opportunities. This latter point is an essential aspect of being a leader coach. Opportunities to coach abound in the workplace; however, too often managers and leaders miss what we call the “coachable moment.” These are the times when a business problem, organizational challenge, or interpersonal issue arises. What distinguishes the leader coach from the typical manager is how differently they respond. The leader coach seizes those coachable moments. Instead of giving the solution or offering to step into the fray, the intentional leader coach sees an opportunity for his coachee to learn and to achieve a positive outcome. The leader coach steps back and helps his coachee reframe the situation or surface more options for resolution.

That doesn’t mean the leader coach won’t step out of her coaching role, especially if her coachee seems stuck in his viewpoint or behavioral approach. Leader coaches have the ability at various times to play any of several development roles: feedback provider, sounding board, dialogue partner, accountant, role model, and others (McCauley & Douglas, 2004). A constant balancing act is required to know which role to emphasize and when. In addition, the leader coach has legitimate authority to help coachees access resources and developmental experiences to support their goals.

Leader Coaches Focus on Performance and Development

Coaching is a practice in which the development of common language, terminology, and meaning is evolving. One aspect that continues to engage practitioners and leaders in lively discussions is how coaching is applied in leadership development; in particular, what is the relationship between coaching for performance and coaching for development? Sometimes the terms are used interchangeably, but more often they are used to differentiate the focus of the coaching. We see the two forms as sitting in different places on a continuum of coaching rather than as polarities, and while our work is best understood as having a development focus, we believe the learning that occurs through coaching can benefit the coachee’s performance and development. Calling out some of the differences adds to the perspectives of leader coaches who are more routinely engaged in performance coaching.

Witherspoon and White (1997) differentiate the two by emphasizing that coaching for performance generally relates to learning that focuses on a person’s current job. It’s geared toward helping people improve their effectiveness on the job, often over some span of time—several months to a year or more. For them, coaching for development focuses on their future. That can mean preparing for a career move, for example, or for advancement to higher levels in the organization.

A key distinction between the two is that developmental coaching has a focus on learning. That distinction helps to bridge the seeming gap between performance and development (Hunt & Weintraub, 2002). When there is a conscious learning focus, an intention to reflect and identify lessons for the purpose of being more effective in the future (whether that future is tomorrow or two years away), then development is occurring. So coaching for performance can be developmental when the learning that improves a coachee’s ability to meet the current demands and goals of his current role is understood by the coachee as a step in a longer process of leadership development.

We encourage leader coaches to hold both a developmental and performance mind-set and offer the following supporting business analogy. Organizations pursue both a long-term strategy and short-term goals. The first is aspirational and usually involves the organization’s developing new capacities and perspectives. The second are practical and immediate, relying on applying an established set of skills and behaviors to ensure the company’s financial strength to pursue its long-term strategy. Both are needed for organizations to be successful. Leaders need to tend to both as well in themselves. They need to be equipped with the skills and attributes that ensure achievement of current expectations as well as anticipate the capabilities and attitudes needed for the next level of leadership demands.

Too often when an executive is unsuccessful at a particular job or derails completely, the warning signs were present but were missed, overlooked, or rationalized for various reasons (Bunker, Kram, & Ting, 2002). If a more holistic coaching approach that encompassed performance and development had been taken with such an individual, preventive measures might have avoided such a visible and costly failure. Such an approach might mean not using the individual’s strengths to optimize short-term results but instead moving that individual into a role that will offer him the opportunity to employ and develop new skills that will benefit the organization’s long-term objectives.

Leader coaches who are most often engaged in performance coaching can leverage their coaching by making the learning focus intentional and by making explicit the relationship of the current skills improvements to expanding the coachee’s overall leadership capacity. The coach is readying the coachee for future leadership challenges. If the leader coach thinks strategically about his coachee’s development, he will also seek to identify skills that may not present a current performance need for the coachee but will be needed in the future.

Leader Coaches Take a Systemic Perspective

Leader coaches look beyond parochial interests and short-term results to help develop the potential of all their direct reports. This requires the leader coach to take an organizational perspective and focus on leadership development (for sustaining and improving the pool of talented managers and leaders) as well as leader development (with its focus on the individual). It may mean facilitating the transition of high performers to another business unit in order to provide them new developmental experiences or constructing a special assignment so they can develop in their current position. It may also involve influencing people higher in the organization who can remove organizational impediments (such as barriers to lateral and cross-functional assignments) to developing greater leadership bench strength. It might even require leader coaches to work with an entire team if it becomes apparent that despite the effectiveness and skill of individual direct reports, their performance as a collective isn’t meeting the organization’s needs.

Leader coaches who are willing and able to see their coachee as part of a leadership system have less control over the relationship, which can create uncertainty. To operate with this perspective requires judgment and clear boundary management. The possibilities for learning are great at both an individual and organizational level. The potential for gain warrants the risk these leader coaches take in acknowledging they are not in complete control of the relationship.

Additional Leader Coach Skills

Leadership coaching happens informally and formally inside organizations all the time, and it often involves peers, internal HR professionals, and external coaching consultants. Leader coaches can access and learn to use the skills and approaches these other coaches employ. In fact, organizations can improve their leadership capacity by encouraging many coaching relationships. The skills described throughout this chapter and highlighted in the list below are not comprehensive, but are supplemental to basic coaching skills and essential to creating leader development capacity in organizations:


	Build awareness of and learn to challenge your own assumptions and biases. Assess the impact of those on the coaching relationship, and discipline yourself to initiate improvements.

	Recognize when factors hinder the development of a mutually meaningful coaching relationship, and acknowledge its limits or enlist someone else to coach.

	Clarify the mix of performance and developmental coaching that your coachee needs. In doing so, be keenly aware of what perspective you are taking: the coachee’s, the organization’s, or your own.

	Recognize and seek help when you need coaching yourself to better support your coachees or when you need coaching because you are too personally involved in the specific leader development issue that has surfaced for your coachee.

	Learn to monitor your self-imposed limitations on the coachee’s developmental possibilities.

	Increase your ability to step outside the system and look at it from the perspective of being part of it and outside it at once. From that dual vantage point, assess the impact on your coachee’s development.

	Learn when to move out of your coaching role and when to assume another role relative to the coachee. Make sure the coachee understands that you are making that shift and why.

	Help your coachees identify multiple responses to system constraints on their development.

	From the challenges your coachees face, generate positive leverage for change in them as individuals and in the organization as a whole.



Additional Leader Coach Considerations

As organizations explore the idea of coaching as an essential leadership competency, the task of developing and implementing that competency falls to the managers and leaders throughout organizations at all levels. As we discussed in the Introduction, this book is not a coaching primer. It’s meant to broaden the leader coach’s perspectives and skills so that she can help to develop others and contribute to the organization’s sustained success and longevity. That said, there are come considerations general to coaching with which some leader coaches are not experienced. Those considerations include confidentiality, resistance, power and authority, role conflict, and organizational responsibility. Some initial grounding in these issues will enable the leader coach to carry out this important work more effectively.

Confidentiality

Confidentiality becomes a complex issue when applied to a leader coach context because leader coaches don’t have the luxury of defining their relationship with coachees as private and personal. As we discussed earlier, leader coaches occupy a unique position from which they gain a view of the coachee that is more comprehensive than the one afforded an external coach. When it comes to confidentiality, it’s important that leader coaches and their coachees discuss specific issues, such as: What types of information and discussions can and will remain absolutely confidential? What types of information cannot remain confidential because of organizational ethics, codes of conduct, and reporting requirements? What types of information may enjoy only limited confidentiality because of the leader coach’s broader role in the organization? Leader coaches have to monitor constantly how confidential information affects their coaching. They must maintain their awareness about what information they have, how they obtained it, and whose confidence they obligated to ensure.

