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Abstract 

Developing Coaching Capability in First-Time Managers: 

 An Experiential Learning Perspective in Dynamic Organizations 

Micah L. Lasseter 

 

This study examined how first-time managers develop coaching capability in fast-paced 

organizational environments. While coaching is widely promoted as an essential leadership skill, 

existing literature has largely emphasized models and techniques, with limited attention to how 

managers learn to coach in the flow of everyday work. This study addressed this gap by 

exploring how early-career managers develop coaching capability through experience, reflection, 

and practice. 

Guided by a constructivist approach, this qualitative case study investigated how first-

time managers with 0 to 5 years of experience interpret, apply, and develop coaching within their 

day-to-day work. Data were collected through semi-structured interviews using the Interview to 

the Double (ITTD) method with eight managers in a European technology organization. Survey 

data from the Dimensions of the Learning Organization Questionnaire (DLOQ) provided 

additional context on organizational learning conditions. Data were analyzed using thematic 

analysis to identify patterns across participants’ experiences. 

Findings indicated that coaching capability does not develop primarily through the 

application of formal frameworks. Instead, it emerges through experience, reflection, and 

identity formation within the flow of work. Managers described learning to coach by navigating 

tensions between delivery and development, making situational judgments about when and  



 

 
 

how to engage in coaching and reflecting on the outcomes of their interactions over time. 

Organizational context also shaped this development, with environments that supported inquiry, 

feedback, and reflection enabling stronger coaching capability. 

This study contributes to the literature by reframing coaching capability as a 

developmental process grounded in identity formation and judgment, rather than the sole 

application of prescribed techniques. It introduces an integrated conceptual perspective that 

highlights how managers come to see themselves as coaches and how this identity shapes their 

behavior in practice. The findings suggest that leadership development efforts should move 

beyond teaching coaching models to explicitly support identity development, contextual 

judgment, and reflective practice. Organizations should clearly define coaching as part of the 

managerial role and create opportunities for managers to practice coaching through real-world 

scenarios, simulations, and guided reflection to build capability over time. 
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Chapter 1: Introduction 

The role of first-time managers (FTMs) has become increasingly important in modern 

organizations, particularly as leadership expectations continue to evolve. In fast-paced, rapidly 

scaling organizations, this shift reflects a broader evolution in how leadership effectiveness is 

defined, moving beyond task execution to enable learning, adaptability, and growth within 

teams. Managers today are not only responsible for delivering results but are also expected to 

develop the people around them. In many organizations, this expectation includes coaching team 

members, providing developmental feedback, and supporting long-term growth. At the same 

time, employees increasingly seek meaningful developmental conversations and sustained 

support from their managers. 

Despite these expectations, FTMs are often promoted primarily for their technical 

expertise and prior performance as individual contributors. Once promoted, they are quickly 

entrusted with responsibilities such as coaching employees, guiding career development, and 

navigating complex interpersonal dynamics. Yet many receive little preparation for these 

responsibilities. Research has consistently shown that newly promoted managers frequently feel 

underprepared for the people development aspects of their roles (Gentry et al., 2014). As a result, 

FTMs must learn to navigate new leadership expectations while simultaneously adjusting to their 

own transition from individual contributor to manager. 

Managerial coaching has therefore emerged as an increasingly important leadership 

capability. In this context, coaching refers to the ways managers support employees’ 

development through ongoing dialogue, reflection, feedback, and guidance. Prior research has 

suggested that managerial coaching can strengthen employee engagement, performance, and 

development, while also contributing to managers’ learning and growth (Adele et al., 2022; 
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Ellinger et al., 2014). However, many FTMs encounter significant challenges when attempting to 

incorporate coaching into their daily leadership practice. These challenges may include limited 

formal training, unclear expectations around the coaching role, competing operational demands, 

and uncertainty about how to support team members’ development effectively. 

Although coaching frameworks and leadership development models are widely promoted 

in organizations, translating these frameworks into consistent managerial practice remains 

difficult. Managers must often learn to coach amid demanding operational environments where 

performance pressures, time constraints, and evolving team dynamics shape daily work. 

Coaching capability, therefore, frequently develops through lived managerial experience rather 

than through formal instruction alone. 

The researcher attempted to understand how FTMs make sense of and enact their roles as 

developmental coaches within the realities of organizational life. In particular, the study explored 

how coaching capability develops through experience, reflection, and interaction with the 

organizational context during the early stages of managerial practice. To examine these 

dynamics, the researcher drew on two complementary approaches for this qualitative case study. 

First, the study incorporated the Dimensions of the Learning Organization Questionnaire 

(DLOQ), developed by Marsick and Watkins (2003), to explore participants’ perceptions of the 

organizational learning environment. Second, the study employed the Interview to the Double 

(ITTD) method (Nicolini, 2009), which invites participants to describe their daily managerial 

practices in detail. Through this approach, participants guided the researcher in what someone 

needs to know to perform their role effectively, allowing coaching practices and developmental 

interactions to emerge within the flow of everyday work. 
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Through in-depth interviews with FTMs and analysis of their experiences, this research 

aimed to deepen the understanding of how managers interpret and develop coaching capability 

during the early stages of their managerial careers. By examining these experiences within the 

context of organizational learning environments, the study contributes insights into how 

organizations can better support FTMs as they transition into leadership roles that require both 

delivering performance and developing others. 

Background of the Problem 

Organizations today increasingly expect managers to play an active role in developing  

the people they lead. Beyond directing work and evaluating performance, managers are often 

expected to support employee growth through ongoing feedback, developmental conversations, 

and coaching interactions. As a result, coaching has become a central expectation of modern 

leadership practice and is frequently embedded within leadership development frameworks and 

organizational talent strategies. In practice, organizations such as those studied by McKinsey & 

Company (2021) and Deloitte (2023) emphasize coaching as a critical leadership capability  

for enabling employee development, adaptability, and performance in rapidly changing 

environments. In many organizations, managers are now viewed not only as supervisors 

responsible for performance outcomes but also as facilitators of learning and development  

within their teams. 

Research on managerial coaching has highlighted the growing importance of this 

leadership capability. Managerial coaching refers to the ways managers support employee 

learning and development through dialogue, reflection, feedback, and collaborative problem-

solving. Studies have suggested that when managers engage in coaching behaviors, employees 

report higher levels of engagement, learning, and performance (Ellinger et al., 2014). In addition, 
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coaching interactions can strengthen managers’ leadership capabilities by encouraging reflection, 

communication, and relational skills (Adele et al., 2022). As a result, coaching is increasingly 

viewed as a key leadership practice that supports both employee growth and organizational 

performance. 

These expectations place particular pressure on FTMs, who must quickly learn to balance 

operational responsibilities with their teams’ developmental needs. The transition from 

individual contributor to manager represents a significant professional shift, requiring individuals 

to develop new capabilities in communication, relationship-building, and people development. 

However, many newly promoted managers receive limited preparation for these responsibilities. 

Research has consistently shown that FTMs are often promoted based on technical expertise and 

past performance rather than leadership capability, leaving many feeling underprepared for the 

people-development aspects of their roles (Gentry et al., 2014). 

Among the new responsibilities FTMs must navigate, managerial coaching has emerged 

as one of the most emphasized leadership capabilities. Managers are expected to provide 

developmental feedback, support career conversations, and help employees reflect on challenges 

and opportunities for growth. While these expectations are widely promoted in leadership 

development frameworks, translating coaching concepts into everyday managerial practice can 

be challenging. Coaching requires time, reflection, and relational skill, all of which must be 

balanced alongside operational responsibilities and performance demands. 

Research has suggested that newly promoted managers frequently encounter tension 

between delivering short-term performance outcomes and supporting long-term employee 

development. Practitioner research has similarly highlighted the growing pressure on managers 

to balance performance delivery with people development, often without sufficient time or 
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structural support. McCarthy and Milner (2013, 2019) described this as a dual-role tension in 

which managers must simultaneously evaluate performance and facilitate developmental 

learning. Navigating these dual responsibilities can create uncertainty for FTMs as they attempt 

to determine when to provide direction, when to coach, and how to balance operational priorities 

with developmental conversations. 

Although organizations increasingly introduce coaching frameworks and training 

programs to address these challenges, translating coaching concepts into consistent managerial 

behavior remains difficult. Leadership development programs often introduce models designed 

to guide coaching conversations, yet managers must still interpret and apply these approaches 

within complex workplace environments. As a result, coaching capability often develops through 

lived managerial experience rather than through formal instruction alone. 

These learning processes are closely connected to broader organizational learning 

environments. Organizations that encourage dialogue, reflection, collaboration, and continuous 

learning may create stronger conditions for managers to develop coaching capability in practice. 

Marsick and Watkins (2003) described learning organizations as environments that support 

ongoing learning through inquiry, feedback, and shared reflection. Within such environments, 

managerial learning frequently occurs through everyday work experiences rather than through 

formal training alone. 

This body of research suggests that FTMs face a complex developmental challenge. They 

are expected to coach and develop others while simultaneously learning how to perform the 

managerial role themselves. While existing literature has highlighted the importance of 

managerial coaching and the difficulties faced by newly promoted managers, less is known about 

how coaching capability actually develops during the early stages of managerial practice. In 
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particular, there is limited understanding of how FTMs interpret the coaching aspect of their 

roles, how they attempt to integrate coaching into everyday leadership activities, and how 

organizational learning environments influence this developmental process. 

Understanding how FTMs experience and develop coaching capability in practice is 

therefore essential for organizations seeking to strengthen leadership development and support 

effective managerial transitions. By examining how FTMs make sense of their coaching 

responsibilities and how these capabilities evolve through experience, organizations may gain 

valuable insights into how to support managers better as they navigate the transition into 

leadership roles that require both delivering performance and developing others. 

Organizational Context of the Study 

This study was conducted within the European operations of a multinational technology 

company operating in the digital services sector. The organization has experienced rapid growth 

in recent years, expanding its workforce and leadership structure as it continues to scale across 

the region. As part of this growth, employees are frequently promoted from individual 

contributor roles into people management positions in order to support expanding teams and new 

business initiatives. These internal transitions create a steady pipeline of FTMs who must quickly 

adapt to the responsibilities of leading and developing others. 

In addition to rapid organizational growth, the company operates in a hybrid, globally 

distributed work environment. Teams collaborate across multiple locations and time zones, with 

employees working in a combination of in-office, co-located, and remote arrangements. As the 

organization continues to open new offices and build teams across the region, managers must 

navigate leadership responsibilities in a dynamic, evolving workplace structure. These conditions 
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require FTMs to support team development, communication, and performance across both in-

person and virtual interactions. 

Within this environment, managerial coaching has become an increasingly important 

leadership capability, supported by structured onboarding that emphasizes feedback using the 

BIO (Behavior, Impact, Options) model alongside GROW-based coaching, which managers are 

instructed to use in tandem within ongoing 1:1 conversations. 

The combination of rapid organizational growth, distributed teams, and evolving 

leadership expectations makes this context particularly relevant for examining how FTMs 

develop coaching capability during the early stages of their managerial roles. Studying FTMs 

within this environment provides insight into how coaching practices emerge from lived 

managerial experience and how organizational learning conditions may influence the 

development of coaching capability in practice. 

Statement of the Research Problem 

Despite the growing emphasis on managerial coaching as a core leadership capability, 

many FTMs remain underprepared to execute this aspect of their role effectively. Organizations 

increasingly expect managers to support employee development through coaching, yet newly 

promoted managers must simultaneously navigate the transition from individual contributor to 

leader while learning to support others’ growth and development. Research has suggested that 

many FTMs feel underprepared for the people development aspects of their roles (Hill, 2003; 

Ellinger et al., 2014), even as managerial coaching continues to be emphasized as a critical 

leadership capability (Ellinger et al., 2014). While coaching models and leadership development 

programs are widely promoted, managers must still learn how to interpret and enact these 

expectations within the realities of everyday managerial work. 
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As a result, there remains a limited understanding of how FTMs actually develop 

coaching capability during the early stages of their managerial practice. In particular, little is 

known about how managers interpret the expectation to coach, how they attempt to integrate 

coaching into their daily leadership activities, and how organizational learning environments 

influence this developmental process. Addressing this gap is important for both research and 

practice. A deeper understanding of how FTMs develop coaching capability through lived 

managerial experience can inform how organizations design leadership development strategies, 

support managerial transitions, and create learning environments that enable managers to 

effectively develop others. 

Purpose of the Study 

The purpose of this qualitative case study was to explore how FTMs develop coaching-

for-development capability during the early stages of their managerial roles. As organizations 

increasingly expect managers to support employee development through coaching, newly 

promoted managers must learn to interpret and enact this expectation while simultaneously 

navigating the broader transition into leadership. The aim of this study was to deepen 

understanding of how FTMs make sense of the developmental coaching aspect of their role and 

how coaching capability develops through experience within the flow of everyday managerial 

work. 

This exploratory inquiry examined how FTMs interpret the expectation to coach, how 

they attempt to integrate developmental coaching into their daily leadership practices, and how 

organizational learning environments shape this process. In particular, the study examined how 

coaching capability emerges from lived managerial experience, reflection, and interaction with 

the organizational context during the early stages of managerial practice. 
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To examine these dynamics, this qualitative case study drew on two complementary  

data sources. First, the study incorporated the Dimensions of the Learning Organization 

Questionnaire (DLOQ), developed by Marsick and Watkins (2003), to explore participants’ 

perceptions of the organizational learning environment. Second, semi-structured interviews using 

Nicolini’s (2009) Interview to the Double (ITTD) method were conducted to elicit detailed 

accounts of participants’ everyday managerial practices. The study included eight first-time 

managers working in technology roles within a European multinational organization in the 

internet services industry. 

Grounded in an experiential learning perspective, the study examined how FTMs 

construct meaning from their experiences as they develop coaching capability in practice. By 

exploring how coaching capability emerged during the transition into management, this research 

contributes to the literature on managerial coaching and leadership development while providing 

insight for organizations seeking to better support FTMs as they navigate the early stages of their 

leadership journey. 

The following primary research question and three sub-questions guided the study: 

Primary Research Question 

How do first-time managers (FTMs) develop coaching for development capabilities 

through experiential learning within the context of their early managerial roles? 

Sub-questions 

1. How do FTMs interpret and enact the role of a developmental coach as part of their 

managerial responsibilities? 

2. What challenges do FTMs encounter when attempting to integrate developmental 

coaching into their daily leadership, and how do they navigate these obstacles? 
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3. How do managers, mentors, and organizational contexts support FTMs in developing 

their capacity to coach for growth? 

Research Design Overview 

This study employed a qualitative case study design to explore how FTMs develop 

coaching-for-development capability during the early stages of their managerial roles. The  

goal of the study was to provide a rich understanding of how FTMs interpret and enact the 

developmental coaching aspect of their roles in their everyday managerial work. By examining 

managers’ lived experiences, the study illuminates how coaching capability emerges from 

experience, reflection, and interaction with the organizational environment. 

Data were collected from eight FTMs working in technology roles within a European 

multinational organization in the internet services industry. Two complementary data sources 

were used to examine this phenomenon. First, participants completed the DLOQ, developed by 

Marsick and Watkins (2003), which provided insight into their perceptions of the organizational 

learning environment. Second, semi-structured interviews using Nicolini’s (2009) ITTD method 

were conducted to elicit detailed accounts of participants’ everyday managerial practices and 

coaching experiences. 

The combination of survey and interview data allowed the researcher to explore both 

participants’ perceptions of the learning environment and their lived experiences as managers 

developing coaching capability. Together, these data sources provided a deeper understanding of 

how FTMs navigate the transition into leadership and develop coaching practices within the 

realities of their organizational context. A more detailed description of the research design, data 

collection procedures, and analytic approach is presented in Chapter 3. 
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Researcher’s Perspectives 

This study was grounded in a constructivist research paradigm, which assumes that 

individuals construct meaning from their experiences and interactions with the world around 

them (Guba & Lincoln, 1994). From this perspective, knowledge is understood as socially 

constructed and shaped by context, experience, and reflection. As this study explored how FTMs 

interpret and enact developmental coaching within their roles, it recognized that participants’ 

understandings of coaching are influenced by their lived experiences and organizational 

environments. This perspective positioned the researcher to explore coaching as a socially 

constructed practice shaped through experience rather than as a fixed set of behaviors. 

The researcher brings professional experience in talent development across the 

technology industry, with nearly two decades in learning, leadership development, and talent 

management. In this capacity, the researcher has designed and implemented global learning 

initiatives focused on leadership capability, coaching development, and organizational learning. 

This professional background informed the researcher’s interest in understanding how newly 

promoted managers develop coaching capability and navigate the transition into leadership roles. 

At the same time, the researcher recognizes that prior professional experience may 

influence how managerial coaching and leadership development are interpreted throughout the 

study. Consistent with a constructivist approach, the researcher acknowledged the importance  

of reflexivity in qualitative inquiry and remained attentive to how personal assumptions, 

professional perspectives, and prior experiences may shape the research process and 

interpretation of findings. Throughout the study, care was taken to prioritize participants’ lived 

experiences and perspectives in order to capture how FTMs themselves make sense of their roles 

as developmental coaches. 



 

12 

Guided by this constructivist perspective, the researcher sought to understand how  

FTMs develop coaching capability through experience, reflection, and interaction with their 

organizational context. By exploring participants’ perspectives in depth, the researcher aimed to 

generate insights that contribute to both scholarly understanding and practical approaches to 

leadership development. 

Assumptions of the Study 

This study was guided by several assumptions regarding experiential learning, 

constructivist inquiry, and the organizational context in which FTMs develop coaching 

capabilities. These assumptions shaped the researcher’s approach to understanding how 

managers interpret and enact developmental coaching within their roles. 

The first assumption was that coaching capability develops through experience, 

reflection, and meaning making. Drawing on experiential learning theory, learning is understood 

as a process through which individuals interpret their experiences and derive meaning that 

informs future action (Boud, 1993). In this context, FTMs develop coaching capability not only 

through formal training but also through ongoing reflection on their interactions with team 

members and the challenges they encounter in everyday managerial work. 

The second assumption was that, consistent with a constructivist research paradigm, 

participants’ interpretations of their experiences shape their understanding and enactment of 

coaching in practice (Guba & Lincoln, 1994). FTMs may interpret similar organizational 

expectations differently, depending on their prior experiences, interactions, and workplace 

environments. As a result, the researcher sought to understand how managers construct meaning 

around coaching within the specific context of their managerial roles. 
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The third assumption was that the organizational environment plays an important role  

in shaping the development of coaching capability. Managers operate within particular 

organizational cultures and learning environments that influence opportunities for reflection, 

dialogue, and informal learning. Therefore, the experiences shared by the participants in this 

study reflect not only individual perspectives but also the broader organizational context in 

which they work. 