Resistance

When coachees don’t accept feedback, don’t agree to make changes, or agree to change but don’t follow through, coaches can feel frustrated, impatient, annoyed, or disappointed. A leader coach may conclude that the coachee is not really committed to change or accepting of development needs. As a result, the leader coach might push harder, become more directive, withdraw energy, or give up. These are all reasonable feelings, thoughts, and reactions, especially if the leader coach regards resistance as unwillingness and defiance. However, we encourage leader coaches to see resistance in a more positive light. It can be a natural self-protection mechanism that some coachees use. After all, their way of reacting to leadership situations has evolved over time, and they have been rewarded for those practices. These tried-and-true behaviors form a natural protective covering that wards off not only negative external influences but also positive opportunities to change. When leader coaches encounter what they feel as resistance, they can benefit from stepping back and trying to better understand how the coachee’s behaviors have enabled and supported her career thus far. With this perspective, the coach can then look for alternative approaches and tactics to engage the coachee.

Power and Authority

Good coaching relationships include openness, candor, trust, and dialogue. Leader coaches should be aware of how their coachees respond to power and authority and what impact that may have on the coachee’s ability and willingness to engage openly in coaching. At the same time, the leader coach should examine her own views and responses to power and authority and how that might be affecting her expectations about the coaching relationship and about how the coachee should respond. By talking openly about this issue, the coach and the coachee may be able to avoid negative power dynamics from occurring, such as the overly compliant coachee who invests in his development goals primarily because his leader coach sees them as valuable. In such cases, the coachee is often responding to the implicit power and authority that resides in the leader coach’s organizational role.

Role Conflict

Leader coaches encounter role conflict because of the multiple roles that they assume in organizations. At any one time they might be a business manager; a leader responsible for getting results; a manager responsible for enabling, evaluating, and developing; or an organizational citizen responsible for participating in and supporting broader organizational agendas. In each of these roles, the leader coach’s relationship to the coachee shifts. These different roles can’t be totally separated. Leader coaches need to understand these various roles, assess their ability to juggle their coaching role among them, and judge whether the circumstances have changed in such a way that it is advisable to alter the coaching relationship or its developmental content.

Organizational Responsibility

One of the benefits leader coaches enjoy is the ability to connect back to the organization in different ways. For example, because of an individual coaching relationship, issues may surface about organizational practices, and those practices may invite further examination or improvement. If coaching is defined as an individually focused activity, then what happens to this other learning? We encourage leader coaches to consider the extent to which they have an organizational responsibility to carry forward what they learn, both good and bad, about how the organization’s values are enacted. This is not an easy task, but it’s one of the unique platforms from which leader coaches can operate and effect positive change.

Conclusion

CCL has made a long-standing and unique contribution to the field of leadership coaching. This book melds its experience and practice into a coherent set of ideas and recommendations that can enhance coaching activities for the leader coach. Coaches can generalize from our six principles of coaching practice to serve their own work. Our evidence of experience endorses their practicality and utility.

The three levels of coaching introduced in this chapter reflect our observations of motivations and behaviors that consistently drive the need for coaching. As leader coaches wonder what exactly their roles are and what is expected of them in this seemingly complex world of coaching options, we hope they will find support in our descriptions of those levels. Leader coaches can coach effectively at different levels of engagement, and their work can benefit themselves as much as it benefits their coachees. The subsequent chapters in this book offer perspectives on the role and practice of the leader coach, as viewed from a particular context or with the help of a particular set of content. The ever changing and growing areas of coaching, such as that evidenced by organizational demand for leadership development systems, reinforces our eagerness to learn and adapt new ideas and practices and to develop new knowledge for leader coaches embarking on this journey.
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CHAPTER TWO

A FRAMEWORK FOR LEADERSHIP DEVELOPMENT COACHING

Sharon Ting

Doug Riddle

In almost any human endeavor, a framework of ideas provides the structure for understanding and practice. It is no different in the field of leadership coaching. CCL’s coaching framework, informed by research and buttressed by practical experience, is an integral part of its coaching practice. For individuals, such as leader coaches, who are not steeped in the discipline of coaching, the framework serves as a general guide. For professional coaches, we find the framework helps them correct their course when the coaching feels off-track. The chapters that follow apply CCL’s coaching framework to a variety of situations: coaching different populations, coaching in different contexts, and coaching with emergent techniques, technologies, and practices.

Our coaching framework has three aspects, which are illustrated in Figure 2.1:


FIGURE 2.1. CCL’S COACHING FRAMEWORK.

[image: Image]



	Relationship—the context within which the coaching occurs

	Assessment, challenge, and support (ACS)—the core elements of CCL’s leader development model

	Results—the visible outcomes, both direct and visible and those that are indirect, that coaching focuses on achieving



The three parts are synergistic. Relationship building, leader development, and results typically occur concurrently. Accordingly, each aspect informs and triggers new activity or perspectives in the others.

We discuss the framework here in general terms, with the understanding that it emerged initially in the context of a conventional one-to-one coaching relationship between a professional coach and a coachee. Since then, CCL and the organizations it works with have found the framework useful when applied across a range of coaching relationships, including those between managers and direct reports, among internal human resource professionals and their informal and formal relationships with managers and leaders, and between peers. By steering away from a prescriptive, sequential structure and embracing an approach that emphasizes the elements of effective coaching and development, CCL’s coaching framework functions more as a compass than a road map.

Relationship

Many leaders can point to multiple individuals who played coaching roles at various times in their development. If you were to ask them to name some of the key elements that enabled them to be receptive to that coaching, chances are they would mention the quality of the relationship. They might characterize it as a confidential, private relationship. At its core, the coaching relationship is a strong personal connection between two individuals that typically occurs out of public view and whose workings may even appear mysterious to outsiders.

Coaching is fundamentally a process for facilitating learning and change, which is another way to describe development. What distinguishes coaching from other developmental experiences is the critical role that one person, the coach, plays in challenging and supporting another person, the coachee, to engage intentionally in the development process and in helping the coachee pull the important lessons from those experiences. That kind of intense, interpersonal work depends on the development of trust between the individuals involved in the coaching relationship.

That a trusting relationship is a precondition to effective coaching poses a challenge for leader coaches and their coachees, who usually don’t have a choice about working together. When the evaluative aspect of their primary relationship is that of boss and direct report, that can have an inhibiting factor to the coaching relationship. Leader coaches may need to accept that not all of their coaching relationships with their direct reports will have the same degree of quality. While that may place some natural limitations on the level of personal closeness they may feel, it does not have to significantly diminish the effectiveness of the coaching. (For further discussion about trust, see Exhibit 2.1.)


EXHIBIT 2.1. THE ROLE OF TRUST IN THE COACHING RELATIONSHIP.

Trust is a word used often in coaching, and yet it is more relative than absolute. In a coaching context, trust is often interpreted as the ability to hold all information as confidential. We caution readers from thinking of trust too simplistically. In a coaching relationship, especially one that affects people beyond the leader coach and the coachee, trust looks different behaviorally to each person. Developing ever-increasing trust is a desired goal that requires constant awareness and monitoring of the coach’s behaviors and motivations that may bear on how his or her trustworthiness is perceived by others and an understanding and respect for what trust means to the person being coached.

Trust isn’t highlighted as one of the three primary components of the coaching relationship because we believe it is the quality outcome that coaches strive to achieve in their relationships. Coachees should be able to trust their coaches, to feel they can rely on them and put confidence in them. In the absence of trust, little can be accomplished.