Finally, the fourth assumption was that existing scholarship on managerial coaching, 

experiential learning, and organizational learning provides a meaningful foundation for 

interpreting participants’ experiences. Prior research informed the conceptual framework guiding 

the study and supported the analysis of how FTMs develop coaching capability during the early 

stages of their leadership transition. 

Rationale and Significance 

Organizations invest significant resources in leadership development programs designed 

to build managerial capability. As expectations for leaders evolve, managers are increasingly 

expected not only to deliver results but also to develop the people they lead. Within many 

organizations, coaching has become a central leadership capability, with managers expected to 

support employee learning, career growth, and performance through ongoing developmental 

conversations. Despite these expectations, FTMs often struggle to navigate the transition from 

individual contributor to people manager while simultaneously learning to coach and develop 

others (Gentry et al., 2014). This gap between expectation and practice highlights a critical need 

to understand better how coaching capability develops in real organizational contexts, 

particularly during the early stages of managerial transition. 
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Research on managerial coaching has suggested that coaching-oriented leadership can 

positively influence employee engagement, learning, and performance outcomes (Ellinger et al., 

2014). At the same time, studies have shown that FTMs frequently struggle to integrate coaching 

practices into their daily leadership activities, particularly when balancing competing pressures 

between operational performance and employee development (McCarthy & Milner, 2013, 2019). 

Although organizations increasingly introduce coaching frameworks and leadership development 

programs to address these challenges, less is known about how managers actually develop 

coaching capability in practice during the early stages of their managerial careers. 

This study contributes to the existing literature by examining how FTMs develop 

coaching-for-development capability through lived managerial experience. By focusing on the 

early stages of managerial practice, the research offers insight into how newly promoted 

managers interpret coaching expectations, how they attempt to enact developmental coaching  

in everyday leadership situations, and how organizational learning environments shape this 

developmental process. In doing so, the study extends current scholarship on managerial 

coaching by emphasizing experiential learning and meaning making as key mechanisms through 

which coaching capability develops. 

The findings of this research may also provide practical implications for leadership 

development and learning professionals. Understanding how FTMs learn to coach through 

experience can help organizations design more effective development strategies that support new 

managers as they transition into leadership roles. In particular, insights from this study may 

inform the design of both formal learning programs and informal learning opportunities that 

enable FTMs to reflect on their experiences, develop coaching capability, and more effectively 

support the growth of their team members. 
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Ultimately, this study contributes to a deeper understanding of how coaching capability 

develops in the early stages of managerial practice. By examining the lived experiences of FTMs 

within their organizational learning environments, the research offers insights that may help 

organizations better support leadership development, strengthen coaching cultures, and enhance 

employee growth and engagement. 

Definition of Terms 

Adult learning: A field of study concerned with how adults acquire knowledge and skills, 

often characterized by self-direction, experience-based learning, and the application of 

knowledge to real-world contexts (Knowles et al., 2011). 

Constructivist paradigm: A research perspective that assumes knowledge and meaning 

are constructed through individuals’ experiences and interactions with their social and 

organizational environments (Guba & Lincoln, 1994). 

Developmental coaching: An approach to coaching focused on supporting individuals’ 

long-term learning, growth, and capability development through dialogue, reflection, and 

feedback. 

Dimensions of the Learning Organization Questionnaire (DLOQ): A diagnostic 

instrument developed by Marsick and Watkins (2003) used to assess the organizational learning 

culture across multiple dimensions, including continuous learning, dialogue, collaboration, and 

knowledge sharing. 

First-Time Manager (FTM): For the purposes of this study, first-time managers are 

defined as individuals in the early stages of managerial development, typically within the first  

5 years of responsibility for people management. This definition reflects a developmental rather 

than strictly chronological interpretation of the role, recognizing that managerial capability and 
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identity formation evolve over time and may extend beyond an individual’s first formal 

managerial position. 

General Data Protection Regulation (GDPR): A regulatory framework governing the 

protection and processing of personal data within the European Union and European Economic 

Area. GDPR establishes requirements for how organizations collect, store, and manage personal 

data while protecting individuals’ privacy rights. 

Interview to the Double (ITTD): A qualitative interview method developed by Nicolini 

(2009) that invites participants to guide the researcher through the practical details of their work 

as if the researcher were to replace them in their role. This approach encourages detailed 

descriptions of everyday practices and supports reflection on how work activities are performed. 

Learning and Development (L&D): Organizational initiatives designed to support 

employees in developing knowledge, skills, and capabilities that contribute to individual and 

organizational effectiveness. L&D activities may include training programs, coaching, 

mentoring, and experiential learning opportunities. 

Learning From Experience (LFE): A perspective on learning that emphasizes reflection 

on lived experience as a central mechanism for developing knowledge and capability (Boud, 

1993). 

Managerial coaching: A leadership approach in which managers support employee 

development through ongoing dialogue, feedback, reflection, and guidance aimed at improving 

both performance and long-term growth. 

Qualitative research. An approach to research that aims to understand how individuals 

interpret and make meaning of their experiences within specific contexts (Creswell, 2013; 

Merriam & Tisdell, 2016). 



 

17 

Chapter Summary 

This chapter introduced the study’s focus and the challenges that FTMs face as they 

transition into roles that increasingly require coaching and people development capabilities. 

Although organizations emphasize managerial coaching as a core leadership practice, many 

FTMs enter management roles with limited preparation to support employee growth while 

navigating their own leadership transition. 

The chapter outlined the background and research problem, emphasizing the gap between 

organizational expectations for managerial coaching and the lived experiences of newly 

promoted managers. The purpose of the study, research questions, research design overview, and 

key assumptions guiding the research were also presented. In addition, the chapter discussed the 

significance of the study for leadership development and learning and development practice. 

Guided by a constructivist perspective, this qualitative case study explored how FTMs 

develop coaching capabilities through experience in their early managerial roles. The study 

integrated the DLOQ (Marsick & Watkins, 2003) and the ITTD method (Nicolini, 2009) to 

examine both the organizational learning environment and the managers’ lived experiences of 

coaching practice. Chapter 2 reviews the relevant literature on managerial coaching, coaching for 

development, and experiential learning, providing the conceptual and theoretical foundation for 

the study. 
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Chapter 2: Literature Review 

Organizations increasingly expect managers to support the development of the people 

they lead. In addition to delivering operational results, managers are often responsible for 

guiding employee growth through feedback, developmental conversations, and coaching 

interactions. As a result, managerial coaching has become an important leadership capability 

across many organizations and industries. Managers are not only expected to direct work but also 

to create conditions that support learning, reflection, and professional development among their 

teams. 

Research on managerial coaching suggests that coaching behaviors, such as asking 

thoughtful questions, providing feedback, encouraging reflection, and supporting problem 

solving, can strengthen employee engagement, learning, and performance (Adele et al., 2022; 

Ellinger et al., 2014). These expectations increasingly extend across levels of leadership. 

However, they can be particularly challenging for individuals transitioning into their first 

leadership roles. Many newly promoted managers enter their positions with strong technical 

expertise but limited preparation for the people-development responsibilities associated with 

management. 

For first-time managers (FTMs), this transition often involves learning to balance 

operational responsibilities with the expectation of coaching and developing employees. In 

practice, FTMs must navigate new leadership dynamics while simultaneously developing the 

relational and communication skills necessary to support employee growth. Coaching capability, 

therefore, becomes an important developmental task during the early stages of managerial 

practice. 
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Organizations have increasingly responded to these expectations by incorporating 

coaching concepts into leadership development programs. Training initiatives often introduce 

coaching frameworks or structured coaching conversations intended to help managers support 

employee development. While such initiatives can provide useful guidance, developing coaching 

capability often requires more than exposure to frameworks alone. Managers frequently learn 

how to coach through experience, through real interactions with employees, reflection on those 

interactions, and adaptation over time (Nyfoudi et al., 2022). 

This chapter examines how managerial coaching capability has been conceptualized, 

developed, and studied, with a particular focus on how FTMs learn to enact coaching in practice. 

While prior research has established the value of managerial coaching for employee outcomes, 

less attention has been given to how this capability develops in the flow of everyday managerial 

work. This review brings together literature on managerial coaching, experiential learning, and 

leadership development to establish the conceptual foundation for this study. 

Section 1: The Manager as Coach 

Managerial coaching has increasingly emerged as a central leadership capability in 

contemporary organizations. In this approach, managers support employee learning and 

development through ongoing dialogue, feedback, and reflection rather than relying solely on 

directive supervision. Managerial coaching involves managers facilitating employee growth by 

encouraging problem-solving, reflection, and skill development in everyday work (Carvalho  

et al., 2021; Kim et al., 2013). Rather than simply evaluating performance, coaching-oriented 

managers create developmental conversations that help employees understand expectations while 

building capability over time. 
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Within this leadership approach, managers act as facilitators of learning. Coaching 

managers ask questions, listen actively, and guide employees in identifying solutions to 

challenges they encounter in their work (Ibarra & Scoular, 2019). This shifts the managerial role 

away from purely directing tasks toward supporting employees in developing their own insight 

and capability. Research has suggested that these coaching behaviors can encourage greater 

ownership of work, stronger problem-solving skills, and higher levels of employee engagement 

(McCarthy & Milner, 2013). 

The adoption of a coaching mindset represents a meaningful shift in managerial identity. 

Managers must move from being the primary problem-solver to enabling employees to think 

through challenges themselves. This shift requires skills such as active listening, questioning, 

and providing developmental feedback, as well as the ability to create psychologically safe 

environments where employees feel comfortable discussing challenges and exploring new 

approaches (Carvalho et al., 2021). In this sense, managerial coaching is not simply a technique 

but a broader leadership orientation that emphasizes learning and development as part of 

everyday work. 

For early managers, the expectation to coach employees can be particularly challenging. 

Individuals who transition into management roles are often promoted for strong technical 

performance as individual contributors rather than for experience developing others (Ellinger et 

al., 2014). As a result, newly appointed managers must simultaneously learn how to lead teams 

while also supporting the development of the employees they supervise. Managerial coaching 

can provide a framework that helps FTMs build relationships with team members, establish trust, 

and create open communication within their teams (McCarthy & Milner, 2013). 
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Research has also suggested that when managers receive coaching themselves, they are 

more likely to adopt coaching behaviors with their employees. Exposure to coaching can help 

managers develop greater awareness of developmental conversations, reflective questioning, and 

feedback practices that support learning (McCarthy & Milner, 2013). These experiences may be 

particularly important for FTMs who are still developing their leadership identity and approach 

to managing others. 

Beyond individual leadership development, managerial coaching has also been linked to 

broader organizational outcomes. Studies have shown that managers’ coaching behaviors can 

positively influence employee engagement, learning, and innovative work behaviors (Kim et al., 

2013; Lyons & Bandura, 2022). Through coaching interactions, managers create opportunities 

for employees to reflect on their work, explore new ideas, and develop solutions to complex 

problems. These processes can contribute to both individual growth and organizational learning. 

At the same time, the literature has also highlighted ongoing challenges associated  

with managerial coaching. Managers must balance coaching conversations with operational 

responsibilities and performance pressures. Unlike external coaches, managers must navigate 

dual roles that involve both evaluating performance and supporting employee development 

(McCarthy & Milner, 2013). These tensions can create uncertainty for managers regarding when 

to coach, how to coach, and how coaching fits within their broader leadership responsibilities. 

Although interest in managerial coaching has expanded significantly in recent years, 

scholars have noted that the field continues to evolve conceptually. Early research often focused 

on coaching techniques or organizational coaching programs, while more recent work has 

increasingly examined coaching as an integrated leadership capability embedded in daily 

managerial practice (Carvalho et al., 2021). Understanding how managers develop and enact 
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coaching behaviors within real organizational contexts remains an important area for continued 

research. 

Together, this body of literature highlights the growing importance of managerial 

coaching as a leadership capability that supports employee development, engagement, and 

learning. At the same time, it underscores the challenges managers face in translating coaching 

concepts into everyday practice. These challenges are particularly relevant for FTMs, who must 

develop coaching capability while simultaneously adapting to the broader responsibilities of their 

new managerial roles. 

Across this literature, managerial coaching is consistently framed as a set of behaviors 

that support employee development through dialogue, reflection, and feedback. However, a 

distinction emerges between managerial coaching as a set of skills and the manager as coach as a 

broader leadership orientation. While managerial coaching emphasizes what managers do, the 

manager as coach reflects how managers understand and enact their role in supporting 

development. This distinction becomes important in understanding how coaching capability 

develops, particularly for FTMs, where capability appears to emerge not only through the 

application of skills but through the formation of a coaching oriented managerial identity in 

practice. 

Understanding the Shift from Individual Contributor to Manager 

The transition from individual contributor to manager represents one of the most 

significant shifts in a professional career. Individuals who were previously responsible primarily 

for their own output must suddenly take responsibility for the performance, development, and 

well-being of others. This transition requires not only new skills but also a shift in professional 

identity and mindset. 
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Many newly promoted managers struggle during this transition because they were 

previously recognized for their technical expertise rather than their leadership capabilities. As 

individual contributors, success is often defined by personal productivity, technical skill, and the 

ability to solve problems independently. In contrast, managerial effectiveness is defined by the 

ability to guide, support, and develop others while coordinating collective work toward shared 

goals. This shift requires managers to develop a new set of interpersonal and leadership 

competencies. These competencies include communication, delegation, feedback, conflict 

resolution, and the ability to create conditions that allow employees to succeed. Managers must 

also learn to balance operational responsibilities with the developmental needs of their teams, 

which can be particularly challenging during the early stages of the managerial transition (Ibarra 

& Scoular, 2019). 

For many FTMs, this transition involves learning to step back from direct problem-

solving and instead support employees in navigating challenges themselves. Rather than 

providing answers, managers are expected to ask questions, encourage reflection, and help 

employees build their own capability. This shift in responsibility can be difficult for individuals 

who were previously rewarded for being the most technically capable member of the team. 

These challenges are particularly visible in technology organizations, where employees 

are frequently promoted to management roles for strong technical performance. Engineers, 

developers, and technical specialists may suddenly find themselves responsible for leading 

teams, navigating interpersonal dynamics, and supporting employee development. While 

technical expertise remains valuable, success in managerial roles increasingly depends on 

relational and developmental leadership capabilities. 
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As a result, the transition from individual contributor to manager requires both behavioral 

and cognitive adjustments. New managers must learn to redefine success not in terms of their 

own output but in terms of their team’s collective performance, learning, and growth. 

Developing the ability to support employee development through coaching and guidance 

becomes a central component of effective managerial practice. Understanding this transition is 

particularly important when examining the development of managerial coaching capability. 

Because FTMs are simultaneously learning to lead and to support others’ development, coaching 

often develops gradually through experience rather than through formal training alone. 

Expectations Placed on Managers as Coaches 

In many organizations, the expectations placed on managers have shifted significantly 

over the past two decades. Rather than functioning primarily as directive supervisors, managers 

are increasingly expected to support employee development through coaching-oriented 

leadership practices. This shift reflects broader changes in organizational environments where 

knowledge work, collaboration, and innovation play central roles. As a result, managers are often 

expected to guide learning and development rather than simply provide instructions or solutions 

(Ibarra & Scoular, 2019). 

In this evolving leadership context, managers are expected to facilitate reflection, provide 

developmental feedback, and help employees build capability through dialogue and problem-

solving. Coaching-oriented leadership emphasizes asking questions, encouraging exploration of 

ideas, and helping employees develop their own solutions to complex challenges. This approach 

contrasts with traditional command-and-control leadership models that relied primarily on 

directive supervision (Ibarra & Scoular, 2019). 
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These expectations are particularly visible in technology organizations, where work 

environments are often fast-paced, collaborative, and knowledge-intensive. In such contexts, 

managers may not possess all of the specialized expertise required to solve every problem 

directly. Instead, they are expected to enable teams to navigate uncertainty, learn quickly, and 

generate solutions collectively. As a result, managerial coaching has increasingly been viewed as 

a leadership capability that supports innovation, learning, and employee engagement (Kim et al., 

2013). 

Beyond facilitating problem-solving, managers are also expected to support employees’ 

long-term development. Coaching conversations may involve helping employees reflect on their 

goals, identify development opportunities, and build new skills aligned with both personal and 

organizational objectives (Hunt & Weintraub, 2002). Through these interactions, managers 

contribute not only to individual growth but also to the broader development of organizational 

capability. 

At the same time, these expectations place new demands on managers, particularly those 

who are early in their leadership careers. Coaching requires interpersonal skills such as active 

listening, empathy, and the ability to provide developmental feedback, as well as to guide 

reflective conversations. Many managers must learn these skills while simultaneously navigating 

operational responsibilities and performance pressures. As a result, the expectation that managers 

serve as coaches can create tension between performance management and developmental 

leadership responsibilities (McCarthy & Milner, 2013). 

Clear communication of managerial expectations becomes important for both managers 

and organizations. When expectations around coaching are ambiguous or inconsistently 

communicated, managers may struggle to understand how coaching fits within their daily 
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responsibilities. Research has suggested that organizations that intentionally support coaching 

behaviors through leadership development and learning cultures are more likely to see 

improvements in employee engagement, learning, and performance outcomes (Carvalho et al., 

2021). This literature highlights a growing expectation that managers act as coaches who support 

employee development while guiding team performance. However, these expectations also raise 

important questions about how managers, particularly FTMs, develop the skills and confidence 

needed to enact coaching behaviors in practice. 

Effective Managerial Coaching 

Effective managerial coaching requires a set of interpersonal and leadership skills that 

enable managers to support employee development through everyday work interactions. Rather 

than relying primarily on directive supervision, coaching-oriented managers facilitate learning by 

encouraging reflection, dialogue, and problem-solving. These practices help employees build 

capability while navigating challenges in their roles. 

Research has suggested that effective managerial coaching involves a combination of 

communication, relational, and developmental skills. Ellinger et al. (2010) identified several  

key behaviors associated with effective coaching managers, including active listening, asking 

thoughtful questions, providing developmental feedback, and creating opportunities for 

employees to expand their perspectives. These behaviors enable managers to guide employees  

in analyzing challenges, identifying solutions, and reflecting on their experiences. 

Similarly, Ibarra and Scoular (2019) emphasized the importance of adapting coaching 

approaches to different situations. Managers may shift among directive, nondirective, and 

situational coaching depending on the employees’ needs and the work context. In some 

situations, employees may benefit from guidance and expertise, while in others, they may benefit 
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more from reflective dialogue that helps them develop their own solutions. Effective coaching 

requires managers to exercise judgment in determining when and how to intervene in 

developmental conversations. 

Another important dimension of managerial coaching involves creating a supportive 

learning environment. Coaching managers often work to establish psychological safety, 

encourage experimentation, and allow employees to take ownership of their work. Ellinger et al. 

(2010) noted that coaching managers frequently support employee learning by setting clear 

expectations, providing resources, and encouraging employees to take responsibility for solving 

problems. These behaviors help employees develop confidence and autonomy while continuing 

to learn from their experiences. 

Managerial coaching also involves facilitating ongoing developmental dialogue within 

teams. Through regular feedback conversations, coaching managers help employees reflect on 

their performance, identify development opportunities, and align their goals with broader 

organizational priorities. These conversations can strengthen employee engagement and support 

long-term professional growth. 

Importantly, managerial coaching does not occur as a separate activity outside of daily 

work. Instead, coaching behaviors are typically embedded within everyday managerial 

interactions such as one-on-one meetings, performance conversations, and collaborative 

problem-solving discussions. As a result, coaching becomes part of how managers guide 

learning, development, and performance within their teams. 

This research highlighted that effective managerial coaching involves more than  

applying specific techniques. It requires a broader leadership orientation that values employee 

development, reflective dialogue, and continuous learning. For managers, particularly those  
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early in their leadership careers, developing these coaching capabilities is an important part of 

becoming effective leaders. 

Models of Managerial Coaching 

Several conceptual models have been developed to help managers structure coaching 

conversations and support employee development in the workplace. These models provide 

frameworks to guide managers in facilitating reflective dialogue, goal setting, and problem-

solving. Although coaching practices often emerge organically in managerial relationships, 

structured coaching models can help managers approach developmental conversations more 

intentionally and consistently (Carvalho et al., 2021). 

One of the most frequently cited studies in managerial coaching literature is Hagen’s 

(2012) review of managerial coaching research. Hagen examined how managerial coaching has 

been defined and studied across leadership and human resource development scholarship. The 

review identified key coaching behaviors, including facilitating reflection, encouraging learning, 

and supporting employee development through ongoing dialogue. Hagen also noted that 

managerial coaching differs from external coaching because managers must balance coaching 

responsibilities with performance management and operational leadership duties. This dual role 

creates unique challenges for managers, particularly those early in their leadership careers. 

Hagen’s review highlighted the need for further research exploring how managers develop 

coaching capability within real organizational contexts. 

Empirical research has also examined the influence of managerial coaching on employee 

outcomes. For example, Dahling et al. (2012) developed and tested a multilevel model linking 

managerial coaching behaviors to employee performance outcomes in a pharmaceutical sales 

organization. Their findings suggested that managers’ coaching behaviors were positively 
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associated with employee learning and performance improvement. These results reinforced the 

idea that coaching can play an important role in enhancing employee capability while supporting 

organizational goals. 

In addition to empirical research, several coaching frameworks have been developed to 

help managers structure coaching conversations in practice. Among the most widely used is the 

GROW model, originally developed by Whitmore (2010). The GROW framework structures 

coaching conversations around four stages: identifying goals, exploring the current reality of a 

situation, considering available options, and determining the will or commitment to take action. 

By guiding individuals through these stages, the model encourages reflection and problem-

solving while helping employees identify their own paths forward. 

Other coaching frameworks have been proposed in practitioner literature, including 

CLEAR and OSKAR. These models share similar principles that emphasize dialogue, reflection, 

and developmental goal setting. While the specific stages vary across models, they generally 

encourage managers to facilitate learning by asking questions, promoting idea exploration, and 

supporting employees in identifying actions for growth (Law, 2013). 

Despite the growing popularity of these frameworks, the academic literature on 

managerial coaching models remains relatively limited. Much of the existing work has focused 

on practitioner-oriented frameworks or leadership development practices rather than an empirical 

investigation of how managers apply coaching models in everyday work settings (Carvalho et 

al., 2021). As a result, further research is needed to better understand how managers interpret and 

enact coaching practices within the realities of organizational life. 

For managers, structured coaching models may provide useful guidance as they begin  

to incorporate coaching into their leadership approach. At the same time, learning to coach 
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effectively often requires practice, reflection, and adaptation to specific organizational contexts. 

Understanding how FTMs develop coaching capability in practice, therefore, remains an 

important area for continued research. The GROW model can be used as part of a situational 

coaching approach that balances directive and nondirective styles, depending on the employees’ 

needs and the context of the conversation (Ibarra & Scoular, 2019). Within this framework, 

managers guide employees through structured reflection by exploring goals, examining current 

realities, identifying options, and committing to action. When combined with attention to 

emotional and social intelligence, coaching conversations can become powerful tools for 

leadership development and employee growth (Boyatzis, 2011). For new managers, structured 

coaching frameworks such as GROW can provide practical guidance as they begin incorporating 

coaching into their leadership approach. 

This situational perspective on coaching informed the conceptual framework used in this 

study. In particular, integrating coaching models such as GROW with developmental leadership 

perspectives helps explain how managers support employee learning while navigating complex 

organizational environments. Coaching models serve not only as practical tools for guiding 

conversations but also as conceptual lenses for understanding how managerial coaching unfolds 

in everyday work settings. 

Research has further demonstrated the positive influence of managerial coaching on 

employee outcomes. For example, Kim et al. (2013) examined managerial coaching behaviors in 

a public-sector organization and found that coaching was positively associated with employee 

performance and job satisfaction. Similarly, Ellinger and Kim (2014) found that managerial 

coaching behaviors contributed to increased role clarity and improved work-related attitudes 
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among employees. These findings suggested that coaching interactions between managers and 

employees can support both individual development and broader organizational effectiveness. 

Scholars and practitioners have also emphasized the importance of diagnostic thinking in 

managerial coaching. Effective coaching requires managers to understand the broader 

organizational context in which employees operate. Drawing on systems perspectives, they 

suggested that managers must consider how organizational structures, roles, and interpersonal 

dynamics shape workplace challenges. Developing this diagnostic capability allows managers to 

better identify when coaching is appropriate and how coaching conversations can support 

employee learning and problem-solving. 

Collectively, this literature highlighted the value of coaching frameworks for helping 

managers guide developmental conversations and navigate complex workplace environments. 

For new managers in particular, structured coaching approaches may provide useful scaffolding 

as they begin to develop coaching capability in their leadership practice. At the same time, these 

frameworks must be applied flexibly, recognizing that coaching behaviors emerge through 

ongoing interaction, reflection, and adaptation within specific organizational contexts. 

While these models provide useful structure, existing research has highlighted that  

their effectiveness depends on how they are interpreted and enacted within real organizational 

contexts. Managers rarely apply coaching frameworks in a purely linear way. Instead, they adapt 

elements of these models in response to situational demands, relational dynamics, and time 

constraints. This raises an important question: If coaching frameworks alone do not produce 

capability, what processes enable managers to integrate these approaches into their everyday 

practice? 
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Challenges Faced by New Managers in Adopting a Coaching Practice 

Although managerial coaching is increasingly promoted as a core leadership capability, 

many managers encounter significant challenges when attempting to adopt a coaching approach 

in practice. These challenges are particularly visible among newly appointed managers who are 

simultaneously learning how to lead teams while adapting to new organizational responsibilities. 

One of the most frequently cited challenges involves the tension between coaching and 

operational demands. Managers are responsible for delivering results while also supporting their 

employees’ development. As a result, coaching conversations may compete with deadlines, 

performance pressures, and day-to-day operational responsibilities. McCarthy and Milner (2013) 

noted that many managers struggle to dedicate sufficient time to coaching because immediate 

business priorities often take precedence. This tension between performance delivery and 

employee development is a recurring theme within managerial coaching research. 

Another challenge relates to the power dynamics inherent in the manager–employee 

relationship. Unlike external coaches, managers also hold evaluative authority over employees 

through performance management and career decisions. This dual role can make coaching 

conversations more complex, as employees may hesitate to discuss challenges or development 

needs openly if they fear potential consequences for performance evaluations or career 

progression (McCarthy & Milner, 2013). Building trust and creating psychological safety 

become essential components of effective managerial coaching (Adele & Ellinger, 2024). 

New managers may also face capability-related challenges when coaching employees. 

Coaching requires interpersonal skills such as active listening, developmental questioning, and 

the ability to guide reflective conversations. Many managers have not previously developed 

these skills and may default to directive leadership approaches when confronted with workplace 
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challenges (McCarthy & Milner, 2019). Without adequate training or developmental support, 

managers may struggle to shift from problem-solving to facilitating learning through coaching 

conversations. 

In addition to individual capability challenges, organizational context plays an important 

role in shaping managerial coaching practices. Coaching behaviors are more likely to emerge  

in organizations that support learning, reflection, and development as part of everyday work. 

Conversely, when organizations prioritize short-term performance outcomes without 

emphasizing development, managers may feel discouraged from investing time in coaching 

activities (Hunt & Weintraub, 2002; McCarthy & Milner, 2013). The presence or absence of a 

supportive coaching culture can therefore significantly influence whether coaching becomes 

integrated into managerial practice. 

For managers, these challenges can be particularly pronounced. Newly promoted 

managers must navigate leadership expectations while simultaneously developing their own 

managerial identity. As they transition from individual contributors to leaders, they are expected 

to support employee development even while they themselves are still learning how to perform 

the managerial role. As a result, coaching capability often develops gradually through experience 

rather than through formal training alone. 

This literature highlighted several barriers to implementing managerial coaching in 

practice. These challenges include competing organizational priorities, power dynamics within 

managerial relationships, and limited preparation for coaching responsibilities. Understanding 

how managers, particularly early career managers, navigate these challenges remains an 

important area for research, particularly in organizational environments where coaching is 

increasingly expected as part of leadership practice. 
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Identifying Gaps in Models as FTMs’ Transition into Their Coaching Roles 

Although managerial coaching models provide useful frameworks for guiding 

developmental conversations, the literature revealed important gaps in understanding how these 

models support managers during the transition into leadership roles. Coaching frameworks such 

as GROW, OSKAR, and CLEAR are frequently referenced in leadership development programs; 

however, relatively few studies have examined how these models are actually interpreted and 

applied by new managers in practice. 

Existing research has consistently demonstrated the benefits of coaching for employee 

development, engagement, and performance outcomes (Kim et al., 2013; McCarthy & Milner, 

2013). Coaching has been associated with increased employee learning, stronger workplace 

relationships, and improved individual performance. Despite these documented benefits, there 

remains limited research examining how FTMs develop coaching capability as they transition 

into managerial roles. 

For newly promoted managers, applying coaching frameworks may be more complex 

than leadership development programs have suggested. While coaching models provide 

structured approaches to developmental conversations, managers must still interpret and apply 

these frameworks in dynamic organizational environments. McCarthy and Milner (2013) argued 

that coaching models can sometimes be applied mechanistically if managers rely too heavily on 

prescribed steps without considering the broader context of the employee and the organization. 

New managers may therefore encounter challenges when attempting to apply coaching 

models in real workplace situations. Coaching requires managers to adapt their approach to the 

needs, motivations, and learning preferences of individual employees. Situational leadership 

perspectives emphasize that effective coaching requires flexibility and judgment rather than  
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strict adherence to a single model (Ibarra & Scoular, 2019). Managers must learn to interpret 

interpersonal cues, build trust, and adjust coaching conversations based on the specific 

circumstances they encounter. 

These challenges highlight an important gap in the literature. While coaching frameworks 

are widely promoted as leadership development tools, less is known about how managers, 

particularly FTMs, learn to enact coaching behaviors through experience. Existing research often 

focuses on the coaching models themselves rather than on the lived experiences of managers 

attempting to integrate coaching into their daily leadership practice. Understanding how FTMs 

develop coaching capability is therefore an important area for further research. Examining how 

managers interpret coaching expectations, experiment with coaching behaviors, and adapt their 

approach through experience can provide valuable insights into how coaching capability 

develops in practice. This perspective also highlights the relevance of experiential learning  

as a lens for understanding how managerial coaching skills emerge over time. 

Lack of Formal Training and Support Systems 

A recurring theme within the literature on FTMs is the limited preparation many 

individuals receive before assuming leadership responsibilities. Despite the central role managers 

play in shaping employee performance and organizational outcomes, newly promoted managers 

often report feeling underprepared for the transition from individual contributor to team leader 

(McCarthy & Milner, 2013). 

Research has suggested that many managers enter managerial roles with strong technical 

expertise but limited experience in people leadership. As individual contributors, success is 

typically measured through personal output and technical proficiency. However, managerial 

roles require a different set of capabilities, including communication, delegation, conflict 
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management, and the ability to support others’ development (Ellinger et al., 2014). This shift can 

be particularly challenging when managers receive little formal training or guidance during the 

transition into leadership roles. 

The transition to leadership is often experienced as disorienting, as skills that previously 

contributed to success as individual contributors may not easily translate into effective leadership 

practices (Hill, 2003). In some cases, new managers report that behaviors that helped them 

succeed earlier in their careers, such as focusing heavily on individual problem-solving, can 

become obstacles when they must shift their attention toward guiding and developing others. 

Without structured support systems, many managers are left to navigate this transition 

through trial and error. While experiential learning can play an important role in leadership 

development, the absence of formal support may slow the development of key managerial 

capabilities, including coaching. As a result, managers may rely on directive leadership rather 

than developmental coaching, particularly when faced with operational pressures or uncertainty 

in their new role. The availability of organizational support structures can therefore influence 

how managers develop coaching capability. Leadership development programs, mentoring 

relationships, and peer learning opportunities may provide important resources for new managers 

as they begin to navigate leadership responsibilities. When such support is limited, new 

managers may struggle to develop the interpersonal and developmental leadership skills 

necessary to coach their employees effectively. 

These challenges highlighted the importance of understanding how managers develop 

coaching capability in practice. Because many new managers receive limited formal preparation 

for coaching responsibilities, learning to coach often occurs through experience, reflection, and 

interaction with others within the organizational environment. 
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Balancing Managerial Responsibilities with Coaching Duties 

Managers frequently face challenges in balancing traditional managerial responsibilities 

with the expectation of supporting employee development through coaching. While managerial 

coaching has become an increasingly valued leadership capability, integrating coaching into 

everyday managerial practice can be difficult, particularly for individuals who are newly 

transitioning into leadership roles (McCarthy & Milner, 2013). 

Managers are typically responsible for a wide range of operational responsibilities, 

including project oversight, performance evaluation, administrative tasks, and coordination of 

team activities. These demands can create tension when managers are also expected to dedicate 

time to developmental conversations with employees. McCarthy and Milner (2019) noted that 

managers often struggle to integrate coaching into their daily routines because immediate 

operational priorities tend to take precedence. 

For new managers, this tension may be particularly pronounced because they are still 

adjusting to the broader scope of managerial responsibilities. Individuals promoted into 

management roles often come from high-performing individual contributor positions where 

success was defined by solving problems independently. By contrast, managerial roles require a 

shift toward enabling others to solve problems and develop their capabilities. This shift can be 

difficult for new managers who may instinctively revert to solving problems themselves rather 

than facilitating learning through coaching conversations (Ellinger et al., 2014). 

Another complexity arises from the dual role managers occupy as both performance 

evaluators and developmental coaches. Managers must assess employee performance while also 

creating an environment in which employees feel comfortable discussing challenges, mistakes, 

and development needs. This dynamic can make coaching conversations more difficult, as 
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employees may hesitate to discuss concerns openly if they believe such information could 

influence performance evaluations or career progression (McCarthy & Milner, 2013). 

As a result, early career managers must learn to navigate multiple leadership 

responsibilities simultaneously. Balancing operational demands with developmental leadership 

requires managers to rethink how they structure employee conversations and how they allocate 

time to support learning and growth. Understanding how managers manage this balance is 

therefore important when examining how coaching capability develops within the early stages of 

managerial practice. 

Section 2: Coaching for Development 

Coaching for development has emerged as an important leadership practice in 

contemporary organizations. Unlike coaching that focuses primarily on short-term performance 

improvement, developmental coaching emphasizes long-term learning, capability building,  

and professional growth. Hunt and Weintraub (2017) described developmental coaching as a 

leadership approach that supports employees in expanding their skills, reflecting on their 

experiences, and pursuing meaningful development over time. 

In this approach, managers move beyond solving immediate work problems and instead 

facilitate learning and growth within their teams. Developmental coaching involves helping 

employees explore challenges, reflect on their experiences, and identify opportunities for 

improvement. Through ongoing dialogue and guidance, managers support employees in building 

new capabilities while strengthening their ability to navigate complex work environments (Lyons 

& Bandura, 2022). 

For early-career managers, adopting a developmental coaching mindset often requires a 

significant shift in leadership approach. Individuals who previously succeeded as individual 
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contributors may be accustomed to solving problems directly. By contrast, developmental 

coaching requires managers to guide employees in discovering their own solutions, encouraging 

reflection and learning rather than providing immediate answers (Ibarra & Scoular, 2019). This 

shift from directive leadership to the facilitation of learning can be particularly challenging in  

the early stages of managerial practice. 

Developmental coaching has also been linked to positive employee outcomes in a variety 

of organizational contexts. Research has suggested that employees who perceive their managers 

as supportive of their development often reported higher levels of engagement, motivation, and 

commitment to their work (Lyons & Bandura, 2022). Coaching interactions can provide 

opportunities for employees to reflect on their performance, explore career aspirations, and build 

the skills necessary for future growth. 

In addition to supporting individual development, coaching practices can contribute  

to broader organizational learning environments. When managers consistently engage in 

developmental dialogue with employees, coaching can help reinforce cultures that value 

learning, reflection, and continuous improvement. These environments may encourage 

employees to share knowledge, experiment with new ideas, and contribute more actively to 

innovation within their teams (Beattie et al., 2014). 

Despite these potential benefits, many managers receive limited preparation for adopting 

developmental coaching practices. Newly promoted managers may lack the interpersonal skills 

and leadership experience required to guide reflective conversations or support long-term 

employee development. As a result, managers often learn to coach through experience as they 

navigate the competing demands of their managerial responsibilities (McCarthy & Milner, 

2013). 
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Understanding coaching for development is therefore essential for examining how 

managers support employee learning within organizational contexts. In particular, exploring how 

early career managers interpret and enact developmental coaching practices can provide valuable 

insight into how coaching capability develops during the early stages of managerial leadership. 

Differentiating Between Performance Coaching and Developmental Coaching 

Coaching has become an increasingly prominent leadership practice in organizations 

seeking to support employee learning and performance. However, coaching approaches can 

serve different purposes, depending on the context in which they are applied. Two commonly 

discussed forms of coaching in the literature are performance coaching and developmental 

coaching. Although both involve dialogue, feedback, and guidance, they differ in their primary 

objectives and time horizons (Adele & Ellinger, 2024; Hunt & Weintraub, 2017). 