Two other forms of leader coach relationships exist: laterally with peers and upward with superiors. Often these coaching relationships are informal and implicit. The inherent strength of these relationships lies in their consensual nature, because neither peers nor superiors have to accept coaching from a colleague. When peers or superiors allow themselves to be coached, usually a high degree of openness, readiness, and trust exists between them and their leader coach colleague because the peer or superior engages by choice.

Regardless of who the parties are in the coaching relationship, a close examination reveals three essential components: rapport, commitment, and collaboration.

Rapport

Rapport is the heart of the coaching relationship—the interpersonal connection that allows each party who is engaged in the process to say, “I feel I can work with this person. I feel he is willing and able to understand my point of view.” Coachees often describe their coaches as open, respectful, empathic, attentive, straightforward, trustworthy, and thought provoking. While the coach has primary responsibility for establishing the groundwork by exhibiting behaviors that have the impact described above, the coach cannot accomplish that alone. The coachee has to be open and willing to engage.

While rapport often reveals itself early in the coaching relationship (there is an ease, warmth, and genuine interest between the two individuals), the leader coach can develop this relationship aspect by working to understand and appreciate the coachee. Asking specific questions about the coachee’s nonwork interests, background, family, and views on the world is one way to develop rapport. Finding commonalities (similar musical interests or cheering for the same sports teams, for example) is another effective way to establish rapport. In the end, both parties need to agree that there is sufficient rapport between them before committing to a coaching relationship.

Commitment

Good intentions become new behaviors and attitudes when enabled through commitment. When commitment is present, both parties mutually pledge to follow a course of action to fulfill their responsibilities in the relationship, persevere through setbacks, and celebrate successes. They also understand and acknowledge where the limits and constraints are to each of their responsibilities. This commitment takes many forms, from small to significant. It ranges from being accessible, available, and respectful of scheduled time together to implementing respective agreed-on actions, to being open about uncomfortable emotions or dynamics in the relationship, to challenging each other in nonthreatening ways to improve outcomes.

For the leader coach, it may mean taking time to have a meaningful discussion about the goals the coachee is working on, providing developmental assignments within the person’s primary work, or supporting the person in achieving his or her goals while on a learning curve. It can even mean taking risks—for example, delaying a promotion for that coachee, which might cause the individual to question whether he should exit the organization, to ensure the long-term effective development of that coachee. Commitment says the coachee is valued and valuable, and it can motivate the coachee to persevere through the performance dip that accompanies the learning curve.

Collaboration

Collaboration occurs when coach and coachee work together as equals, with mutual respect, exchanging thoughts and ideas for the purpose of generating new information, options, and solutions. They share a belief that each of them has had relevant experiences, holds important knowledge and perspectives, and brings essential expertise (the coachee about himself and his context and the coach about leadership development and behavioral change processes) that are needed to achieve the purpose of the coaching relationship.

Also, collaboration is the process through which much of the learning occurs. In its absence, coaching can take the form of lecturing, telling, teaching, persuading, advice giving, and even cheerleading. The danger of these alternative approaches is that they can engender resistance, create dependency, promote action without ongoing commitment, offer false reassurance, and, worse yet, reinforce ineffective behaviors. The give and take of dialogue, the two-way street of support and challenge—these qualities comprise the mind of collaborative relationship we recommend that coaches pursue with all those with whom they are involved.

The Coach’s Role in the Relationship

Fully one-third of managers can identify other people from whom they have learned and describe how that learning occurred (Douglas, 2003; McCall & Hollenbeck, 2002; McCall, Lombardo, & Morrison, 1988). McCauley expanded on the concept and identified specific types of roles that people in relationships play for one another (McCauley & Douglas, 2004). Within the coaching relationship, the leader coach assumes different roles at different times. McCauley grouped these roles based on the components of the leader development framework of assessment, challenge, and support (discussed later in this chapter). Guthrie (1999) described some of these same roles in the context of CCL’s coaching history (see Exhibit 2.2). Her descriptions can help guide the leader coach in becoming intentional about taking on a particular role at a particular time to help a coachee reach a particular goal.


EXHIBIT 2.2. COACHING ROLES IN CCL’S HISTORY.

Specific coaching roles were not immediately evident to CCL when it started coaching for development. But as CCL gained experience with using coaches, a number of specific roles emerged to replace earlier generalizations:


	Expert. The coach’s expertise is different although not mutually exclusive from content expertise, which is generally subject related. It is appropriate for managers who are inexperienced in a role or whose job success potential would benefit from the perspective of someone who has been in a similar position.

	Reflective thinking partner. Coaches engage individuals in reflective thinking by probing assumptions, hypothesizing about outcomes, challenging, serving as a sounding board, and providing different perspectives. This role can be especially helpful to coachees as they review their mental models and understanding of the world.

	Feedback provider. In this role, the coach gives honest feedback about the coachee’s actions. By citing examples and raising awareness in a tangible, focused manner, the coach helps the coachee wrestle with resolving skill deficiencies or developing strengths that the individual was not fully using.

	Feedback interpreter. The coach helps the coachee work through on-the-job challenges and helps this person address interpersonal issues and blocks in learning. The coach also helps the coachee strategize ways to remove blocks or confront them.

	Dialogue partner. Coachees sometimes expect their coach to have the answers—to tell them what to do, especially if they are struggling with a particularly difficult challenge. As a dialogue partner, the coach places the burden of learning and change on the coachee.

	Practice partner. In this role, the coach frequently serves as a way of enabling the coachee to role-play interactions or scenarios from different angles.

	Accountant. The coach holds the coachee responsible for plans and actions. In this role, the coach also recognizes the evolutionary nature of organizational life and provides some flexibility, which helps the coachee respond to the pace of change inherent in contemporary organizations.

	Positive reinforcer. The coach provides affirmation, praise, and encouragement when coachees attempt to make changes. The coach uses this role to express confidence in the coachee, modeling the behavior changes asked of the coachee.

	Counselor. The coach helps the coachee confront and deal with the emotional side of change and development, especially when that person is experiencing major shifts in role or responsibility in his organization. The coach provides support not as an advice giver but as a listener who can help the coachee develop appropriate strategies to deal with rapid and substantial change.

	Historian. Although not employed as often as the other coaching roles, the role of historian makes an important contribution to coachees’ development by reminding them what they were thinking and doing two or three months before and how far they’ve come.

	Role model. By virtue of the coach’s ongoing modeling of listening skills, openness, and willingness to engage in the learning process, the coachee learns ways to do that for others in the organization. The coach’s interaction and modeling throughout the relationship are helpful in the coachee’s attempt to interact more effectively with others.





Others in the Coaching Relationship

Although the coaching relationship envelops two central figures, others also have an influence on the relationship. Direct reports are mindful of the behavior of managers, and so any coaching relationship with one of their peers is bound to draw their attention. They may be tempted to make meaning out of the coaching relationship—perhaps surmising that a peer is not performing up to par or, conversely, that a peer who receives developmental coaching is on the fast track toward a leadership position. The leader coach should be aware of these undercurrents and balance coaching initiatives between development and performance issues.

Direct reports aren’t the only others affected by coaching relationships. For example, in matrixed organizations, there are the leader coach’s peers and other managers to consider. If a coach’s direct report interacts with another manager or team, that coach needs to decide what to do with information received about the direct report’s performance. Because coaching can make its greatest strides in an open, sharing environment, the leader coach should make that stance clear to other peers and managers with whom the coachee is in contact. This, of course, is an ideal state, and the realities of organizational culture and politics should be factored into decisions about level of transparency to others.

Beyond the work environment, the leader coach can be mindful of others who can also affect the coaching relationship—for example, the coachee’s family and the organization’s customers or clients who interact with the coachee. Often the coach doesn’t directly engage these other people. The coaching relationship occurs in a context of other relationships, and the leader coach should hold some awareness of all of them and how they might have an impact on or be affected by the coaching.

Assessment, Challenge, and Support

CCL’s leader development model of assessment, challenge, and support (ACS) is at the core of its coaching framework and can be used to shape the dialogue and activities of any coaching event. We recognize that leader coaches can use the development model to help coachees clarify their motivation and develop goals to confront current performance concerns and future development needs.

The three elements serve dual purposes in the development process. First, they motivate people to focus their attention and efforts on learning, growth, and change. Second, they provide the raw material for learning: the information, observations, and reactions that lead to a more complex understanding of the world. To enhance the development of leaders, leader coaches need to help them find, create, and shape a wide range of learning experiences, each of which provides assessment, challenge, and support.

Assessment

The purpose of assessment is to get the fullest picture possible of current reality and future development opportunities for the coachee. The person, the performance, and the context define the assessment terrain. Through the assessment element of the framework, the coach and coachee work toward clarity by reconciling various perspectives. This is emphasized during the datagathering phase of the coaching program and repeatedly surfaces throughout the coaching interactions as coach and coachee seek to learn from experiences. The coach’s skills at interpreting, analyzing, intuiting, summarizing, projecting, and distilling assessment information, in collaboration with the coachee, are critical to leveraging the power of this element.

A critical point to take note of is that data come in many forms. In a coaching context, data does not necessarily mean hard, quantitative, objective information. Data are not always tangible. They can be what the coachee doesn’t tell you or talk about. Data refers to anything that helps a coach understand a coachee and her situation with a sharper eye, ear, and heart.

Person

Assessing the person being coached means asking who that person is, what makes that person unique, what is important to that individual, how this person likes to operate and relate to others, what appear to be this person’s mental models, what natural gifts and blind spots this individual possesses, what this person’s aspirations are, and what motivates this person. Leader coaches often breeze by these questions or even ignore them because they so often concentrate on assessing behaviors and measuring outcomes as a path to improving a coachee’s performance.

Consequently, the leader coach may neglect the personal aspects that are the source of many leadership challenges and may be key to unlocking a coachee’s motivation to improve as a leader. Consider the story of Yvan, who is widely viewed as a high-potential candidate for a future seat on his organization’s executive committee if he could overcome the perception of his being disorganized and questions about the seriousness of his thinking. Initially stung by the feedback, Yvan becomes defensive and argumentative. After further discussion, he acknowledges that he struggles with feeling constrained by routine. His attention is ignited by solving problems, and once he believes solutions are identified, he moves on to other issues. He considers that trait as personally empowering, but others experience his behaviors as making a splash and then abandoning them. Yvan’s tendencies also manifest themselves in his lack of punctuality to meetings. His dislike for schedules and meetings results in two perceptions: that he is disorganized and that he is disrespectful of others’ time. In Yvan’s case, once he became more aware of the behavioral link between his innate drives and tendencies and perceptions of his effectiveness as a leader, he was able to make more selective and appropriate choices about how to manage those tendencies.

Sometimes life experiences define an individual’s leadership model. Such is the case of Chih-Hung, a U.S.-based manager who grew up in China during the period of heavy policing and scrutiny of individuals’ behaviors. These experiences taught him that to be open with his thoughts and feelings was dangerous to himself and others. It doesn’t surprise those who know Chih-Hung and his personal history that as a leader, he is too self-contained, withholding his ideas and emotions. Years of learned behaviors adopted as protection are inseparable from who he is as a leader. But his first boss, who absolutely separated work and personal life, does not spend time understanding Chih-Hung. She misinterprets his behaviors as a lack of warmth and as competitiveness, and then compounds the misinterpretation by attributing his slow approach to change as resistance to feedback.

There are many ways to answer the question, “Who is this person?” but leader coaches occupy a powerful and unique position of having substantial and insightful information about the person they are coaching. They often don’t realize or leverage this information because they haven’t had the opportunity to reflect on what a coachee’s behaviors say about the person. They tend to look at the behaviors from the perspective of performance: how well the person they are coaching has met the measures established for him or her by the organization. While assessing performance is critical, we can’t emphasize enough the importance of understanding the coachee’s unique qualities and the world as the coachee sees and understands himself or herself in it.

Performance

Performance is the most familiar aspect of assessment. Performance measures can be formal (annual performance appraisals or monthly or quarterly goals, for example) or informal (frequent reactions to how daily tasks are handled). Consider the following cases. Even before Amin engages in a full assessment of his leadership, he and his boss agree that his business performance highlights the need for improving his leadership. With a strong sales and marketing background, Amin lacks an appreciation for processes and details that is needed to turn the start-up business where he works into a solid, consistently profitable business. Amin could benefit from additional assessment, but coaching could and did begin as soon as that need was identified. In contrast, Reuben’s performance was stellar, and his boss and superiors are blind to the toll it takes on his direct reports. In the absence of a more comprehensive assessment, the markedly different impact Reuben has on those above him in the organization versus those reporting to him might remain undisclosed and unaddressed.

But even in many organizations where performance measures are presumed to be well understood, often they are not because they are poorly communicated or received. Furthermore, the link between performance appraisals and compensation or promotion and relative comparisons to others can obscure any message the leader coach might give. For example, take Jeri’s story. She doesn’t understand the concerns being raised about her ability to get results through people and to create a developmental climate. Her performance appraisals are always above average; she receives commensurate bonuses. So where is the problem? Why isn’t she viewed as ready for greater responsibility?

One answer lies in the fact that the language used in Jeri’s performance appraisal document is vague and nonspecific. It also focuses on past performance, not on future development needs. The result is a gap between current feedback and future potential. Her boss acknowledges that although he talked to Jeri about potential areas of improvement, it seemed too harsh to commit those remarks to a formal document, and he worried that his feedback might jeopardize Jeri’s standing relative to her peers.

To alleviate confusion like Jeri experiences, 360-degree feedback surveys are often administered as a supplement to existing performance data. If such surveys are administered as a confidential development tool, they can provide much clearer feedback about performance to coachees.

Data on performance and the impact of that performance can be a significant motivator to development when the measures are meaningful and relevant and the feedback is delivered in an effective manner. However, individuals receiving this kind of feedback have to be able to link those results to their behaviors, skills, and knowledge. Performance indicators are a key component to good assessment, but leader coaches should not rely exclusively on them. Although temptingly more visible and tangible, they often neglect the personal aspect of assessment or the context within which the coachee functions.

Context

Contextual factors greatly affect what leadership styles are tolerated and even thrive in organizations and which ones derail careers. Environmental factors, such as an unusual adverse economic environment or the emergence of new technology, and implicit organizational norms, such as “effort is appreciated but results are rewarded” or “don’t challenge authority,” can reinforce behaviors.

Despite the preponderance of research on the leadership behaviors that are viewed as universally positive, the actual assessment of effectiveness is often relative to organizational culture and norms. For example, a cost-conscious consumer goods manufacturing company hires a manager with a sales and marketing background with numerous start-ups. He runs into difficulties immediately as he launches a highly creative but expensive presentation at the annual industry trade show. He believes in investing to create visibility and marketplace image, a strategy that worked successfully in his previous companies. Yet he is surprised when his annual review, while excellent, contains feedback on perceptions that he is lavishly improvident. This manager is perplexed. His behaviors haven’t changed, but his context has. The values and expectations at his new company are different than his previous ones.