Performance coaching focuses on improving specific skills or behaviors related to current 

job performance. This form of coaching is typically short-term and task-oriented, emphasizing 

the achievement of defined performance expectations. Managers engaging in performance 

coaching may provide direct feedback, clarify expectations, and work with employees to address 

immediate performance challenges. In such situations, the manager may adopt a more directive 

role by helping employees identify performance gaps and providing guidance on improving their 

effectiveness. 

Developmental coaching, by contrast, emphasizes long-term learning and professional 

growth. Rather than focusing solely on immediate performance outcomes, developmental 

coaching aims to help employees expand their capabilities, reflect on their experiences, and 

explore opportunities for growth. Hunt and Weintraub (2017) described developmental coaching 

as a leadership approach that encourages employees to reflect on their goals, strengthen their 
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skills, and pursue meaningful career development over time. In developmental coaching 

relationships, managers often act as facilitators of learning rather than as direct problem-solvers. 

Through reflective dialogue, questioning, and feedback, managers help employees explore 

challenges, identify development opportunities, and develop greater self-awareness (Ibarra & 

Scoular, 2019). These conversations often extend beyond immediate job tasks and may include 

discussions about long-term career aspirations, professional identity, and future leadership 

potential. 

While both forms of coaching may occur within managerial practice, developmental 

coaching is particularly relevant for understanding how managers support employee growth in 

dynamic organizational environments. Developmental coaching can encourage continuous 

learning, strengthen employee engagement, and contribute to the development of organizational 

capability over time (Beattie et al., 2014). 

For new managers, distinguishing between performance and developmental coaching can 

be an important aspect of leadership development. Newly promoted managers may initially focus 

on performance-related conversations as they navigate operational responsibilities. However, as 

they gain experience, managers may increasingly incorporate developmental coaching practices 

that support employee learning and long-term growth. Given the focus of this study on how 

FTMs develop coaching capability, particular attention was paid to developmental coaching 

practices and how managers learn to incorporate them into their leadership roles. 

The Significance of Developmental Coaching for Employee Engagement and Growth 

Employee engagement and professional growth are widely recognized as critical 

contributors to organizational effectiveness. Research within human resource development and 

leadership studies has consistently highlighted the role of developmental coaching in supporting 



 

42 

these outcomes (Hunt & Weintraub, 2017). When managers engage employees in developmental 

conversations that emphasize learning, reflection, and growth, employees are more likely to feel 

supported, valued, and motivated in their work. 

Developmental coaching has been associated with increased employee engagement, job 

satisfaction, and organizational commitment. Lyons and Bandura (2022) found that managerial 

coaching behaviors positively influenced employees’ engagement by strengthening employees’ 

sense of autonomy, competence, and connection to their work. Similarly, Ladyshewsky (2010) 

suggested that coaching relationships can enhance employee motivation and performance by 

encouraging individuals to take ownership of their development and actively participate in their 

learning. 

Leadership behaviors that emphasize development, feedback, and learning opportunities 

can also contribute to stronger engagement within teams. When managers invest time in 

understanding employees’ aspirations and providing opportunities for growth, employees  

often demonstrate higher levels of commitment and discretionary effort (Ellinger et al., 2014). 

Developmental coaching can therefore play an important role in creating work environments 

where employees feel supported in both their current responsibilities and their longer-term career 

development. 

For new managers, developmental coaching can be an important leadership capability  

as they begin to shape relationships with their teams. Managers who adopt a coaching mindset 

may help employees clarify goals, reflect on challenges, and identify opportunities for skill 

development. These conversations can contribute to stronger trust between managers and 

employees while reinforcing a culture that values learning and growth (Ibarra & Scoular, 2019). 
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In addition to supporting engagement, developmental coaching can contribute to broader 

organizational learning. When employees are encouraged to reflect on their experiences and 

develop new capabilities, organizations may benefit from increased adaptability and innovation. 

Coaching conversations that emphasize reflection and learning can therefore support both 

individual growth and collective organizational capability (Beattie et al., 2014). 

For managers navigating the transition into leadership roles, developmental coaching 

may represent an important shift in how they approach managing others. Rather than focusing 

solely on task completion or performance oversight, managers begin to engage in conversations 

that support learning, capability development, and long-term growth. Understanding how early- 

career managers learn to engage in these coaching practices is thus an important area of inquiry, 

particularly in dynamic organizational environments where continuous learning is essential. 

Strategies and Techniques That Enhance Coaching Effectiveness 

Research on managerial coaching has identified several practices that contribute to 

effective coaching relationships between managers and employees. Rather than relying solely on 

directive instruction, coaching combines relational, cognitive, and behavioral practices to support 

employee learning and development (Hagen, 2012; Kim et al., 2013). Within organizational 

contexts, effective coaching often emerges through ongoing dialogue, reflection, and feedback 

between managers and their team members. 

One important aspect of effective coaching is building trust in the manager–employee 

relationship. Employees are more likely to engage in coaching conversations when they perceive 

the environment as psychologically safe and supportive. Kim et al. (2013) suggested that 

coaching managers often create such environments by demonstrating empathy, listening 

attentively, and encouraging open dialogue about challenges and development needs. These 
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relational behaviors can help establish a foundation for developmental conversations and 

reflective learning. 

Another commonly cited coaching practice involves the use of inquiry and reflective 

questioning. Rather than providing immediate solutions, coaching managers may encourage 

employees to reflect on their experiences and explore potential solutions on their own. Hagen 

(2012) described questioning as a central coaching behavior that can stimulate reflection, 

problem-solving, and self-awareness among employees. Through this process, employees may 

develop greater ownership of their development and become more actively engaged in 

identifying improvement strategies. 

Flexibility in coaching approach has also been emphasized within the literature. Coaching 

interactions often vary depending on the employees’ experience, development goals, and the 

specific situation being addressed. Research in the broader coaching literature suggests that 

effective coaches adapt their approach based on the needs of the individual and the context of the 

conversation (De Haan, 2012). In some situations, managers may adopt a more facilitative 

coaching style that emphasizes reflection  

and exploration, while in other contexts, a more directive approach may be appropriate. This 

adaptability enables coaching to respond to employees’ diverse learning needs. 

Feedback also plays a critical role in effective coaching relationships. Coaching managers 

often provide ongoing feedback that helps employees reflect on their performance, recognize 

strengths, and identify opportunities for development (Kim et al., 2013). Constructive feedback 

can support learning when it is delivered in a way that encourages reflection rather than 

judgment. In coaching interactions, feedback can serve as a catalyst for learning by helping 

employees connect their experiences to future development goals. 
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Together, these practices, trust-building, reflective questioning, adaptability, and 

developmental feedback, represent common elements of effective coaching relationships in 

organizational settings. For new managers, developing these practices may be particularly 

important as they learn to engage in coaching conversations with their teams. Understanding how 

FTMs develop and apply these coaching practices in their leadership roles was therefore an 

important focus of this study. 

The Role of Feedback and Communication in the Coaching Process 

Feedback and communication are widely recognized as central components of effective 

coaching relationships in organizational settings. Managerial coaching often relies on ongoing 

dialogue between managers and employees, in which communication serves as the primary 

mechanism for reflection, learning, and development (McCarthy & Milner, 2013). Through these 

interactions, managers and employees can explore challenges, clarify expectations, and identify 

opportunities for growth. 

Effective coaching communication involves both the transmission of information and 

active listening to employees’ perspectives. McCarthy and Milner (2013) emphasized that 

coaching conversations require managers to listen attentively and demonstrate empathy toward 

employees’ experiences. Such communication practices can contribute to the development  

of trust within the coaching relationship, creating an environment where employees feel 

comfortable discussing challenges and seeking guidance. 

Feedback plays a particularly important role within coaching interactions. It provides 

employees with information about their performance and behaviors, helping them understand 

how their actions align with organizational expectations and development goals (Hunt & 
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Weintraub, 2017). When delivered constructively, feedback can support reflection and learning 

by encouraging employees to examine their experiences and identify areas for improvement. 

Research has also highlighted the importance of the quality of feedback in coaching 

relationships. Steelman and Wolfeld (2016) suggested that effective feedback is often specific, 

timely, and focused on behaviors rather than personal characteristics. When employees perceive 

feedback as credible and supportive, they are more likely to engage with it and use it as a basis 

for learning and improvement. Communication within coaching relationships is therefore not 

limited to performance evaluation but serves as an ongoing process that supports employee 

learning and development. Through dialogue, reflection, and constructive feedback, managers 

can help employees develop greater awareness of their strengths and development needs. These 

interactions can foster a learning-oriented environment in which employees are encouraged to 

engage in continuous improvement. 

For managers, developing the ability to communicate effectively in coaching 

conversations may be particularly important. As managers transition into leadership roles, they 

must learn to balance task-related communication with developmental dialogue that supports 

employee learning. Understanding how FTMs develop and engage in these communication 

practices remains an important area of investigation within managerial coaching research. 

Impact of Developmental Coaching on Organizational Culture 

Developmental coaching can influence organizational culture by encouraging 

environments that support learning, reflection, and employee development. When coaching 

practices are integrated into everyday managerial interactions, they can shape how employees 

communicate, collaborate, and approach learning within the organization (Hunt & Weintraub, 

2017). In this sense, coaching extends beyond a performance management technique and 
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becomes part of a broader leadership approach that emphasizes employee growth and continuous 

learning. 

Organizations that emphasize developmental coaching often foster cultures that 

encourage learning and improvement. Managers who engage employees in reflective 

conversations, feedback, and developmental dialogue can help reinforce the importance of 

learning from experience and exploring new ideas. Hunt and Weintraub (2017) suggested that 

such coaching interactions may contribute to environments where employees feel supported  

in developing new capabilities and exploring professional growth opportunities. 

Coaching relationships may also influence communication patterns within organizations. 

Coaching conversations typically involve dialogue, questioning, and reflection, encouraging 

open communication between managers and employees. When employees feel their perspectives 

are valued and can discuss challenges openly, this can contribute to stronger trust and 

collaboration within teams (McCarthy & Milner, 2013). These communication patterns can 

gradually shape broader cultural norms related to feedback, learning, and knowledge sharing. 

In addition to shaping communication and learning behaviors, developmental coaching 

can contribute to employee engagement and commitment. Employees who perceive their 

managers as supportive of their development may feel more connected to their work and to the 

organization. Coaching conversations that focus on growth and development can therefore 

reinforce a culture in which employees feel encouraged to expand their skills and contribute to 

organizational goals (Lyons & Bandura, 2022). 

The relationship between coaching and organizational learning has also been explored 

within the broader literature on learning organizations. Marsick and Watkins (2013) described 

learning organizations as environments that intentionally support continuous learning, 
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knowledge sharing, and reflection across different levels of the organization. Within these 

environments, leadership practices, such as coaching, can play an important role in supporting 

employee learning and development. 

One tool commonly used to assess learning culture within organizations is the 

Dimensions of the Learning Organization Questionnaire (DLOQ), developed by Marsick and 

Watkins (2003). The DLOQ measures several dimensions associated with learning organizations, 

including continuous learning, inquiry and dialogue, team learning, empowerment, systems for 

capturing learning, connection to the external environment, and strategic leadership for learning. 

These dimensions reflect organizational conditions that support learning and development across 

teams and individuals. Coaching interactions often involve dialogue, reflection, and feedback; 

they may contribute to several of these dimensions of a learning organization. Coaching practices 

can encourage inquiry and dialogue, support team learning, and promote individual development 

through reflective conversations. As a result, coaching behaviors may serve as mechanisms for 

enacting learning-oriented organizational cultures. 

Understanding the relationship between coaching practices and learning culture provides 

an important context for examining how FTMs develop coaching capability in their leadership 

roles. In environments where learning and development are emphasized, managers may have 

greater opportunities to engage in coaching conversations and support employee growth. 

Exploring how FTMs experience and enact these coaching practices contributes to a deeper 

understanding of managerial coaching within organizational contexts. 

Impact of Developmental Coaching on Organizational Performance 

Developmental coaching has increasingly been recognized as a leadership practice that 

can contribute to organizational performance. Research across leadership and human resource 
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development literature has suggested that coaching practices can support both individual 

capability development and broader organizational effectiveness (Hunt & Weintraub, 2017). By 

encouraging reflection, learning, and skill development, coaching interactions may help align 

employee growth with organizational goals. 

The influence of coaching often extends beyond individual development to affect broader 

organizational outcomes. Ellinger et al. (2014) highlighted that managerial coaching behaviors 

can contribute to improved employee performance, learning, and adaptability. When managers 

engage employees in developmental conversations that emphasize feedback and reflection, 

employees may become more aware of their strengths and development needs, supporting 

improved performance and capability development over time. 

Coaching practices may also influence leadership development within organizations. 

Rosha and Lāce (2021) suggested that coaching interactions can enhance leadership capability  

by encouraging reflection, feedback, and learning from experience. Through these processes, 

managers may develop stronger critical thinking, communication, and decision-making skills.  

As managers improve their ability to support employee development, these capabilities can 

contribute to stronger leadership practices across the organization. 

In addition to leadership development, coaching has been associated with improved 

employee engagement and commitment. Employees who perceive their managers as supportive 

of their growth may be more motivated to contribute to organizational objectives (Zúñiga-

Collazos et al., 2019). Developmental coaching can therefore help create conditions in which 

employees feel encouraged to develop their skills while contributing to team and organizational 

performance. 
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Research has also suggested that organizations that encourage coaching behaviors  

among managers may benefit from stronger alignment between individual development and 

organizational strategy. When managers integrate coaching into their leadership practices, 

employee learning and capability development can become part of broader organizational 

performance goals (Ellinger et al., 2014). 

This body of literature has suggested that developmental coaching may contribute to 

organizational performance by supporting employee learning, leadership capability development, 

and engagement. While the specific outcomes may vary across organizational contexts, coaching 

practices can play an important role in shaping how managers support employee development 

and contribute to organizational effectiveness. 

Evidence Linking Effective Coaching to Improved Team Performance 

A growing body of research has examined the relationship between managerial coaching 

and team performance across organizational contexts. Although much of the early coaching 

literature focused on individual development, more recent studies have suggested that coaching 

behaviors can also influence team dynamics, collaboration, and collective performance 

outcomes. 

Managerial coaching behaviors have been associated with improvements in employee 

performance and work-related attitudes. Ellinger et al. (2010) found that managers’ coaching 

behaviors were positively related to employee performance and organizational citizenship 

behaviors. These findings suggested that coaching practices can contribute to improved service 

quality and broader organizational outcomes when managers actively support employee 

development. Research has also explored the role of coaching in clarifying team goals and 

responsibilities. Dahling et al. (2012) found that managerial coaching can help increase role 
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clarity and goal alignment among employees, which are important factors in effective team 

coordination. When managers engage in coaching conversations that clarify expectations  

and encourage reflection, team members may develop a stronger understanding of their 

responsibilities and how their work contributes to broader team objectives. 

Coaching practices may also support learning within teams. The relationship between 

organizational learning culture and performance, suggests that environments that encourage 

learning and reflection can contribute to improved organizational outcomes. Coaching 

interactions that emphasize dialogue, feedback, and reflection may therefore support the 

development of learning-oriented teams that are better able to adapt to changing organizational 

demands. 

Additional research has examined the impact of coaching on team collaboration and 

knowledge sharing. Nyfoudi et al. (2022) suggested that coaching-oriented leadership behaviors 

can strengthen collaboration by encouraging employees to engage in shared problem-solving and 

reflective dialogue. When managers encourage open communication and learning within teams, 

employees may be more willing to share knowledge and work collaboratively toward common 

goals. 

Coaching may also contribute to innovation and problem-solving within teams. Hagen 

(2012) noted that coaching interactions involving questioning, reflection, and developmental 

feedback can stimulate employees’ thinking and encourage the exploration of new ideas.  

By supporting reflective learning processes, coaching conversations may contribute to the 

development of more adaptive and innovative teams. 

This body of research has suggested that managerial coaching can influence team 

performance through several mechanisms, including improved communication, greater role 
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clarity, stronger collaboration, and enhanced learning within teams. While coaching is often 

discussed in terms of individual development, these studies indicated that coaching behaviors 

may also contribute to collective team outcomes. Understanding how early managers develop 

and apply coaching practices may therefore provide important insights into how coaching 

behaviors emerge within teams and how they contribute to team effectiveness in organizational 

settings. 

Section 3: Learning from Experience and Reflective Practice 

While managerial coaching literature has emphasized behaviors and frameworks, 

understanding how managers learn from experience provides a critical foundation for examining 

the development of coaching capability in practice. Learning From Experience (LFE) is 

fundamental to education and personal development, particularly for managers as they navigate 

their evolving leadership roles. John Dewey (1938) emphasized the importance of experiential 

learning through the principles of continuity and interaction. Dewey explained that “the principle 

of the continuity of experience means that every experience both takes up something from those 

which have gone before and modifies in some way the quality of those which come after” (p. 

27). The principle of interaction further suggests that an experience is shaped through a dynamic 

transaction between an individual and their environment (Dewey, 1938). Collectively, these 

principles highlight how learning emerges from ongoing engagement with experiences  

and contexts. 

Kolb’s (1984) experiential learning theory further enriched this perspective by offering a 

cyclical learning model that illustrates how individuals transform experience into knowledge. 

Kolb introduced this framework in his seminal work, Experiential Learning: Experience as the 

Source of Learning and Development, proposing a four-stage learning cycle comprising concrete 
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experience, reflective observation, abstract conceptualization, and active experimentation. 

Through this cycle, individuals engage with experiences, reflect on them, form conceptual 

insights, and then apply those insights to future situations. This model underscores how personal 

experiences shape learning outcomes, which is particularly relevant for new managers striving to 

develop their capabilities as developmental coaches. 

Research from outside the managerial context, such as Hoch and Deighton (1989), further 

emphasized that the process of LFE is influenced by individual factors, including task 

familiarity, motivation, and the ambiguity of the information environment. Their work 

highlighted the role of personal interpretation and contextual factors in shaping how individuals 

derive meaning from experiences. For managers, this suggests that the development of coaching 

capability may vary depending on the managers’ prior experiences, motivation to develop others, 

and the complexity of the organizational environment in which they operate. 

Boud et al. (1985) provided an additional framework for understanding experience-based 

learning by emphasizing the interaction between learners and their environments. Their work 

highlighted the importance of reflection as a mechanism through which individuals interpret 

experiences and construct meaning. Boud (1993) further advocated prioritizing learner 

experiences in educational settings, suggesting that engaging directly with lived experiences can 

enhance both teaching and learning outcomes. These insights are particularly relevant for FTMs, 

who must continually interpret their experiences as they develop their managerial and coaching 

practices in real organizational contexts. 