Context also plays a key role in determining what the coachee may choose to develop and how she determines what form that development will take. Consider the case of a manager who has been successful with turnarounds. She has had three consecutive assignments to turn around struggling small businesses within the company. She has been successful in getting an assignment to run one of the company’s core businesses that is large, has long-standing traditions, and has long-tenured employees. The manager’s highly touted decisive, fast-paced, action-oriented leadership style is suddenly met with strong negative reactions, and word has already traveled to senior management that morale is down, which recently completed climate surveys will confirm. This manager is faced with a variety of development possibilities. Does she focus on learning how to adapt her style to leading in a stable environment? Does she work on her influencing skills to try and stimulate new thinking in the company’s core business?

Context strongly influences coaching outcomes and constraints. Leader coaches and other coaches inside the organization (such as HR professionals) have access to rich and intimate data about the context, and that can create biases or self-limiting perspectives about the coachee and the possibilities. They also know what models of leadership and behaviors have succeeded within the organization and which have not. Imagine a manager who comes with a track record of revitalizing the operations of two business units at a previous company and is hired to inject a fresh approach. This manager has an entrepreneurial and maverick mind-set. This manager’s boss and leader coach helped her sort through what seemed like a confusing message to her after she got feedback in her first six months with the firm that she was too self-reliant and independent. In essence, the company wanted her fresh entrepreneurial thinking around business solutions but enacted with greater involvement of others and through a more team- and consensus-oriented style. Creating results through teamwork was a key element of this company’s leadership model.

Alternatively, coaches may be misguided if they misread or are unaware of important contextual information. Some of the more common contextual factors to consider are industry, company, and business unit culture, current climate and state, strategic vision, political dynamics, recent events, and trends. Therefore, an important part of the leader coach’s responsibility is to be attuned to the nuances within the organization regarding the range of tolerated behaviors and leadership style and to help coachees make their own assessment, and then choices, around if and how they want to adapt their style as part of the coaching work.

Challenge

Challenges come in many forms and have one thing in common: they create disequilibrium, an imbalance between current skills and demands that call on people to move out of their comfort zones (McCauley & Van Velsor, 2004). In those moments when the coachee is no longer entrenched in his own reality, the opportunity for learning and change presents itself. The assessment process itself can create challenge by disrupting the coachee’s self and other perceptions. Challenging experiences also result from the new and different behaviors or assignments that the coachee undertakes in the workplace. Often called action plans or development plans, these efforts are typically deliberate choices to practice different behaviors or develop new attitudes and perspectives. Because they are new, they tend to stretch the coachee’s ability, which allows movement into new territory and new learning. Often the most difficult challenge for coaches and coachees is managing the internal and external obstacles that threaten good intent to change and achieve development goals.

Disequilibrium

Leader coaches can generate this state through their questioning skills or through their interaction and feedback to the coachee of their own experiences of their coachees’ behaviors. The imbalance that results from a challenging situation is not always predictable or known in advance of the experience. To the extent that a coach is in a position to create the disequilibrium, it can be most helpful to the coachee if that is done with intention, purpose, and even forewarning. Two common and accessible forms for leader coaches are giving feedback based on direct observation or assessment surveys and providing assignments that require development of different skills or perspectives.

In that place of unease, individuals have the opportunity to learn either because they can’t readily access old solutions or they know old methods are inadequate to meet the current challenge. The process of managing this imbalance can appear chaotic to the leader coach, who may even question whether the coachee understands as he attempts to right himself. It is natural for coachees to want to regain some sense of equanimity and stability. They may try a range of responses to achieve that, including denial and rationalization, before they land on an approach that feels more effective.

Leader coaches may face their own discomfort as they observe their coachee in these varying states as they try to make change. They may feel hopeful, impatient, exasperated, perplexed, or pessimistic. In any case, they will have to reflect on their role in that change process, how their thoughts and feelings are affecting the coachee, and what, if anything, they need to do differently.

Stretch

In addition to being intentional about creating disequilibrium, leader coaches can calibrate the degree of stretch that a coachee can handle based on the coach’s assessment. This relates directly to the difficult goals described as one of the key challenges that create learning for leaders. Having the right amount of challenge or stretch contributes to learning. Too small a challenge defeats learning or minimizes growth; too much stretch, and coachees can become overwhelmed, defensive, discouraged, or burned out. Leader coaches can help by getting their coachees to set goals that are personally meaningful and achievable so they are more likely to sustain motivation through the behavioral troughs. Goals that are set in a vacuum may provide personal benefit and satisfaction and even leader development opportunities, but they don’t leverage the potential organizational learning. Leader coaches should be aware of this aspect and use that knowledge to help the coachee determine what goals and what degree of stretch to aim for. The leader coach is uniquely positioned to:


	Ensure alignment between the coachee’s goals and the organization’s norms and business strategies

	Identify dissonance early, which might take a number of forms, including a disconnect between what the coachee agreed to work on and where she spends her time and energy, or unspoken tension between what the coachee wants to develop as compared to what the coach and the organization believes she needs to develop

	Test and prepare the organization’s commitment to a possible performance dip, or learn early what the tolerance limit is for performance dips during the learning curve and be prepared to compensate or manage others’ responses to that dip



Sometimes the coach and coachee determine that a significant relationship or condition exists that needs to be improved or developed if the coachee is to succeed. Typically the condition or person can be readily identified. One common example is found in the differences between the coachee and a peer team member. If the coachee is unable or feels ill equipped to improve that relationship with coaching support from the side, then the judicious leader coach might need to function as a coach facilitator in a three-way meeting to facilitate the learning for the coachee and potentially the other team member.

The leader coach has a natural responsibility and ideal opportunity to function in this capacity when coaching direct reports who may have conflicts or challenges in managing their relationships with one another or even direct reports who are having challenges with peers in other functional areas.

That said, the leader coach has to watch out for being overly invested in efficiently achieving the outcome for the organization that she intervenes too quickly and solves the problem for the coachee and his peer. The leader coach may see immediate results but not recognize that learning has really not occurred for the coachee. Often the perceived authority of the leader coach, even when he is in coaching mode, may be motivating the seemingly changed behavior or attitude when in reality the coachee has not altered his mind-set or perspective. If that happens, when a similar situation arises and the coachee’s approach is unaltered, the leader coach may feel frustration because the coachee is not “getting it.”

That leader coaches have a responsibility for achieving organizational outcomes cannot be denied. At times they will have to assume a very proactive coaching style that travels along a direct and instructional approach. But in their role as coaches, when they are at that point, they should pause to ask, “Is it time to move from facilitating to directing?” If the answer is yes, coaches should take time afterward to ask the coachee, “What did you learn from this?” Depending on the specific situation, more self-developmental questions could be appropriate: “What did you learn about yourself? What did you learn about your peer? What did you learn about how to manage and lead in these situations?”

Obstacles

Challenges are often presented as how to move from point A to point B and what needs to be done to get there. Those are the actions that move people forward. However, the learning and development that come from achieving a goal often come from working around or moving through the obstacles that block the path to the goal. Rarely does change look like a straight line. In coaching for leader development, forces acting against the change may be internal or external. A simple question often enables coachees to articulate their obstacles: “Six months from now, if you have not succeeded in achieving your goal, what will have been the reasons?” With patience and gentle but continued probing, most coachees can speak to the internal as well as external barriers to achieving their goals.

Internal Obstacles

Internal barriers can be subtle, and uncovering those requires patience and a healthy skepticism toward the obvious. Internal obstacles are the coachee’s conscious and unconscious thoughts and feelings that hold him or her back from enacting desired, and verbalized, changes. These internal obstacles usually reside at the underlying driver level we discussed in the Introduction. Often the coachee’s stated goal for behavioral change may actually conflict with another, although usually unstated, need. Some examples of common obstacles are:


	Rigidly held values or beliefs

	Discomfort with adopting a different style

	Self-limiting assumptions

	Low personal confidence

	Fear of a drop in performance



An example of such a situation is a manager who is technically superior but lacking in networking skills and has been passed over for a promotion. Despite agreement with the need to develop more relationships, the manager has not made much progress. He still eats lunch at his desk each day. His reasons are workload and time—in essence, blaming an external obstacle. The leader coach notices that when he does have lunch with others, he rarely talks and seems ill at ease. The leader coach speculates that something other than time is making it difficult for the manager to achieve his goal. Through further discussion, the manager discloses he is uncomfortable with chit-chat because it feels unauthentic, he has limited social skills, and he sometimes feels uninteresting to others.

An example of a self-limiting assumption obstacle is how a coachee’s perceptions of and immersion in his or her own context may become an obstacle. Particularly if coachees have worked in their organizations a long time, they may have developed firm mental models about their organization or self that limit the possibilities they see for change. These may range from very negative beliefs that the organization won’t support development or reward a more empowering leadership style to less negative but no more helpful mind-sets that no change is needed or a very common thought pattern of, “If I make these changes, I will stop getting results.” Knowing the difference between a self-limiting assumption and legitimately limiting organizational norms requires thoughtful consideration. Helping the coachee get a more accurate sense of organizational realities, opportunities, and pitfalls is an invaluable role for the coach to play. (A process coaches can use to help coachees surface and examine the competing commitments and unspoken assumptions that underlie and create the appearance of not wanting to change is described in Chapter Twelve.)

External Obstacles

The external obstacles may be easier to identify than internal ones, but they are no more responsive to efforts to change. Typically these are forces in the coachee’s life such as time, business demands, and lack of support and resources or forces in the organization such as norms, culture, contradictory expectations, and even political dynamics. The leader coach can become a dialogue, as well as problem-solving, partner in finding ways that the coachee can use to manage those external factors and minimize their impact. The leader coach may need to be prepared to exercise authority or goodwill within the organization to remove or alleviate known organizational barriers. It could be as simple as asking for an exception to allow a coachee to attend a leadership activity that is typically reserved for other candidates or as complex as helping to arrange for a visible developmental assignment for the coachee.

External obstacles also include unintentional roadblocks that others and the organization may place in the coachee’s way. There is a certain comfort in being able to predict and count on a certain set of behaviors or reactions from the coachee. It means everyone else can go on autopilot when in the presence of the coachee. They know what to expect and have likely developed their own set of coping skills. A potential obstacle for leader coaches to recognize is the collective and individual responses to their own sense of disequilibrium created by the coachee’s shifts.

Another common obstacle is conflicting messages within the organization at different levels (you as boss, boss’s superior, functional superiors) or among different groups (sales and human resources, for example). It is not uncommon for senior-level individuals to have differing views about the type of leadership that is needed. The coach role can be pivotal in helping the coachee marry her personal values around leadership with her beliefs about the strategic implications of the organization’s leadership paradigms.

Seeking Options

One of the most difficult shifts for leaders to make as they engage in coaching is to not provide answers or solve the coachee’s issues. The greatest gift they can give is to help the coachee consider ideas, approaches, strategies, behaviors, and other approaches and actions that he had not considered before or in the current context. Effective leaders solve problems and get results—fast. Effective coaches, in contrast, help coachees solve problems—often by slowing them down first. Effective leader coaches invite and sometimes prod their coachees to consider new approaches, often ones that run counter to their beliefs, mental models, or past experiences. They offer their own experiences not as solutions but as a way to trigger ideas from the coachee about what would work. As one coachee lamented about his very well-intentioned leader coach, “She clearly wanted to help me figure out some actionable steps to achieve my development goal. She offered as a solution an action that she had taken and worked for her. But then she stopped there. I was left with one actionable option and, frankly, not one that was workable for me. I am not wired to achieve the goal through that means. In the end, I was left with a clear challenge and no clear idea of what actions I would take to get there. I know she meant well, but the usefulness of her coaching was limited. And I know in six months she’ll be angry that I haven’t made more progress on my goals.”

Leader coaches should pay particular attention to who is coming up with options (the coach or coachee) and make sure the options are actionable. One or two suggestions don’t make an option; that’s a decision. We encourage coaches to consider that a large part of the role they play in the challenge aspect of the framework is to press the coachee to explore options, draw them from her own experiences as much as possible, and seed and prompt the coachee’s thinking as needed. The ease with which the coachee can engage in this process may reveal a lot about how well he and the coach have calibrated the level of stretch and anticipated obstacles. Ultimately it can serve as a feedback loop on the viability and appropriateness of the goals.

Support

Support is the third leg of the development stool. Without it, a well-crafted stool will fall; with it, you have stability and capacity to hold weight. How coachees perceive support for themselves is very individualized and comes in many forms, including other people, organizational and personal motivation, and tangible resources (McCauley & Van Velsor, 2004).

Our experiences from a coaching perspective align with that view of support. It’s critical for leader coaches to heed the fact that individuals experience support in unique and personal ways. Our framework aligns with that fact by expanding the concept of assessment in a coaching context to include understanding the person. Coaches should be careful not to define support in universal terms and instead take the time to understand what their coachees view as support.

In general, however, coaches can offer support in four ways: maintaining motivation, accessing resources and strategies, celebrating small wins and managing setbacks, and creating a sustainable learning agenda.

Motivation

This support tactic often brings to mind either one of two contrasting approaches: cheerleader or tough love. Both are important in helping the coachee stay motivated. However, in the CCL coaching framework, motivation refers to tapping into what really matters to the coachee and how working on the specific goals meets those needs. One of the most important roles a leader coach can play lies in helping the coachee clarify, articulate, and continuously reevaluate and reconfirm her motivations. In order to do that, the coach should explore and understand the coachee’s core needs and values and how that translates into her work life. Having these types of conversations can be revealing and underscores why our framework is built on a trusting relationship. This is one of those areas where a leader coach may have to accept limits on his or her expectations for full sharing, especially if the coachee’s motivations may not fully align with the organization’s needs or aspirations for that individual.

It is not unusual for a coachee to lose momentum during the course of making the desired changes. The high excitement of new possibilities generated by insight discussions has worn off, life’s daily demands overtake good intentions, and forces for the status quo remain stronger than forces for change. Before confronting or pushing the coachee, the coach might consider revisiting and reaffirming the source of motivation. Perhaps the goal never met a real need in the first place. Perhaps under the weight of everyone else’s feedback, the coachee felt compelled to jump on the change bandwagon when in reality the goal was not meeting a core need or value of his. One way in which coaches support their coachees is to give them freedom to revisit their goals.

Asking the coachee directly if her original goals still feel meaningful and if she is motivated to achieve them can bear fruit. If she is self-aware, she might be able to articulate what her core needs are, how the goals align with those needs, and if a reexamination of the goals is in order. If she is unable to articulate those positions, then the leader coach can encourage the process with a prepared series of questions. For example, one aspiring and very well-liked leader was given feedback from her direct reports and peers that they felt she needed more balance between her personal and work life. Being a responsive leader, she included that as one of her top three goals. After six months, her coach noted that not much energy was going into that goal of balance. When asked directly, she acknowledged that she actually felt fine with the level of balance she had achieved. She realized that the issue seemed more important to others and she appreciated their concern. But she was satisfied with the balance she had created for herself, and she respected those varying needs for balance in the lives of her direct reports (and they concurred with that wholeheartedly). In fact, the perceived lack of balance was not reflected as hindering her performance or leadership effectiveness.