The significance of LFE also extends beyond individual development to organizational 

performance. Emden et al. (2004) explored how organizations learn from past experiences in 

international alliances, demonstrating that accumulated learning can reduce coordination 
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challenges and improve firm performance. These findings suggested that experiential learning 

not only shapes individual development but can also contribute to improved organizational 

outcomes. In managerial coaching, managers may draw on past experiences to refine their 

leadership approaches and improve team outcomes. 

Overall, the literature on LFE has emphasized the role of context, experience, and 

interpretation in shaping how individuals develop capability over time. For managers, these 

perspectives suggest that coaching capability emerges not from instruction alone, but from 

engagement with real managerial situations that require ongoing interpretation and adaptation. 

While foundational experiential learning theories have emphasized the role of experience and 

reflection, additional perspectives have extended this understanding by examining how 

individuals reinterpret experience and revise underlying assumptions over time. The work of 

Argyris and Schön (1978), later expanded by Argyris (1991), introduced the distinction between 

single-loop and double-loop learning, where single-loop learning focuses on improving actions 

within existing assumptions, while double-loop learning involves questioning and transforming 

those assumptions. For new managers, this distinction is particularly relevant. Early development 

may involve refining coaching techniques, but deeper capability emerges as managers begin to 

reconsider their beliefs about leadership, control, and development. 

Similarly, Jack Mezirow (1991, 2000) emphasized transformative learning as a process 

through which individuals revise their frames of reference through critical reflection. In early 

managerial roles, this transformation often involves shifting from an individual contributor 

mindset to a developmental leadership identity. Therefore, coaching capability is not only 

behavioral but also interpretive and identity based. 
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Together, these perspectives suggested that LFE is not limited to accumulating 

knowledge or refining skills. It also involves the ongoing reinterpretation of experience, the 

questioning of underlying assumptions, and the gradual formation of a leadership identity. For 

managers, coaching capability develops through this iterative process of experience, reflection, 

and meaning making within the realities of their organizational context. 

Importance of Experiential Learning in Managerial Roles 

Experiential learning plays a significant role in education and professional development, 

particularly for FTMs adapting to new leadership responsibilities. For managers, LFE is not 

merely an abstract academic concept but a practical necessity as they transition from individual 

contributor roles into managerial positions (Kolb, 1984). During this transition, new managers 

must adapt quickly to unfamiliar responsibilities, navigate evolving team dynamics, and develop 

their leadership and coaching capabilities. Learning through direct experience allows FTMs to 

interpret workplace challenges, reflect on their actions, and gradually refine their managerial 

approach. 

Reflecting on past experiences, including both successes and failures, is a critical aspect 

of this developmental process (Hunt & Weintraub, 2017). Experiences that initially appear as 

mistakes may become valuable learning opportunities that contribute to improved decision-

making and leadership capability. Collins & Holton (2004) suggested that errors encountered 

during the learning process should be understood as part of the developmental cost of training 

and growth. When managers engage in reflective learning, they can interpret these experiences 

constructively and integrate new insights into their leadership practices. 

Kolb’s (1984) experiential learning model further emphasized the importance of practical 

experience in shaping professional growth. His framework conceptualized learning as a cyclical 
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process consisting of concrete experience, reflective observation, abstract conceptualization, and 

active experimentation. Within managerial contexts, this cycle allows managers to draw insights 

from real workplace situations, reflect on their experiences, and apply new approaches in future 

interactions with their teams. This iterative process enables managers to translate theoretical 

understanding into practical leadership behaviors, particularly when developing coaching 

capabilities. 

Experiential learning opportunities can therefore play an important role in helping new 

managers navigate the complexities of leadership. Practical experiences allow managers to 

experiment with coaching conversations, performance feedback, and team development 

strategies while learning how these practices influence employee outcomes. Hunt and Weintraub 

(2017) highlighted the role of coaching in developing leadership capability, emphasizing that 

managers often strengthen their coaching effectiveness through experience and reflection rather 

than through formal instruction alone. 

Research has also suggested that experiential learning contributes to the development of 

interpersonal and leadership competencies. Grant et al. (2010) found that structured reflective 

coaching practices contributed to improved professional capabilities and leadership effectiveness 

in their study of coaching interventions within educational settings. Although their work focused 

on teachers, similar developmental processes may occur in managerial contexts as leaders reflect 

on their experiences and adjust their leadership behaviors. 

The development of interpersonal and leadership skills through experiential learning is 

also reflected in research on talent management and organizational performance. Aina and Atan 

(2020) found that leadership development practices, including coaching and mentoring, can 

contribute to sustainable organizational performance when integrated with broader talent 
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development strategies. For managers, developing interpersonal awareness, communication 

skills, and adaptability through experiential learning may therefore play a critical role in their 

ability to support employee development and team effectiveness. 

Organizations can support this learning process by fostering reflection, feedback, and 

experimentation in managerial practice. Opportunities such as mentoring relationships, coaching 

support, and reflective leadership development programs can provide FTMs with structured ways 

to learn from their experiences. These developmental environments allow managers to interpret 

workplace situations, experiment with leadership behaviors, and gradually refine their coaching 

practices. 

In summary, experiential learning is a critical mechanism through which FTMs develop 

their managerial and coaching capabilities. Through direct experience, reflection, and 

experimentation, new managers can build the interpersonal and leadership skills necessary to 

guide their teams effectively. Emphasizing experiential learning within organizations can 

therefore support the development of capable managers while fostering environments that 

encourage continuous learning and professional growth. 

Boud’s Framework for Reflective Practice 

Reflective practice is a foundational component of experiential learning, particularly for 

managers, developing their leadership and coaching capability. Boud’s framework (Boud et al., 

1985) positioned reflection as the mechanism through which experience is transformed into 

meaningful learning, enabling individuals to revisit, interpret, and re-evaluate workplace events. 

In doing so, individuals engage with both cognitive and emotional dimensions of experience, 

allowing them to make sense of their actions, reframe assumptions, and refine future behavior. 
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For new managers, this reflective work is especially critical as they navigate unfamiliar 

responsibilities, interpersonal dynamics, and evolving leadership expectations. 

The literature further suggested that reflective learning is shaped by both individual and 

contextual factors. Moon (2004) emphasized that learning is influenced not only by reflective 

capacity but also by the environment in which reflection occurs. Organizational conditions, 

including psychological safety, time for reflection, and developmental support, can either enable 

or constrain how managers interpret and apply their experiences. Within managerial and 

organizational development research, reflective practice is closely linked to effective coaching 

behavior. Ellinger et al. (2010) found that managers who engage in reflective leadership are 

better positioned to support employee growth, as coaching requires ongoing evaluation and 

adjustment of one’s approach. Collectively, Boud’s framework reinforced that learning from 

experience is not automatic. For managers, coaching capability develops through iterative cycles 

of experience, reflection, and adaptation, shaped by both internal meaning-making processes and 

the organizational contexts in which they operate. 

How FTMs Can Leverage Their Experiences for Coaching 

Managerial coaching has emerged as an important leadership practice for supporting 

employee development and enhancing organizational effectiveness (Salazar et al., 2012). The 

impact of coaching on frontline employee development and performance has gained increasing 

attention in the literature, with studies suggesting that managerial coaching can significantly 

improve employee outcomes, particularly when considering the employees’ career stage and 

developmental needs (Pousa et al., 2017). These findings are particularly relevant for FTMs who 

are learning to integrate coaching practices into their leadership roles as they navigate new 

managerial responsibilities. 
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LFE plays a critical role in shaping how managers develop their coaching capabilities.  

As managers encounter workplace challenges, their ability to interpret and reflect on these 

experiences can influence how they guide and support their team members. Experiential learning 

enables managers to draw insights from past interactions, refine their leadership behaviors, and 

adapt their coaching approaches to better support employee development. 

Research has suggested that managerial characteristics and decision-making tendencies 

may also influence leadership effectiveness. For example, Malmendier et al. (2010) examined 

how managerial traits, such as overconfidence, can influence corporate financial decision-

making. Although their research focused primarily on financial outcomes, their findings 

highlighted the broader importance of self-awareness in managerial roles. For FTMs developing 

coaching capabilities, understanding how personal tendencies and leadership styles influence 

decision-making may help managers recognize their strengths and areas for improvement as 

coaches. 

High-quality managerial practices have also been associated with improved 

organizational outcomes. Cox (2017) suggested that effective leadership practices, including 

coaching and developmental support, can contribute to stronger operating and financial 

performance within organizations. Coaching interactions that emphasize employee development, 

feedback, and learning may therefore play an important role in strengthening team capability and 

organizational effectiveness. 

Experiential learning is particularly valuable for managers because traditional managerial 

education may not fully prepare individuals for the complexities of leadership roles. Mintzberg 

(2004) argued that management education often focuses heavily on theoretical knowledge while 

overlooking the practical learning that occurs through real-world managerial experience. He 
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emphasized the importance of learning through managerial practice, where individuals interpret 

experiences, reflect on outcomes, and refine their leadership approaches over time. This 

perspective aligned closely with the principles of LFE, which emphasize reflection, awareness  

of personal strengths and limitations, and the development of practical knowledge through 

workplace interactions. 

In applied organizational contexts, managerial coaching has been shown to support 

employee development when managers engage in reflective leadership practices. Dawber (2019), 

for example, examined how managerial coaching behaviors supported employee development 

within an information technology department. The study emphasized the importance of 

managerial behaviors such as active listening, guidance, and developmental feedback in shaping 

employee growth. For managers, reflecting on their managerial experiences may help them 

identify which leadership behaviors are most effective when supporting employee learning. 

Research has also suggested that managerial experience can influence how leaders 

support specialized employees and knowledge workers. In organizational and operations 

contexts, Madiedo et al. (2019) found that leaders’ prior managerial and organizational task 

experience can improve specialized workers’ performance by enabling managers to better 

understand work processes and provide more targeted guidance. These findings suggest that 

FTMs may leverage their own experiences, both as former individual contributors and as 

emerging leaders, to tailor their coaching to their teams’ needs. 

Overall, the literature highlighted the value of experiential learning in shaping managerial 

coaching capability. As FTMs interpret their experiences, reflect on leadership challenges, and 

refine their coaching approaches, they may develop greater awareness of how their actions 

influence employee development and team performance. By leveraging their experiences as 
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learning opportunities, managers can strengthen their ability to support employee growth while 

contributing to a culture of continuous learning within their organizations. 

Organizational Context and Learning Systems Supporting FTM Development 

Understanding both personal and organizational learning needs is essential for new 

managers transitioning into leadership roles. These needs influence the development of 

managerial competencies while shaping how organizations support leadership growth. 

Identifying these learning requirements enables organizations to better prepare new managers  

for the complex responsibilities associated with leading teams and supporting employee 

development. 

Experiential learning plays a central role in this developmental process. Kolb (1984) 

emphasized that individuals learn most effectively through experiences that involve reflection, 

interpretation, and application. For managers, experiential learning is particularly valuable as 

they navigate unfamiliar leadership responsibilities and begin developing their managerial and 

coaching capabilities. Boud et al. (1985) further highlighted how personal experiences shape 

learning outcomes, emphasizing the importance of reflection in transforming experiences into 

meaningful knowledge. Through reflective engagement with their experiences, FTMs can deepen 

their understanding of leadership challenges and refine their coaching approaches. 

In addition to individual learning processes, organizations must also recognize the 

broader learning needs that influence leadership development. Identifying the capabilities 

required for future success while understanding the strengths of the existing workforce allows 

organizations to design development systems that effectively support new managers. When 

organizations actively assess these learning needs, managers may be better positioned to leverage 
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their experiences and foster development within their teams. These efforts help create learning-

oriented environments that support both individual and organizational growth. 

Organizational context also plays a significant role in shaping managerial coaching 

practices. Contextual factors such as organizational culture, policies, and human resource 

management practices can influence whether coaching behaviors are supported or constrained 

within organizations. Wang (2013) found that supportive human resource management practices, 

including training systems and managerial coaching initiatives, positively influenced employee 

innovation and performance outcomes. These findings suggested that organizational systems and 

policies can significantly shape how coaching practices are implemented in managerial roles. 

Further research highlighted the importance of contextual conditions that facilitate or 

hinder coaching practices. Research in the instruction and organizational coaching contexts, such 

as Hannan and Russell (2020), emphasized that organizational structures, cultural norms, and 

leadership expectations can influence the effectiveness of coaching behaviors. For managers, this 

means that the success of coaching practices often depends not only on individual managerial 

capability but also on the broader organizational environment in which coaching occurs. 

Within technology-driven and innovation-focused industries, these contextual influences 

may be particularly significant. Organizations characterized by rapid technological change 

require leadership practices that are adaptable and supportive of continuous learning. Budhiraja 

(2022) examined coaching behaviors in the information technology sector and found that 

facilitation-oriented coaching approaches contributed positively to employee development and 

contextual performance. These findings suggested that collaborative coaching approaches 

encouraging dialogue, learning, and development may be particularly effective in dynamic 

organizational environments. 
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In addition to contextual influences, organizational learning and development (L&D) 

systems play an important role in supporting the development of early career managers. 

Organizations increasingly recognize that leadership development initiatives must extend beyond 

traditional training programs to incorporate experiential learning opportunities that reflect real 

managerial challenges (Hunt & Weintraub, 2017). Integrating experiential learning approaches 

into leadership development programs allows FTMs to apply new knowledge in real workplace 

contexts while refining their leadership and coaching practices. 

One approach to supporting experiential learning is action learning projects, in which 

managers engage with real organizational challenges that require collaborative problem-solving 

and decision-making. These experiences allow managers to apply leadership concepts while 

reflecting on their actions and outcomes. Research has suggested that practical engagement with 

managerial work can help new leaders better understand the complexities of leadership roles and 

strengthen their capability to guide teams effectively. 

Equally important is integrating reflection and feedback into experiential learning 

processes. Reflective dialogue allows FTMs to examine their experiences, identify lessons 

learned, and apply those insights to future leadership situations. Feedback from experienced 

leaders, mentors, and peers can further support this process by providing alternative perspectives 

and helping new managers refine their leadership approaches. 

Evaluating the effectiveness of leadership development initiatives is also important for 

ensuring that learning programs support meaningful outcomes. While immediate participant 

reactions provide some insight into training experiences, organizations must also assess longer-

term outcomes such as managerial effectiveness, employee engagement, and team performance. 

Methods such as performance evaluations, 360-degree feedback processes, and employee 
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surveys can provide valuable information about how leadership development programs influence 

managerial practice over time. 

Finally, research has suggested that the experiences of FTMs themselves are often 

underrepresented in leadership development initiatives. Hill (2003) noted that many FTMs report 

feeling unprepared for the transition from individual contributor roles to managerial positions 

and frequently experience limited support during this transition. Incorporating the perspectives 

and experiences of FTMs into leadership development initiatives may therefore help 

organizations design programs that more effectively address the real challenges new managers 

face. 

Together, the literature highlighted the importance of aligning individual learning 

processes, organizational context, and leadership development systems when supporting FTMs. 

When organizations create environments that encourage experiential learning, reflection, and 

coaching development, managers may be better equipped to develop the leadership capabilities 

necessary to support employee growth and organizational success. This suggests that coaching 

capability is not solely an individual skill but is also shaped by the organizational conditions  

in which managers operate. Understanding how context enables or constrains coaching 

development is critical to understanding how FTMs learn to coach in practice. 

Conceptual Framework 

The conceptual framework for this dissertation was grounded in an understanding of 

managerial coaching as both a behavioral practice and a developmental process. Drawing on the 

work of Ibarra and Scoular (2019), the framework incorporated four coaching styles: directive, 

laissez-faire, situational, and nondirective, that represent a spectrum of managerial engagement. 

Situational coaching perspectives emphasize the need for managers to adapt their approach based 
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on context, balancing directive and nondirective behaviors in response to employee needs, task 

complexity, and organizational demands. 

Complementing this perspective, the GROW model (Whitmore, 2010) provided a 

structured conversational scaffold for coaching interactions, supporting managers in clarifying 

goals, assessing current realities, exploring options, and identifying actions. While situational 

coaching frameworks emphasize adaptability, structured dialogue models offer guidance for 

facilitating developmental conversations. 

Extending these perspectives, reflective learning theory highlighted how coaching 

capability develops over time. Boud’s model of reflection (Boud et al., 1985; Boud, 1993) 

positioned reflection as the mechanism through which experience becomes learning, enabling 

individuals to revisit, interpret, and re-evaluate events. Within managerial contexts, this process 

allows FTMs to make sense of their coaching interactions, process emotional and cognitive 

responses, and refine their leadership approach. 

While situational coaching frameworks, structured dialogue models, and reflective 

learning theories each offer valuable insights, they do not independently explain how coaching 

capability develops in practice. Rather than operating as discrete models, these perspectives 

interact within the lived experience of FTMs. Based on the literature reviewed, this study 

integrated these approaches by positioning coaching identity and contextual interpretation as 

preceding coaching behavior. Managers do not simply apply a framework; they interpret the 

situation, their role, and relational dynamics before determining how to engage. This interpretive 

process is shaped through experience, reflection, and identity formation. 

Figure 21 presents the conceptual framework guiding this study, illustrating how 

coaching capability develops through the integration of situational judgment, structured dialogue, 
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and reflective learning within a broader process of identity formation and contextual 

sensemaking. 

Figure 2.1 

Conceptual Framework 

 

Conclusion and Implications for Research 

This literature review has highlighted the important role of developmental coaching in 

shaping effective FTMs who can support both employee development and organizational 

performance. Transitioning into a managerial role presents unique challenges, and managerial 

coaching has emerged as an important leadership practice for helping new managers navigate 

these responsibilities. The literature reviewed in this chapter suggested that coaching practices 

can positively influence employee engagement, performance, and professional development 

while contributing to broader organizational learning and adaptability. 
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A central theme across the literature was the importance of experiential learning and 

reflection in the development of managerial coaching capability. Experiential learning 

frameworks (Boud et al., 1985; Kolb, 1984) emphasized that individuals develop professional 

competencies through cycles of experience, reflection, and application. For FTMs, these learning 

processes are particularly important as they transition from individual contributor roles into 

leadership positions. Through reflective engagement with their experiences, managers can refine 

their coaching approaches and develop greater awareness of how their leadership behaviors 

influence employee development. 

The literature also highlighted the importance of organizational context in shaping 

managerial coaching practices. Organizational culture, human resource management practices, 

and leadership expectations can either support or constrain the effectiveness of coaching 

behaviors (McCarthy & Milner, 2013; Wang, 2013). Supportive organizational environments 

that encourage learning, reflection, and feedback may therefore play a critical role in enabling 

FTMs to develop effective coaching practices. Learning and development programs that 

incorporate experiential learning opportunities, reflective dialogue, and coaching development 

initiatives may further support the growth of new managers. 