The moral of this story is that leader coaches should constantly monitor their own beliefs about what should matter to their coachees, be careful not to insinuate their own beliefs about what coachees should work on into their goals (in essence, don’t lead the witness), help coachees stay clear about what matters to them (Is it a closely held value, or does it matter to them because it matters to others—which is a fine motivator but a different one?), and constantly check in on their motivation level relative to their goals. We said earlier that our framework is iterative, not linear. The coach and coachee are constantly reassessing, recalibrating challenges, and discerning the right forms of support. Each coaching discussion has elements of relationship, assessment, challenge, support, and results.

Resources and Strategies

Coaches often say that the toughest aspect of coaching is getting specific about the what, how, and who of implementing their development plan. We frequently hear leader coaches tell us that conversations become less focused and the goals seem to drift off into the distance. The coach can support the coachee in at least two ways with this part of the process—one structural and the other behavioral.

On the structural side, the coach can initiate a discussion of what other resources, besides their coaching, the coachees need to be successful. One approach, which links the assessment of the person with support, is to understand the approaches that the coachee tends to use when learning something new. Learning is enhanced with a wide rather than a narrow range of learning approaches (Dalton, 1998), and sometimes lack of success in learning a new task or behavior is related to nothing more insidious than employing too narrow a set of learning tactics (Bunker & Webb, 1992). The tactics identified were thinking, taking action, accessing others, and feeling (Dalton, 1999).

Leader coaches and coachees can use the following related questions to ensure a wide repertoire of tactics is used:


	What actions will I take and what behaviors will I experiment with, and in what situations?

	What might I read or reflect on on my own?

	Who else might be able to help me with this goal and serve in one of the developmental relationship roles?

	What are my internal emotions that may block my learning, what are most effective ways for me to manage, and what feelings can I access to support myself and support my achieving this goal?



On the behavioral side, the coach needs to be well armed with strategies and tactics when the coachee exhausts his options. Initial support comes from helping the coachee access his own pool of effective skills that can be applied differently or in more situations. For behaviors that are more resistant to change, the coach and coachee may need to look at other techniques and approaches. Engage the coachee in this process, and share the tools and resources generously because she knows what has worked in the past and can help guide her own learning.

Internal Resources

Most well-functioning individuals have tremendous internal resources and capabilities, many of which they don’t consciously consider how to tap when tackling their development goals. Part of that results from the framing and the common assumptions we hold about the term development goal. If we are honest with ourselves, all too often we think of them as deficits, holes, or gaps in capabilities that need to be filled or taught from scratch. (Chapter Eleven discusses these issues in depth.) In the context of CCL’s coaching framework, it’s important for leader coaches to know that coachees have many of the internal resources they need to achieve their goals. They usually have demonstrated the desired behaviors in other contexts or exhibit elements of the desired behaviors but maybe not with the frequency desired. The coach’s role in this aspect of support is to help the coachee become more conscious and intentional about using those skills. The coach might also help the coachee tap into internal resources that aren’t behavioral but are nonetheless positive drivers for change, such as a desire to succeed, a personal way of managing the discomfort of learning something new, an optimistic outlook, and a sense of responsibility.

To some extent, internal resources are connected to motivation, but it’s helpful to distinguish them in this way. Motivation in coaching relates to the underlying personal reasons to commit to change, and internal resources become the personal vehicle, comprising attributes and existing skills that will make that change journey a bit smoother. Internal resources become the complementary flip side to internal obstacles, which ask, “How might I stand in my own way?” A goal of the leader coach is to help the coachee reduce obstacles, tap those internal resources, and ask, “What in me will help to propel me forward?”

External Resources

The leader coach plays two key roles in this arena. First is to help the coachee understand what external resources are available and their value. Second is to act as a guide, sponsor, and sometimes broker in helping the coachee access the right resources. External resources can cover a wide range: services, programs, readings, new or special assignments, classes, networks, and others. What may be most valuable for coaches to consider here is their role in helping the coachee expand his or her understanding of external resources, what forms they can take, how to select, how to access, and how to make the best use of those resources. Too often developing leaders may have a more self-sufficient mind-set and not even think about the role of external resources, let alone know how to access them.

Wins and Setbacks

An essential role that coaches play for coachees is in helping them celebrate small wins and manage setbacks. Too often managers don’t think to give positive feedback until the actual goal is achieved. Coaches also help coachees calibrate their own expectations for the speed of change based on the level of stretch they’ve undertaken. For example, reaching a goal of “reestablish trust with direct reports” will take much longer than “seek input from others before making decisions,” which will take longer than “hold a weekly staff meeting and set priorities for the week.” For longer-term goals, regular, genuine praise for small wins and encouragement when setbacks occur are important elements of support.

Professional coaches are trained to help the coachee see small gains and to use that as further motivation. Leader coaches can learn from their example. They are in an ideal position to offer support because they are more likely to see the behavior and can provide immediate positive or corrective feedback. However, they need to make more conscious effort in this regard. Since coaching isn’t the leader’s primary job, in the crush of daily organizational demands she may easily lose sight of opportunities to acknowledge progress. We also recommend that the coach reflect on the standard for achievement that she holds for herself and how that might bear on her expectation for her coachee. Finally, the leader coach may also be in the position to provide tangible rewards for progress and achievement.

Helping coachees manage setbacks is key to maintaining their motivation. The stress produced by challenges can block learning, becoming an obstacle in itself. Coaches can help coachees elicit the lessons from both positive and negative experiences. A coach’s support can be like the cheering noise of onlookers is to a runner trying to finish a marathon.

As noted earlier, support is a highly individualized component of the coaching process. Coachees can have quite varying needs in that regard. Coaches should ask their coachees what would be most helpful and then provide that. Coaches should resist the temptation to offer what they would want or to do more than they need. In the absence of coachees’ ability to articulate what they need from a coach, understanding who a coachee is, especially his or her underlying motivators, can help determine the type of support that would be most useful.

Sustainable Learning Agenda

In addition to the learning involved with achieving development goals, the coachee has the opportunity to learn how to replicate the learning process in future development goals. This is the virtuous cycle of learning that we will discuss later as a key result of the coaching experience. Leader coaches have a high stake in helping the coachee reflect on the learning process and articulate an agenda that anticipates his or her long-term development plan and the general process to enact that plan.

Realistically, a leader coach will be coaching informally on a continuous basis and coaching in a focused, structured way selectively. The goal is not to foster dependency but to help coachees become self-sufficient learners. Self-sufficient in this context does not mean “to do on your own”; rather, we are talking about coachees who develop a learning mind-set and create an infrastructure that naturally draws or surfaces new learning opportunities for themselves as leaders. A large part of that infrastructure is the creation of a personal developmental network of relationships (Hall, 1996). This would likely include the leader coach as the boss, and therefore this is a key relationship in that developmental network. However, the prominence of the boss role as leader coach should recede or at least become one of many others that can offer different kinds of support for the coachee’s development goals.

Consider the story of Hanna and Jorge. In learning how to be more diplomatic at meetings when she disagreed with the prevailing views, Hanna asked a peer, Jorge, to give her feedback and also to act as a role model. Jorge was excellent at managing himself when in a room full of people with disparate opinions and also at helping the group reach resolution. Through that process, Hanna and Jorge forged a relationship based on mutual respect and complementary skills that grew into a natural and mutually developmental relationship. Jorge realized Hanna had strengths around being decisive and taking action that he lacked and asked her to reciprocate. They became peer coaches to one another and a critical part of each other’s ongoing learning process.

While the word support in a coaching relationship conjures up images of active and ongoing interaction by the leader coach, leader coaches at their best do more than help coachees acquire skills and experiences to be effective leaders. They foster the expansion of a coachee’s capacity to learn and carry that ability into future roles.

Results

Results arise from the right balance of assessment, challenge, and support in the context of an effective relationship. Although results are an outcome and come at the end of our framework discussion, in reality the process of achieving successful results begins at the very early stages of the coaching relationship. Readers are cautioned about making too much of the sequential nature of our discussion in this chapter. Results should feature prominently in discussions early on in the coaching process, when the coach and coachee are agreeing to work together in a more deliberate and structured way. It’s during these discussions that both parties should seek clarity regarding the value of being more intentional about their coaching relationship and the desired outcomes. Discussions about what each is hoping to achieve, for whose benefit, and to what end are just a few of the issues that help to ensure alignment about what success looks like and what tangible or intangible results they are hoping to achieve.

Another dimension of coaching that organizations are increasingly demanding is to explicitly align individual development goals and processes with “the business challenges in the total organizational context” and use an approach that is “organizationally tailored to the strategy, vision and values of the organization” (Freas, 2000, p. 28). In other words, organizations are asking, “What skills, attitudes, and behaviors do we need from our leaders to achieve our business strategy and goals?” Furthermore, they see coaching as enabling leaders to move from understanding to action, and especially putting into practice refined or newly developed skills and perspectives.

Results tend to focus on three areas: behavioral change, business performance improvement, and personal and professional development:


	Behavioral change: exhibiting more of, less of, new, or different behaviors as perceived by others in the organizational environment to achieve more effective leadership

	Business or performance improvement: although influenced by many factors in addition to coaching, the linkage of the behavioral and attitudinal changes to positive impact on the individual’s immediate job performance and business outcomes

	Personal and professional development: identifying and engaging in long-term strategies and short-term tactics to enhance the individual’s development as a leader, professional, and person, consistent with her values, vision, and goals and overall well-being



Measuring results is crucial because it tells coachees when they have achieved success and enables them to examine its impact. In the absence of that information, they may not realize when it is time to practice desired behaviors more, reevaluate tactics, try new approaches, celebrate success, or set new goals.

Most results can be measured by qualitative and quantitative means. Informal qualitative measurements involve the coachee’s self-assessment (based on internal or more personal measures, such as the extent to which she feels more capable and competent on a certain leadership dimension). They may also include informal feedback from selected individuals. More formal qualitative measurements may involve reinterviewing respondents for feedback on the specific goals set or verbatim feedback on a written survey. Quantitative measures typically take the form of written assessment surveys.

As with effective assessments, using multiple means to review results offers a fuller view of the coachee’s accomplishments. An overreliance on one or two sources of feedback or evaluation may result in new blind spots because the coachee has no alternative feedback loop to serve as a reality check or verify that perception. Also, a coachee who relies too much on highly contextual feedback runs the risk of adapting his leadership style to a particular situation or to a narrow audience.

For example, imagine a coachee who has received feedback that he needs to give more attention to and fully meet the needs of his work group. He does that but then begins to neglect his relationship with peers or becomes blind to others’ perceptions that his group is not meeting the needs of internal customers. If he relies on only the personal feedback from his team without monitoring his effectiveness with other stakeholder groups, he may miss important signals that he has overcorrected or neglected other skills. At the other extreme, an overreliance on quantitative measurements of results may not fully capture what the coachee has learned or may cause the coachee to focus on too narrow an aspect of his development.

There is also a growing tendency for companies to want to measure leadership development in the same ways it measures business success and to demand tangible proof of a direct link to business results because quantitative measures are needed to justify the investment of development dollars. We caution companies from overstating the need for proof of causality with business results because many factors, in addition to leadership, contribute to business success (Martineau & Hannum, 2004).

Our caution notwithstanding, measuring results remains crucial. Organizations commonly expect coaching to deliver work-related behavioral changes. Other results may take longer to achieve and may be less visible. Perhaps most important, increased learning agility for the coachee is key to maximizing coaching initiatives. An increased ability to learn, the ability to direct that learning independently (including knowing how to perform self-assessment), the ability to employ a variety of learning tactics, and the capability of developing a sustainable learning agenda enables the coachee to find and embrace learning opportunities during times of change and to meet challenges with effective personal strategies and support systems. This is the result that promises a complete, ongoing cycle of leadership development.

Applying the Framework

Without a doubt, it’s difficult for leaders to go beyond the daily supervisory and managerial duties that often define informal coaching. At the same time, improving ongoing performance and developing future capacity of others are key competencies of effective leaders. That is our experience, and it’s what we hear from organizations around the globe. If leaders attempted to personally implement every aspect of the framework in its entirety and for each of their direct reports, it might well feel like another full-time job.

So how does a leader apply these concepts, and what value does the framework provide on a day-to-day basis? Our answer is that it fosters a coaching mind-set and an increased appreciation for the complexity of coaching. The framework looks simple and obvious. In fact, a leader examining one of his informal coaching relationships would readily see that the elements of relationship, assessment, challenge, support, and results are present. What might be less visible is how effectively they are executing these elements and whether they have adequately considered the specific and tangible practices that comprise each element as well as provided balanced attention on and emphasis of each element.

Leaders can use the discussion of the framework as a checklist and a way of self-reflecting on their own effectiveness as a coach by asking themselves how effectively they are applying the detailed elements of the framework to individual coachees. Are some aspects neglected, and if so, is that okay, or do these aspects deserve attention? Where attention is being given, might it be overdone or overwhelming to the individual, such as too much challenge?

Finally, leader coaches should remember that they do not have to personally provide each element of the framework for each coachee. They can use the framework to increase the coachee’s understanding of development and the change process and to guide decisions about where, how, and from whom the coachee can fulfill her coaching needs.

Expanding Our Framework

CCL’s work for nearly thirty years has focused mainly on leader development—the development of the individual leader. At the same time, CCL has evolved to recognize the larger landscape of leadership development—creating and maintaining leadership capacity in and among groups, teams, and organizations (McCauley & Van Velsor, 2004). Similarly, CCL’s coaching practices have roots in leader development and the role of a one-to-one coaching relationship (typically between an external coaching professional and a single leader) in facilitating the growth of a single leader.

A large part of our interest in writing this book, in addition to sharing our views on the practice of leadership coaching, is to expand the views on who can do coaching, who can receive, for what purposes, and in what contexts. We have already discussed as a basic premise of this book our views about the essential role of midlevel to senior leaders as coaches. And in subsequent chapters we will discuss specific perspectives and practices that we believe should become part of the vocabulary and working knowledge about coaching special groups of leaders and for specific leadership challenges.

In Chapter Fifteen, we describe how and why certain types of leadership coaching require a systemic, developmental approach that supplements the rich practice of coaching individual leaders. Our understanding and practice related to this evolving view of coaching relate directly to our work with organizations that feel compelled to integrate learning experiences and the ongoing work of their leaders in order to create sustainable momentum in a turbulent world. From this work, we have developed an appreciation for the distinction between individual leader development and collective leadership development.

Leader coaches are embedded in the same organizational system in which their coachees operate. They are by definition part of a systemic coaching experience, even if their organization has not yet recognized, articulated, or implemented such a development strategy. CCL’s coaching framework of relationship, assessment, challenge, support, and results provides managers with a means of practicing the kind of coaching we’ve found to be effective not only in developing individual leaders but in creating the coaching communities necessary for sustainability and renewal.
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