Despite the growing interest in managerial coaching, the literature revealed several 

important gaps. While existing research has examined the relationship between managerial 

coaching and employee outcomes, relatively little research has explored how FTMs develop 

coaching capabilities as they transition into managerial roles. Much of the existing literature has 

focused on coaching models and theoretical frameworks rather than the lived experiences of 

managers learning to coach in real organizational contexts. This gap highlights the need for 
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research that examines how FTMs interpret their experiences, develop coaching practices, and 

navigate the challenges of becoming developmental coaches. 

The findings from this literature review suggested several implications for both practice 

and future research. Organizations seeking to strengthen leadership development should 

prioritize learning and development initiatives that incorporate experiential learning and 

reflective practice. Leadership development programs designed for FTMs may benefit from 

integrating coaching training, mentoring opportunities, and reflective learning processes to help 

new managers interpret their experiences and refine their leadership approaches. Creating 

supportive organizational environments that encourage dialogue, feedback, and continuous 

learning may further enhance the development of managerial coaching capability. 

Future research can also contribute to a deeper understanding of how FTMs develop 

coaching practices. Qualitative research approaches may provide valuable insight into the lived 

experiences of FTMs as they learn to coach and support employee development. Such research 

can help identify the contextual, relational, and experiential factors that influence how new 

managers interpret and apply coaching practices within their teams. Further exploration of the 

influence of organizational culture, industry context, and technological change on managerial 

coaching practices may also provide valuable insights for leadership development initiatives. 

By addressing these gaps, future research can contribute to a more comprehensive 

understanding of how FTMs develop coaching capability and how organizations can better 

support the transition into managerial roles. As organizations continue to face complex and 

evolving challenges, strengthening the coaching capabilities of new managers may play an 

important role in fostering learning-oriented environments and supporting sustainable 

organizational growth. Collectively, the literature suggested that while coaching is widely 
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promoted as a leadership capability, its development is not well understood in early managerial 

roles. Existing research has emphasized models, behaviors, and outcomes, but provided limited 

insight into how managers learn to coach through experience. This study addressed that gap by 

examining how FTMs develop coaching capability through lived experience, reflection, and 

identity formation within a real organizational context. 
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Chapter 3: Methods 

This chapter presents the research approach used to examine how first-time managers 

(FTMs) develop coaching capability in their early managerial roles. Guided by a constructivist 

research paradigm (Guba & Lincoln, 1994), this qualitative case study explored how FTMs 

interpret, practice, and learn developmental coaching within their everyday work. The study was 

conducted within a fast-growing European technology organization operating in a dynamic 

digital environment. This design aligned with the recommendations of Creswell (2014), Maxwell 

(2013), and Merriam and Tisdell (2016), who noted that qualitative case studies are well-suited 

for examining complex experiences in real-world organizational contexts. 

The study also drew on Marsick and Watkins’s theory of informal and incidental learning 

(Marsick et al., 2018; Marsick & Watkins, 2003) to understand how FTMs develop coaching 

capability through experience. Data were collected through semi-structured interviews using 

Nicolini’s (2009) Interview to the Double (ITTD) method, along with Marsick and Watkins’s 

(2003) Dimensions of the Learning Organization Questionnaire (DLOQ). Together, these 

sources provided insight into the learning environment surrounding FTMs as well as how 

coaching practices unfolded within the flow of daily work. 

This chapter describes the research design, participant selection, and data collection 

procedures used in the study. It also outlines the analytic approach used to interpret the interview 

data and identify cross-case patterns. Finally, the chapter addresses steps taken to ensure 

trustworthiness and ethical research practices and discusses limitations relevant to the study. 

Study Design 

The researcher used a qualitative case study design (Yin, 2017), which is well-suited for 

examining the subtle processes that occur as FTMs develop coaching capabilities in their early 
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leadership roles (Ladyshewsky, 2010). This approach enabled an in-depth exploration of 

experiences within a single organizational context, providing rich insights into the everyday 

realities of managerial coaching practice (Ladyshewsky, 2010). Qualitative methods are 

particularly effective for understanding individual perspectives and the contextual factors that 

shape how people interpret and carry out their work. In this study, the case study design enabled 

a closer examination of how FTMs navigated the transition into managerial roles while 

simultaneously learning to support others’ development (Adele et al., 2022). 

The study was conducted within a fast-growing European technology organization 

operating in a dynamic digital environment. This explorative case study approach allowed the 

researcher to examine how organizational culture, leadership development practices, and 

everyday work pressures shaped the development of coaching capability among FTMs (Dawber, 

2019). This made it possible to explore how these experiences unfolded within a shared context 

while still capturing variation across participants. 

Data were collected from eight participants working in managerial roles within the 

organization. Semi-structured interviews were conducted using Nicolini’s (2009) ITTD 

technique to explore participants’ lived experiences of managerial coaching. In addition, the 

DLOQ developed by Marsick and Watkins (2003) was used to provide contextual insight into  

the learning environment surrounding these managers. Together, these sources allowed the 

researcher to examine both the everyday experiences of FTMs and the broader organizational 

conditions influencing how coaching capability developed in practice. 

Constructivist Research Paradigm 

This study was guided by a constructivist research paradigm (Guba & Lincoln, 1994), 

which focused on how knowledge is co-created through interactions between the researcher and 
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participants. A constructivist approach emphasizes understanding how individuals interpret and 

make meaning of their experiences within specific contexts. In this research, the paradigm 

shaped how FTMs interpreted their roles as developmental coaches and how those interpretations 

evolved through everyday managerial experiences. This study examined how managers made 

sense of coaching while learning to lead others; a constructivist perspective was well-suited for 

capturing the complexity of these lived experiences (Adele et al., 2022). 

Within this paradigm, knowledge is not viewed as a single objective reality but rather  

as something shaped through interaction, reflection, and interpretation. The researcher and 

participants both contributed to the development of understanding through dialogue and shared 

reflection. In this study, participants described their managerial practices and coaching 

experiences through in-depth interviews, while the researcher interpreted these narratives to 

identify patterns across cases. This process allowed multiple perspectives and meanings to 

emerge from the data, reflecting the different realities experienced by FTMs as they developed 

their coaching capabilities. 

To provide additional context for the organizational learning environment surrounding 

these experiences, the researcher also used the DLOQ developed by Marsick and Watkins 

(2003). The DLOQ is designed to assess key elements of organizational learning culture and has 

been widely used to examine how learning environments support leadership and development 

practices (Marsick & Watkins, 2003; Marsick et al., 2018). In this study, the DLOQ provided 

contextual insight into the broader learning environment in which FTMs operated. Combined 

with the ITTD method (Nicolini, 2009), these sources helped situate participants’ experiences 

within the organizational conditions that shaped how coaching capability developed in practice 
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(Dawber, 2019). This approach strengthened the study by allowing interview findings to be 

interpreted alongside broader indicators of the organizational learning environment. 

Rationale for Qualitative Case Study 

Qualitative research is essential for exploring the intricate process that FTMs experience 

when taking on managerial roles (Bolander et al., 2019). This methodology enabled the 

researcher to examine the complex experiences of the participants to gain an understanding that 

may be difficult to obtain through quantitative research (Ladyshewsky, 2010). When FTMs face 

new challenges in coaching, a qualitative case study can reveal the subtleties of their coaching 

practices (Hannan & Russell, 2020) and the organizational conditions that affect their learning 

(Dawber, 2019). Yin (2017) pointed out that the case study design is well-suited for research that 

aims to describe current conditions and understand complex social processes within real-world 

settings. Furthermore, Adele et al. (2022) described qualitative case studies as research 

approaches that seek to uncover meaning and understanding, where the researcher serves as the 

primary instrument for data collection and analysis and uses inductive reasoning to produce 

detailed findings. 

The design of this study aligned closely with the research questions, focusing on the 

coaching responsibilities of FTMs and the challenges they encounter as they learn to support 

others’ development while managing their own work (Dawber, 2019). To explore these 

experiences, the researcher conducted in-depth interviews using Nicolini’s (2009) ITTD method 

to investigate how FTMs experienced and interpreted their role as developmental coaches  

within the flow of their daily work. 
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Description of Qualitative Case Study Methodology 

The qualitative case study methodology involved a detailed analysis of particular 

instances within a specific context. This research was based on eight FTMs working within a 

fast-growing European technology organization operating in a dynamic digital environment. This 

qualitative study helped the researcher understand how these managers enacted developmental 

coaching within the context of the organization’s culture and everyday work dynamics 

(Ladyshewsky, 2010). According to Yin (2017), case studies are well-suited for investigating 

complex social phenomena in real-life settings. This approach enabled the investigation of how 

FTMs moved into managerial coaching roles, how they navigated social interactions with their 

teams, what difficulties they encountered, and what kind of learning occurred as they developed 

coaching capability (Bolander et al., 2019). Examining a single organization also enabled a 

systemic perspective on the relationship between individual experiences and the broader 

organizational environment that shapes them (Dawber, 2019). 

Using Maxwell’s (2013) framework for qualitative research design, the researcher paid 

close attention to the alignment between the study’s goals, conceptual framework, research 

questions, methods, and considerations of validity. In addition, consistent with Creswell’s (2014) 

defining features of qualitative case study research, the study focused on the case’s specificity 

and the goal of developing an in-depth understanding of the phenomenon. Data analysis drew  

on multiple sources, including the DLOQ and ITTD interviews, and emphasized interpreting 

patterns and themes identified across participants’ experiences. 

This study addressed the following research question and sub-questions: 
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Primary Research Question 

How do FTMs develop coaching for development capabilities through experiential 

learning within the context of their early managerial role? 

Sub-questions 

1. How do FTMs interpret and enact the role of a developmental coach as part of their 

managerial responsibilities? 

2. What challenges do FTMs encounter when attempting to integrate developmental 

coaching into their daily leadership, and how do they navigate these obstacles? 

3. How do managers, mentors, and organizational contexts support FTMs in developing 

their capacity to coach for growth? 

The qualitative case study design helped answer these questions by providing a deeper 

understanding of the experiences of FTMs as developmental coaches and the organizational 

factors that influenced their development (Baxter & Jack, 2008). Semi-structured interviews 

using Nicolini’s (2009) ITTD method, along with contextual insights from the DLOQ (Marsick 

& Watkins, 2003), provided a richer understanding of how coaching capability developed within 

the flow of everyday managerial work. 

Research Questions, Interview Protocol, and Areas of the Literature Review 

The research questions were closely connected to the topics and gaps identified in 

Chapter 2 and to the interview protocol used in this study. The goal of linking these elements 

was to position the study within the broader discourse on managerial coaching and leadership 

development. By aligning the research questions with the literature and interview protocol, the 

researcher was able to investigate how FTMs interpreted and enacted developmental coaching 

while also exploring the challenges and organizational conditions shaping those experiences. 
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This alignment allowed the study to build on existing theories of managerial coaching and 

leadership development while extending the understanding of how FTMs experience coaching in 

practice. 

Table 3.1 links the research questions to the relevant areas of the literature review and the 

ITTD protocol questions used during the interviews. 

Site Selection and Sampling Method 

The research was conducted within a European technology organization, offering a 

meaningful opportunity to examine the roles of FTMs in a fast-paced digital environment. 

Organizations operating in technology sectors often work under conditions that require managers 

to support team development while navigating rapid delivery expectations and evolving 

organizational priorities. This context provided a relevant setting for exploring how FTMs 

developed coaching capability within the flow of their everyday managerial responsibilities. The 

organization’s European operations also offered a culturally diverse context that enriched the 

study of managerial coaching practices. 

For the purpose of this study, FTMs were defined using a developmental lens rather than 

a strictly positional one. While participants were selected based on having approximately 0 to 5 

years of people management experience, this definition did not require that individuals be in 

their first formal managerial role. Instead, the focus was on early-stage managerial development, 

where individuals were actively forming coaching capability, judgment, and leadership identity 

in practice. This approach enabled a more accurate representation of how managerial learning 

unfolds in dynamic organizational contexts. This distinction was particularly important in fast-

paced organizational environments, where role transitions and accelerated leadership pathways 

may not align neatly with traditional definitions of first-time management. 
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Table 3.1 

Research Questions, Interview Protocol, and Areas of the Literature Review 

Research Question Interview Questions (ITTD) Relevant Literature Review 
Sections 

How do FTMs interpret  
and enact the role of a 
developmental coach as  
part of their managerial 
responsibilities? 

Walk me through a recent day 
as a manager. Please describe 
an interaction you had with a 
team member related to their 
professional growth. 

The Manager as Coach 
(Section 1) 

If I were stepping into your 
role tomorrow as your 
“double,” what would I need 
to know to guide your team 
members the way you do? 

Expectations Placed on 
Managers as Coaches 

When you think about your 
role as a manager, how do you 
describe the coaching part of 
it? What does developmental 
coaching mean to you? 

Effective Managerial 
Coaching; Models of 
Managerial Coaching 

What challenges do FTMs 
encounter when attempting to 
integrate developmental 
coaching into their daily 
leadership, and how do they 
navigate these obstacles? 

Tell me about a time when 
coaching for growth did not go 
as planned. What made it 
difficult? 

Challenges Faced by New 
Managers in Adopting a 
Coaching Practice 
 

What kinds of things make it 
harder to focus on growth or 
development goals with your 
team members? 

Lack of Formal Training and 
Support Systems 

How do you balance 
immediate priorities with 
helping your team grow long 
term? 

Balancing Managerial 
Responsibilities with Coaching 
Duties 

How do managers, mentors, 
and organizational contexts 
support FTMs in developing 
their capacity to coach for 
growth? 

How has your manager, a 
mentor, or an experienced peer 
helped you develop your 
coaching skills? 

Learning from Experience 
(Section 3); Importance of 
Experiential Learning in 
Managerial Roles 

If someone wanted to 
understand how your growth 
as a coach is supported, what 
would they need to know 
about your environment or 
relationships? 

Contextual Factors in Shaping 
Coaching Practices; Impact of 
Developmental Coaching on 
Organizational Culture 
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The final sample was comprised of eight FTMs with up to 5 years of managerial 

experience. This allowed the researcher to explore how individuals in the early stages of their 

managerial careers interpreted and practiced developmental coaching within the broader 

responsibilities of leadership. Focusing on FTMs at this stage was important because it captured 

the early learning curve associated with transitioning into managerial roles and the challenges 

managers encounter as they begin supporting the development of others (McCarthy & Milner, 

2019). A smaller, focused sample size is consistent with qualitative research approaches that 

prioritize depth of understanding over statistical representation. 

The final sample reflected variation in managerial tenure within an early-stage 

developmental range. While most participants had between 3 and 5 years of management 

experience, one participant had more extensive prior managerial experience and contributed 

retrospective insight into early managerial development. This variation was retained to enrich 

understanding of how coaching capability evolves over time while maintaining the study’s 

primary focus on early-stage managerial learning. 

Participants expressed interest in the study through an internal invitation shared within 

the organization. A contact within the organization distributed a brief opt-in form to eligible 

FTMs, allowing individuals to indicate their interest in participating. Those who opted in were 

then contacted directly by the researcher and provided with additional information about the 

study and the next steps for participation. 

Participation involved two stages. First, interested participants completed an online 

survey that included the DLOQ developed by Marsick and Watkins (2003). The survey provided 

contextual insight into the learning environment surrounding FTMs within the organization. 

After completing the survey, participants were invited to schedule a follow-up interview with the 
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researcher. These interviews were conducted virtually using Nicolini’s (2009) ITTD method and 

focused on participants’ experiences developing coaching capability in their managerial roles. 

Participation in both the survey and interview was voluntary, and participants were 

informed that their responses would remain confidential and would not be connected to their 

employment within the organization. With approval from the Teachers College Institutional 

Review Board (IRB), survey participants were eligible to enter a drawing for a small incentive, 

and those who completed the follow-up interview received a modest thank-you gift for their 

time. All procedures followed the ethical guidelines established under the approved IRB 

protocol. 

Selecting a single organizational setting allowed the researcher to develop a deeper 

understanding of the cultural and contextual factors shaping coaching practices within that 

environment (Kim et al., 2015). While focusing on one organization may limit the 

generalizability of findings, this approach was consistent with qualitative case study research, 

which prioritizes detailed, contextually grounded analysis of a phenomenon. By examining the 

experiences of FTMs within a shared organizational setting, the study explored how individual 

experiences of managerial coaching were shaped by broader organizational dynamics. 

In addition, the study incorporated the DLOQ developed by Marsick and Watkins (2003) 

to provide contextual insight into the learning environment surrounding FTMs. The DLOQ  

has been widely used to assess organizational learning culture and leadership development 

environments, and subsequent research has examined the instrument’s application and validity 

across organizational contexts (Kim et al., 2015). In this study, the instrument provided 

additional insight into the organizational learning environment in which FTMs developed their 

coaching practices. 
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Methods for Assuring Protection of Human Subjects 

Ethical considerations were central to the design and conduct of this study. All research 

procedures followed the guidelines established by the Teachers College IRB to ensure the 

protection of participant rights and confidentiality. Given that the study involved participants 

working within a European organization, the researcher also adhered to the requirements of the 

General Data Protection Regulation (GDPR). IRB approval was obtained before any data 

collection began, and the study procedures were reviewed in consultation with the organization’s 

compliance leadership to ensure alignment with internal data protection standards and GDPR 

requirements. 

Several ethical principles guided the research process, including respect for persons, 

informed consent, and responsible data handling. Participants received clear information about 

the purpose of the study, the types of data being collected, and how that information would be 

used (European Commission, n.d.). Participation was entirely voluntary, and participants were 

informed that they could withdraw from the study at any time without consequence. Informed 

consent was obtained before participation in both the survey and interview portions of the 

research. 

The study also adhered to the principles of data minimization and confidentiality. Only 

information necessary to address the research questions was collected. Identifying information 

was removed from interview transcripts, and pseudonyms were used in all records and reporting 

to prevent identification of individual participants. All research data were stored on password-

protected devices accessible only to the researcher. 

Participants were also informed of their rights under GDPR, including the ability to 

access their data, request corrections, request deletion, or restrict processing where applicable 
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(European Commission, n.d.). Personal data were retained only for the period necessary to 

complete the research and were handled in accordance with institutional and GDPR data 

protection standards. 

Additional steps were taken to ensure that participants experienced the research process 

as respectful and supportive. Interviews were conducted in a conversational format designed to 

encourage open reflection while minimizing potential discomfort. Participants were also given 

the opportunity to review interview transcripts and clarify any statements if needed to support  

an accurate interpretation of their experiences. The researcher maintained a reflexive journal 

throughout the study to remain attentive to potential biases during both data collection and 

analysis. 

Overall, the study posed minimal risk to participants. Ethical approval from the Teachers 

College IRB confirmed that the research procedures met established standards for the protection 

of human subjects and that the potential benefits of the study outweighed any minimal risks 

associated with participation (Guidance for Researchers on the Implications of the General Data 

Protection Regulation and the Data Protection Act 2018, 2023). 

Overview of Information Needed 

This study gathered various types of information to better understand how FTMs develop 

coaching capabilities in their early managerial roles. Data included participant demographic  

and background information, such as managerial tenure, team context, and prior leadership 

experience. These details provided context for interpreting the experiences described in the 

interviews. 

In addition to demographic information, the researcher collected data on FTMs’ 

perceptions of their coaching practices and experiences transitioning into managerial roles. 
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Reflection-based interview questions were used to explore how FTMs interpreted their coaching 

responsibilities, applied coaching in everyday work situations, and navigated the challenges of 

supporting their team members’ development. 

To provide additional context about the organizational learning environment surrounding 

these experiences, the study also incorporated the DLOQ developed by Marsick and Watkins 

(2003). The DLOQ assesses several aspects of organizational learning culture, including 

continuous learning, dialogue and inquiry, and team learning (Marsick & Watkins, 2018). 

Together, these sources helped provide a more complete picture of both the individual 

experiences of FTMs and the broader learning environment in which their coaching capability 

developed. Table 3.2 presents an overview of the plan used to collect and analyze the data for 

this study. 

Description of Data Collection Procedures 

Data collection in this study consisted of two primary sources: an online survey and 

follow-up interviews using Nicolini’s (2009) ITTD method. The interviews were designed to 

help FTMs describe their experiences and practices of developmental coaching in their everyday 

managerial work. 

The ITTD approach asks participants to imagine that the researcher is their “double” who 

will take over their role the following day. Participants guide the researcher through what they 

need to know to perform their work in the same way, including how they lead their teams and 

support employee development. This method encourages participants to reflect on their daily 

routines, decision-making processes, and coaching practices in a detailed and practical way 

(Nicolini, 2009). By walking the researcher through real situations and interactions, participants 
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were able to describe how coaching unfolded in the flow of their work and how they interpreted 

their role as developmental coaches. 

Table 3.2 

Data Collection and Analysis Plan 

Information Needed Data Collection Method Data Analysis Methods 

Demographic profile of FTMs 
(time in managerial role, years  
as people manager, functional 
area, team size, prior leadership 
training, age range, gender, 
education level) 

Demographic questions included 
in the survey instrument 

Descriptive statistics used to 
summarize participant 
characteristics and provide 
context for interpreting 
interview findings 

Organizational learning 
environment surrounding  
FTMs 

Dimensions of the Learning 
Organization Questionnaire 
(DLOQ) administered through  
the survey 

Review of DLOQ subscales to 
provide contextual insight into 
the organizational learning 
environment 

First-hand accounts of how 
FTMs develop and apply 
coaching behaviors in their 
managerial roles 

Semi-structured interviews using 
the Interview to the Double 
(ITTD) methodology 
(approximately 60 minutes) 

Thematic coding using 
qualitative analysis software 
(NVivo) with both deductive 
and inductive coding 

Perceptions of experiential 
learning and organizational 
supports shaping coaching 
development 

Questions integrated throughout 
the ITTD interview protocol 

Codes grouped into patterns and 
themes related to experiential 
learning 

Reflections on barriers and 
enablers influencing managerial 
coaching practices 

Follow-up prompts within the 
interview protocol 

Cross-case comparison and 
synthesis of emerging themes 

 

Interviews were conducted virtually using Google Meet to accommodate participants 

working in different locations. Each interview lasted approximately 60 minutes and was  

audio-recorded with the participant’s consent. The recordings were transcribed using Gemini 

transcription software to ensure accuracy and to support subsequent coding and analysis. The 

interview protocol was designed to elicit detailed narratives about participants’ experiences as 
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FTMs, including examples of coaching interactions, challenges encountered when supporting 

employee development, and reflections on how their coaching practices had evolved over time. 

Prior to the interviews, participants completed an online survey that included the DLOQ 

developed by Marsick and Watkins (2003). The survey also included demographic questions 

used to contextualize the interview sample. The DLOQ provided insight into participants’ 

perceptions of the organizational learning environment, including aspects such as continuous 

learning, dialogue and inquiry, and team learning (Marsick et al., 2018). Previous research has 

shown that the instrument can help assess how organizational environments support leadership 

development and learning practices (Kim et al., 2015). In this study, survey data provided 

additional context on how organizational learning conditions influenced the development of 

coaching capability among FTMs. 

All data collection procedures were conducted in alignment with the ethical standards 

described earlier in this chapter, including compliance with GDPR requirements and approval 

from the Teachers College IRB. Participants provided informed consent prior to participation 

and were reminded that participation was voluntary, and they could withdraw from the study at 

any time. 

Data Triangulation 

Data triangulation was used to strengthen the study’s credibility by combining insights 

from multiple sources (Baxter & Jack, 2008). In this research, triangulation occurred through the 

integration of interview data, survey responses, and the relevant literature guiding the study. 

Bringing these sources together allowed the researcher to examine the experiences of FTMs from 

multiple perspectives and to better understand how individual experiences connected to the 

broader organizational context. 
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The primary source of data for the study came from the ITTD interviews, which provided 

detailed narratives describing how FTMs interpreted and practiced developmental coaching in 

their everyday managerial work (Nicolini, 2009). These narratives were then considered 

alongside insights from the survey, including the DLOQ developed by Marsick and Watkins 

(2003). The DLOQ provided contextual insight into the organizational learning environment in 

which FTMs were working, including areas such as continuous learning, dialogue and inquiry, 

and team learning (Marsick et al., 2018). 

Triangulation enabled the researcher to examine both convergent and divergent patterns 

across these data sources (Fromm et al., 2021). For example, interview narratives describing 

challenges in supporting employee development could be considered alongside participants’ 

perceptions of the organizational learning environment captured in the survey. Comparing these 

sources helped provide a fuller understanding of how organizational conditions influenced the 

development of coaching capability among FTMs. 

Using an iterative approach to triangulation helped ensure that interpretations remained 

grounded in the data. Rather than relying on a single source of evidence, the researcher 

compared patterns across interviews, survey insights, and the existing literature to develop a 

richer and more balanced understanding of the experiences of FTMs in their early managerial 

roles. 

Methods for Data Analysis 

Data analysis followed a structured, iterative thematic approach to identify patterns in 

how FTMs developed coaching capability in practice. The analysis followed a thematic approach 

informed by Braun and Clarke (2006) and incorporated an iterative coding process consistent 

with qualitative case study research. 
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The analysis process began with familiarization with the data. The analytic process 

unfolded in sequential phases, moving from initial familiarization and coding to code refinement, 

cross-case comparison, and thematic development. Each interview was transcribed using Gemini 

software and reviewed multiple times to develop an initial understanding of participant 

experiences. During this stage, the researcher recorded early observations, questions, and 

reflections in a reflexive memo journal. These memos captured immediate impressions from the 

interviews and helped identify potential areas of meaning related to the research questions. 

Maintaining this reflexive record allowed the researcher to document emerging ideas while 

remaining attentive to how personal interpretations and assumptions might shape the analysis. 

Participants were referred to using numeric identifiers (e.g., P01, P02) to preserve 

anonymity and indicate sequence of participation. Initial coding began with the transcript from 

Participant P03. The researcher conducted line-by-line coding to identify meaningful text 

segments related to coaching practices, learning experiences, and organizational context. These 

early codes included both deductive codes informed by the research questions and conceptual 

framework as well as emergent codes that arose directly from participant narratives. After this 

initial coding, two additional transcripts, P05 and P07, were analyzed to compare patterns across 

participants with diverse backgrounds, genders, and managerial experience. 

Based on this early coding work, the researcher developed a preliminary codebook. 

Similar codes were combined, redundant codes were removed, and definitions were refined to 

clarify how each code should be applied. The refined codebook was then used to code the 

remaining transcripts, ensuring consistency across the full set of interviews. After coding all 

transcripts, the researcher examined relationships among the codes to identify recurring patterns 

across participants. As part of this process, the researcher used visual mapping on flipcharts to 
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organize and compare codes, allowing related concepts to be grouped together while redundant 

codes were consolidated or removed. This visual process supported the identification of broader 

patterns across the dataset. 

Through this iterative review, the codes were grouped into three higher-order analytic 

clusters representing key dimensions of how FTMs experienced and developed coaching 

capability in their roles. During this stage of analysis, it became clear that these clusters were 

closely aligned with the three research sub-questions guiding the study. From these clusters, six 

themes were identified that captured the central patterns emerging from the data. Two themes 

were associated with each research sub-question, forming the structure for organizing the 

findings presented in Chapter 4. 

Qualitative data analysis software, NVivo, was used during a subsequent review of the 

transcripts to support the organization of the coded data and to confirm the stability of patterns 

identified during manual coding. This second-pass review helped validate the coding’s 

consistency and provided additional support for the thematic structure developed through the 

analysis. 

Survey data from the DLOQ were analyzed separately to provide contextual insight into 

the organizational learning environment in which FTMs were working. Rather than serving as a 

primary analytic dataset, the survey results helped situate participant experiences within the 

broader organizational context and were used to support the triangulation of findings across data 

sources. 

Throughout the analysis process, the researcher continued documenting reflections and 

analytic insights in the reflexive memo journal. These memos supported ongoing interpretation 
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of the data and helped ensure that the themes presented in the findings chapter remained 

grounded in the experiences described by participants (Bradshaw et al., 2017; Lochmiller, 2021). 

Credibility and Trustworthiness 

Several strategies were used to strengthen the credibility and trustworthiness of this 

study. In qualitative research, credibility refers to the extent to which findings accurately 

reflect participants’ experiences and interpretations of the phenomenon under study (Yin, 

2017). A reflexive memo journal was maintained throughout the analytic process to 

document coding decisions, emerging patterns, and interpretive insights. These memos 

captured observations during data familiarization, coding, and theme development, 

creating a transparent record of how interpretations evolved over time. 

An iterative coding process contributed to the dependability of the findings. Initial 

codes were developed through detailed analysis of early transcripts, after which the 

codebook was refined and applied consistently across the remaining interviews. This 

process supported both consistency in coding and openness to new insights emerging from 

the data. 

Data triangulation further strengthened the credibility of the findings. Interview 

data were considered alongside survey responses from the DLOQ and relevant literature 

guiding the study. Comparing these sources enabled the identification of patterns across 

multiple perspectives and supported a more comprehensive understanding of how FTMs 

developed coaching capability in practice (Baxter & Jack, 2008). 

Participants were also given the opportunity to review portions of their interview 

transcripts to ensure accuracy of representation. This process supported the faithful capture 

of participant perspectives and allowed for clarification where needed. 
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Finally, NVivo qualitative data analysis software was used to support the 

systematic organization of coded data and to assess the consistency of patterns identified 

during manual coding. Together, these strategies enhanced the study’s credibility, 

dependability, and transparency. 

Limitations of the Study 

Several limitations should be considered in relation to the study design. First, the research 

focused on FTMs within a single organizational context. While this enabled an in-depth 

understanding of participants’ experiences within a shared environment, the findings may have 

limited transferability to other organizational settings with different structures, cultures, or 

approaches to managerial development (Yin, 2017). 

Second, the study relied primarily on self-reported data collected through interviews. 

Participants’ accounts of their coaching practices and developmental experiences may have been 

influenced by memory, interpretation, or social desirability. Although the ITTD method supports 

detailed descriptions of everyday work practices (Nicolini, 2009), some differences between 

described and enacted behavior may have remained. 

Third, the researcher served as the primary instrument for data collection and analysis, 

which introduced the potential for interpretive bias. To address this, the researcher maintained a 

reflexive memo journal throughout the research process to document assumptions, analytic 

decisions, and evolving interpretations. 

Finally, survey data from the DLOQ were used to provide contextual insight rather than 

being a primary dataset for statistical analysis. As such, conclusions about the organizational 

learning environment should be interpreted as contextual rather than generalizable. 
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Chapter Summary 

This chapter described the research design and methods used to examine how FTMs 

develop coaching capability during the early stages of their managerial roles. The study 

employed a qualitative case-study approach grounded in a constructivist research paradigm, 

enabling an in-depth exploration of how managers interpret and practice developmental coaching 

in their everyday work environments. Data were collected through a survey and follow-up 

interviews using Nicolini’s Interview to the Double (ITTD) method. The survey included 

demographic questions and the Dimensions of the Learning Organization Questionnaire (DLOQ) 

to provide contextual insight into the organizational learning environment. Interview transcripts 

were analyzed using an iterative coding and thematic analysis process that included reflexive 

memoing, codebook development, and cross-case comparison. The chapter also outlined 

procedures to strengthen credibility and trustworthiness as well as the study’s limitations. The 

next chapter presents the findings from the analysis of participants’ experiences. 
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Chapter 4: Findings 

Chapter Overview 

This chapter presents findings from an explorative, qualitative study on how first-time 

managers (FTMs) in a fast-paced European technology company develop coaching capabilities 

through experience. The findings are organized around three research sub-questions and use the 

Interview to the Double (ITTD) technique (Nicolini, 2009) narratives to show how managers 

understand, practice, and are challenged with coaching in their daily work. Participant excerpts 

are used to highlight themes while keeping each person’s unique context and voice. 

Across all eight cases, coaching did not emerge as a single skill that managers could 

simply apply. Instead, it was an evolving practice woven into the flow of their daily work. 

Participants described coaching as being shaped by real-time, situated judgment, where decisions 

about when and how to coach were made within specific relational and organizational contexts. 

This required them to navigate competing demands, emotional risks, and uncertainty. Rather 

than developing solely through formal training, coaching capability grew gradually through 

experience, reflection, informal learning, and social interaction on the job. 

These patterns were strikingly consistent across organizational levels, including among 

several senior leaders with limited experience managing people. This reflects a reality in fast-

paced tech companies, where leadership responsibility often outpaces managerial experience. 

Consequently, early managerial learning was not limited to entry-level roles; it extended into 

senior positions where individuals continued to develop coaching judgment through lived 

experience rather than just their rank. 

Overall, coaching for development emerged as a relational, judgment-based practice tied 

to how managers form their professional identity. Coaching was described not just as a task, but 
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as part of how they came to understand themselves as leaders over time. Following the 

presentation of findings, this chapter concludes by synthesizing the resulting patterns to prepare 

for a deeper look at existing research, learning theory, and practical implications for HR and 

leadership development. 

Participant Overview 

The findings drew on eight cases of managers working within a fast-paced European 

technology organization. In terms of time in the current managerial role, three participants were 

in their first 1 to 2 years, while five were in the 3-to-5-year range. In terms of total years as a 

people manager, one participant had 1 to 2 years of experience, six had between 3 and 5 years of 

experience, and one participant had more than 15 years of managerial experience. This more 

experienced participant offered retrospective reflections on early managerial growth and 

provided additional contrast across the sample. While the study focused on FTMs, the term was 

defined here as individuals in the early stages of managerial development rather than strictly 

those in their first managerial role. As reflected in the sample, some participants had prior 

managerial experience but were still within the first 5 years of developing their managerial and 

coaching practice. Table 4.1 presents an overview of participant characteristics. 

Participants held roles across multiple functional areas and worked in remote, hybrid,  

and co-located environments characterized by high delivery expectations, rapid change, and 

sustained performance pressure. Across the sample, participants were responsible for balancing 

people leadership with delivery outcomes, often with limited formal preparation for coaching 

responsibilities. While most participants reported some prior exposure to coaching or leadership 

training, this was typically limited in depth, and few had extensive experience being coached 

themselves. Participants consistently emphasized that their understanding of coaching evolved 
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primarily through lived experience in the role rather than through formal instruction alone. This 

section provides descriptive grounding for the findings that follow. 

Table 4.1 

Participant Demographic Characteristics (Interview Sample, n = 8) 

Participant 
ID 

Time in 
Current 

Role 

Total 
Years as 
People 

Manager 

Function # Direct 
Reports 

Prior 
Training Age Range Gender 

Highest 
Level of 

Education 

P01 1-2 yr 1-2 yr Marketing 4-7 Yes 31-35 Male Bachelor’s 

P02 3-5 yr 3-5 yr HR 4-7 Yes 41+ Female Bachelor’s 

P03 3-5 yr 3-5 yr Finance 1-3 No 31-35 Male Bachelor’s 

P04 1-2 yr 15+ yr HR 8-10 Yes 41+ Male Master’s/ 
Doctoral 
Studies 

P05 1-2 yr 3-5 yr HR 10+ Yes 36-40 Female Bachelor’s 

P06 3-5 yr 3-5 yr Tech 
Executive 

4-7 Yes 41+ Male High 
School 

P07 3-5 yr 3-5 yr Marketing 8-10 Yes 31-35 Female Bachelor’s 

P08 3-5 yr 3-5 yr HR 1-3 Yes 41+ Female Master’s 

 

Participant Profiles and Contextual Variation 

Seven participants aligned with the broader focus of the study on managers in the earlier 

stages of managerial development, with between 1 and 5 total years of people management 

experience. One participant (P04) had more than 15 years of managerial tenure and offered 

retrospective reflections on early managerial development. Instead of functioning solely as an 

outlier, this participant provided a useful developmental contrast that illuminated how coaching 

judgment may evolve over time. 
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In terms of time in the current role, three participants were in their first 1 to 2 years, 

including one manager with 1 to 2 total years of people management experience (P01), one with 

3 to 5 total years of experience (P05), and one with more than 15 years of prior managerial 

experience who was relatively new to the current role (P04). Five participants were in the 3-to-5-

year range in their current role (P02, P03, P06, P07, and P08). This variation is important 

because it shows that time in role and total years of managerial experience did not always align 

neatly. 

The sample also reflected variation in function, training background, and education  

level. Participants worked across marketing, Human Resources (HR), finance, and executive 

leadership. Most reported prior coaching or leadership training, although one participant reported 

no prior formal training (P03). Educational backgrounds also varied, ranging from high school to 

master’s and doctoral studies. These differences provide additional context, but they did not 

appear to fundamentally alter how coaching was understood across the sample. What seemed to 

vary more clearly was the level of confidence and comfort with enacting coaching in practice. 

Three participants held relatively senior titles, including Director, Vice President, and 

executive-level roles, despite having only 3 to 5 years of total people management experience. 

The additional Director-level participant with more than 15 years of experience contributed 

retrospective reflections on earlier managerial growth. This pattern reflected accelerated 

leadership pathways common in technology organizations, where formal seniority does not 

always align with depth of managerial experience. Across these varying levels of tenure and title, 

participants described many of the same coaching tensions, suggesting that developmental 

growth is shaped more strongly by experiential exposure and situational demands than by formal 

position alone. 
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Of the eight participants, four identified as women and four identified as men. While 

gender was not a primary analytic lens in this study, this variation contributed to the broader 

relational and contextual range reflected in the interviews. Together, these differences in role 

tenure, total managerial experience, function, training, and background provided grounding for 

understanding how coaching for development was interpreted, enacted, and learned across cases. 

Analytic Approach 

All interviews were conducted using the Interview to the Double (ITTD) method 

(Nicolini, 2009) and were transcribed using Gemini transcription software, followed by manual 

review to ensure accuracy and fidelity to participants’ original language. The ITTD approach 

invited participants to describe their role as if preparing a “double” to step into it the next day, 

helping to surface what is actually done in practice rather than what is typically described in 

more general discussions of coaching and leadership. Consistent with a practice-based approach 

(Gherardi, 2019; Nicolini, 2012), the analysis therefore focused on how managers described their 

day-to-day actions, decisions, and adaptations in context. 

The analysis followed a structured yet iterative process, beginning with a subset of 

transcripts to develop and refine the coding approach, and then extending across all cases to 

identify patterns. Coding drew on both deductive concepts informed by the research questions, 

literature, and conceptual framework as well as inductive insights that emerged directly from 

participants’ accounts. Through repeated engagement with the data, patterns were identified in 

how managers interpreted, enacted, and developed coaching capability in practice. 

Cross-case comparison was used to examine both shared patterns and important variation 

across participants, including differences related to experience and context. These patterns were 

then grouped into broader thematic clusters that formed the basis of the findings presented in this 
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chapter. NVivo qualitative data analysis software was used in a secondary analytic pass to 

support the organization of coded data, assess consistency across transcripts, and validate the 

stability of patterns identified during manual coding. 

Through this process, three higher-level analytic clusters emerged: (a) enactment of 

coaching in everyday managerial work, (b) structural and emotional constraints shaping coaching 

practice, and (c) social learning and identity formation in coaching development. These clusters 

are presented below through six themes, with two themes within each cluster, and are aligned 

with the study’s research sub-questions. 

While there were strong shared patterns across participants, there were also meaningful 

differences depending on where managers were in their experience. For clarity, the findings 

reflected three general groupings: those in their first 1 to 2 years in role, those with 

approximately 3 to 5 years of experience, and one more experienced manager reflecting back  

on early managerial development. These differences shaped how coaching was understood and 

enacted in practice. 

Findings Related to Research Sub-Question 1 

How do first-time managers interpret and enact the role of a developmental coach 

as part of their managerial responsibilities? 

Across all eight cases, participants did not describe coaching as a formal activity, a 

scheduled session, or a specific managerial skill. Instead, coaching appeared as part of how 

managers made sense of situations and responded in the everyday flow of work. Participants 

rarely mentioned formal “coaching sessions.” Instead, they described making moment-to-

moment judgments about how to respond to situations, frame feedback, and support learning 
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while still delivering results. In this way, developmental support was woven into routine 

managerial interactions, often without being explicitly labeled as coaching in the moment. 

Theme 1: Enacting Coaching as Everyday Managerial Sensemaking 

Across interviews, coaching did not appear as something added onto managerial work. 

Instead, it appeared as part of the work itself. Participants described coaching as something that 

happened through everyday decisions, relational awareness, and adjusting to the situation rather 

than as a separate or specialized activity. 

Coaching Embedded in the Flow of Everyday Work 

Managers in the 3-to-5-year range most clearly described coaching as something that 

occurred before, during, and after work events rather than within designated developmental 

spaces. Coaching intent appeared during meeting preparation, informal check-ins, post-project 

reflections, and spontaneous conversations following outcomes. One participant emphasized how 

feedback and development were closely connected: “Development has to be part of feedback. 

Otherwise, feedback is not really helpful. It’s not just about saying what went wrong or right,  

but helping them think differently next time” (P05). Instead of separating developmental 

conversations from task-related work, participants described learning as unfolding within 

execution. As one manager explained, “Feedback is something I do regularly. Development is 

something I see over time. It’s not one conversation. It’s watching how someone grows after 

multiple moments” (P07). 

Several managers, particularly those with more experience in the role, noted that 

coaching often emerged in small, easily overlooked moments. One explained, “I would set you 

up with some basic directions, but then also leave a lot of room. I want to see how you approach 

it, and then we talk about it afterward” (P06). Another described learning becoming clearer after 
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outcomes: “After something happens, that’s when the learning really comes in. You talk through 

what worked, what didn’t, and what they might try next time” (P02). Across cases, coaching was 

not described as an additional activity layered onto work. Instead, it was embedded in the same 

conversations used to coordinate tasks, solve problems, and reflect on results. 

Sensemaking Through Judgment Rather Than Technique 

Participants consistently described coaching as an exercise of judgment rather than the 

application of a fixed technique. While some mentioned exposure to coaching frameworks or 

leadership training, they rarely described consciously applying those models in the moment. 

Instead, coaching decisions were situational and shaped by experience, relational awareness, and 

contextual cues. 

Managers described constantly calibrating when to step in and when to step back, 

considering factors such as confidence, task stakes, relational trust, and psychological safety. 

One participant reflected, “Sometimes you want to jump in because you know the answer, but 

you have to pause and ask yourself, is this a moment for me to step in or a moment for them to 

figure it out?” (P04). Another described how this judgment developed over time: “Early on, I 

probably jumped in too much. Over time, I learned that sometimes the best thing is to let them 

try, even if it’s not perfect” (P01). 

Instead of following a formula exclusively, participants described relying on patterns 

recognized through experience. As one manager explained, “You start to recognize patterns.  

You know when someone needs direction and when they need space. That’s not something a 

framework tells you. You learn it by doing” (P08). In this way, coaching depended less on 

technical mastery and more on the ability to navigate ambiguity through lived managerial 

experience. 
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Coaching Happens Even When It Is Not Labeled 

Participants frequently described coaching as something they did without explicitly 

labeling it. Developmental conversations were embedded in everyday exchanges and often went 

unrecognized as distinct coaching moments. As one participant explained, “I don’t think of it as 

coaching when I’m doing it. It’s just how I talk to my team. It’s only when I step back that I 

realize, oh, that was coaching” (P03). Another manager shared a similar perspective: “It’s not 

like I sit down and say, now we are coaching. It’s just part of how we work through things 

together” (P07). 

With coaching rarely labeled in the moment, participants often evaluated its impact 

indirectly. Managers described looking for signs such as increased confidence, greater 

ownership, or improvements in performance over time. As one participant reflected, “You don’t 

always know if it worked. Sometimes you only see it weeks later, or in how they show up 

differently” (P06). Across cases, coaching was enacted as an embedded, judgment-based practice 

rather than as a clearly defined managerial intervention. 

Cross-Case Synthesis 

Across the eight interviews, coaching emerged as an everyday practice for making sense 

of managerial work. While participants defined coaching similarly, their confidence in exercising 

judgment varied by experience. Tenured managers were more comfortable stepping back to 

allow for learning, while newer managers felt a stronger impulse to intervene. These differences 

suggested a developmental progression in practice rather than a disagreement on what coaching 

is. Ultimately, participants viewed coaching as a relational practice woven into routine 

interactions rather than a separate role. 
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Theme 2: Coaching Is Relational Before It Is Technical 

Across the eight cases, participants emphasized that coaching effectiveness depended 

primarily on the quality of the relationship rather than on techniques or frameworks. Trust, 

psychological safety, and perceived credibility consistently surfaced as prerequisites for 

meaningful developmental conversations. Coaching was not described as something applied 

uniformly across individuals. Instead, it was enacted relationally and shaped by context, timing, 

and emotional readiness. Participants noted that poorly timed or poorly grounded coaching could 

strain relationships, undermine confidence, or trigger defensiveness. As a result, decisions about 

whether and how to coach were guided less by technical knowledge and more by relational 

judgment. 

Trust and Psychological Safety as Preconditions 

Across participants, trust and psychological safety were consistently described as 

foundational, although managers earlier in their role spoke more cautiously about how to 

establish this in practice. Developmental conversations depended not only on the content 

of feedback, but also on whether employees felt safe enough to receive it and whether the 

manager was perceived as credible and well-intentioned. As one participant stated, “It 

depends who gives the feedback. You have to believe in them. If you don’t trust where it’s 

coming from, it doesn’t land the same way” (P05). Another added, “I always ask them 

how often they want one-on-ones. I want them to feel comfortable first. If they don’t feel 

safe, coaching just doesn’t work” (P07). 

Trust was described as something built gradually through consistency, follow-through, 

and relational presence. Early in managerial relationships, participants reported being more 

cautious: “Early on, I was careful. I didn’t want to push too hard because we were still building 
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that relationship. Once trust was there, coaching became easier” (P01). Without psychological 

safety, coaching was viewed not only as ineffective but also as potentially counterproductive. 

Relational History and Timing Shape Coaching Choices 

Managers with 3 to 5 years of experience more explicitly described how coaching 

decisions depended on relational history and timing, often referencing a growing ability to read 

situations before responding. Before offering feedback, managers assessed emotional cues, 

previous interactions, workload, and the general context. As one participant noted, “If I’m not in 

the right state or they’re not ready, then it’s not the right moment to coach. Even if the feedback 

is valid, timing matters” (P04). Another added, “Sometimes they’re already overwhelmed. 

Adding coaching on top of that would just shut them down” (P06). 

Delaying these conversations was viewed as intentional restraint rather than avoidance. 

For newer managers especially, learning when not to intervene was a key sign of developmental 

growth. One reflected, “At first, I felt like I had to address everything right away. Over time, I 

learned that sometimes saying nothing in the moment is actually the better decision” (P01). 

Managers also adjusted their directness based on how well they knew the employee, reinforcing 

that coaching was a situational practice rather than a one-size-fits-all approach. 

Empathy and Perspective Taking Over Advice Giving 

Participants framed effective coaching as being grounded in empathy rather than just 

giving instructions. Instead of focusing immediately on solutions, managers described asking 

questions, normalizing challenges, and occasionally sharing their own personal experiences to 

reduce defensiveness and build a connection: “I don’t try to fix it for them. I try to understand 

what they’re experiencing and help them see it differently” (P08). Another manager shared, 
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“Sometimes just saying, ‘This is normal, I’ve been there too,’ changes everything. It takes the 

pressure off” (P06). 

Sharing personal experience was used as a “relational bridge” rather than a way to give 

orders. “I’ll share my experience if it helps them feel less alone, but I’m careful not to make it 

about me or tell them what to do” (P04). Across the interviews, participants contrasted this 

approach with past experiences of impersonal or overly directive coaching. This reinforced their 

focus on empathy, credibility, and being sensitive to the relationship. 

Cross-Case Synthesis 

Across all eight interviews, coaching was consistently described as relational before it 

was technical. While familiarity with coaching frameworks varied, participants agreed that 

technique alone was insufficient without trust and psychological safety. What differed was not 

the managers’ commitment to development, but how quickly they felt comfortable engaging in 

deeper developmental conversations, often shaped by tenure and relational history. Overall, 

participants understood coaching as a practice shaped by trust, timing, empathy, and contextual 

judgment. This relational grounding helps explain the structural tensions and emotional risks 

explored in the themes that follow. 

Findings Related to Research Sub-Question 2 

What challenges do first-time managers encounter when attempting to integrate 

developmental coaching into their daily leadership, and how do they navigate these 

obstacles? 

Theme 3: Balancing Delivery Pressure with Developmental Intent 

Across participants, the tension between delivery and development was consistently 

present, although it was described most acutely by those in the 3-to-5-year range navigating 
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increasing responsibility. While they always intended to coach, the intensity of the workload, the 

lack of time, and the performance demands determined when development actually occurred. 

Instead of seeing delivery and development as equal priorities, managers made constant trade-

offs where coaching was shortened, delayed, or woven directly into daily tasks. Participants  

did not see this tension as a lack of commitment to growth, but rather as a result of their 

environment. Coaching decisions were driven by urgency and the consequences of slowing down 

work, requiring them to judge in the moment if a deep developmental conversation was even 

possible. 

Time Scarcity and Performance Pressure as Structural Constraints 

Limited time was the primary obstacle. In fast-paced environments with tight deadlines, 

there were few opportunities for long coaching talks. “Development is not a weekly thing. 

Sometimes it’s just about keeping things moving” (P07). Another manager noted, “There’s 

always something urgent. If we miss a deadline, that has real consequences, so sometimes 

development has to wait” (P02). 

While managers valued development, they noted that the way work was designed did not 

always support it: “I care a lot about growth, but the reality is the business doesn’t always give 

you the time to do it the way you want” (P05). This pressure was seen as a workplace constraint 

rather than a personal failure. Managers were not avoiding coaching; they were simply 

navigating competing demands. 

Integrating Coaching Into Task Execution 

Instead of giving up on development when busy, managers adapted by embedding 

coaching into task-related talk. Feedback was often condensed into quick exchanges during the 

work itself: “Sometimes I need to be very direct because we’re about to go into a meeting and 
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there is no time for a coaching conversation” (P04). Another explained, “I’ll give them feedback 

while we’re working through the task. It’s not a separate thing. It’s just part of how we get the 

work done” (P06). While they admitted this limited the depth of the coaching, they saw it as a 

practical adjustment: “Ideally, you’d sit down and really talk it through. But sometimes you have 

to plant a seed and come back to it later” (P01). In this way, coaching remained part of the job, 

even as the environment reshaped its form. 

Deferring Development Without Abandoning It 

Several managers, particularly those with more experience, described intentionally 

postponing deeper developmental conversations during periods of heightened urgency. When 

delivery pressure intensified, coaching was sometimes delayed rather than eliminated. As one 

participant explained, “If everything is on fire, that’s not the moment for development. You get 

through it first, then you talk about what we learned” (P08). Another noted a similar approach: 

“I’ll think, okay, this isn’t the time, but I’m not forgetting it. We’ll come back to it when things 

calm down” (P03). 

All managers framed this deferral as intentional restraint rather than avoidance. At the 

same time, they acknowledged an ongoing risk: When pressure remained constant, follow-up 

conversations could easily be crowded out. In this way, coaching required continual negotiation 

within structural constraints rather than relying solely on individual commitment. 

Cross-Case Synthesis 

Across all eight interviews, balancing delivery and development emerged as a shared  

and defining challenge. Managers differed in whether they tended to integrate coaching into 

execution or defer it during periods of pressure, but competing demands were universal across 

managers. Coaching was therefore enacted under constraint rather than in ideal developmental 
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conditions. This structural tension helps explain the emotional and relational labor explored in 

the following theme. 

Theme 4: Coaching Involves Emotional Risk and Uncertainty 

Across all eight cases, participants described coaching as emotionally exposed work. 

Conversations often touched on performance gaps, confidence, identity, and career goals, topics 

that carry heavy relational weight. Managers approached these talks with caution, knowing that 

even well-intentioned feedback could unintentionally impede trust or confidence. Rather than 

seeing coaching as a simple procedure, participants emphasized the “emotional labor” of 

deciding what to say and how to say it. Coaching required emotional steadiness just as much  

as good judgment. 

Fear of Misstepping and Causing Harm 

Managers earlier in their role, particularly the manager within their first 2 years, 

expressed concern about saying the wrong thing, especially as they were still building their own 

credibility: “We’re afraid to call it out because it might be the wrong thing to say. You don’t 

want to crush someone or make them doubt themselves” (P03). Another added, “You’re 

thinking, how is this going to land? Are they going to walk away feeling motivated or defeated?” 

(P06). Many managers linked this caution to their own past experiences with bad feedback: “I’ve 

had feedback before that made me question my career and my skills. I never want to do that to 

someone else” (P05). Because the stakes felt so high, managers constantly weighed the potential 

for growth against the risk of damaging the relationship. 

Emotional Labor and Self-Monitoring 

Across participants, coaching required ongoing emotional regulation, although this was 

described as requiring more focused effort and deliberation among newer managers. They 
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focused heavily on reading reactions and maintaining their own composure: “You’re constantly 

reading the room. You’re watching their reactions, adjusting what you say, and trying to stay 

calm yourself” (P04). One manager reflected on their growth: “At first, I would go in with 

emotion. Over time, I learned to take a step back and focus on facts, so I didn’t escalate things” 

(P06). This self-monitoring was the strongest among newer managers who felt less certain of 

their authority. 

Learning Through Discomfort 

While emotional risk caused hesitation, participants also saw discomfort as a means of 

growth. Awkward or imperfect moments often became the best teachers: “It didn’t land the way I 

wanted, and that stayed with me. But it also taught me what not to do next time” (P01). Another 

noted, “Those uncomfortable moments are actually where you learn the most. You realize what 

works and what doesn’t” (P04). Over time, managers became more confident in navigating these 

difficult waters: “You never stop feeling that risk completely, but you get better at trusting 

yourself and knowing you can handle it” (P08). 

Cross-Case Synthesis 

Emotional risk was a consistent feature across all eight cases. While everyone 

experienced fear of misstepping and the need for self-monitoring, the intensity of these feelings 

varied by experience level. More tenured managers were steadier, while newer managers were 

more hesitant and vigilant. This suggests a developmental progression; managers do not stop 

feeling discomfort, but they grow their capacity to stay present and effective within it. 
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Findings Related to Research Sub-Question 3 

How do managers, mentors, and organizational contexts support first-time 

managers in developing their capacity to coach for growth? 

Theme 5: Coaching Capability Is Socially and Informally Learned 

Across all eight interviews, participants described developing coaching capability 

primarily through social and informal learning rather than through formal training alone. While 

some referenced leadership programs or coaching frameworks, these were described as only 

partial preparation for the complexity of real organizational contexts. Instead, coaching 

capability was developed through observation, feedback, peer dialogue, and repeated exposure to 

developmental conversations. In this way, coaching was learned in a relationship rather than in 

isolation. 

Learning Through Observation and Role Modeling 

Managers across all experience levels described learning through observation, although 

those earlier in their role relied more heavily on role modeling as a primary source of guidance. 

Observation provided concrete examples of tone, timing, restraint, and repair that could not be 

fully conveyed through theory alone: “I copied all the good and not the bad from managers  

I’ve seen in my life. You learn what works and what doesn’t just by watching” (P06). Another 

added, “Seeing how other leaders handled tough conversations made it feel possible. It wasn’t 

theoretical anymore” (P02). Role models were especially influential when they were perceived 

as credible, grounded, and relatable: “It helped when the person coaching was someone I  

could actually see myself becoming, not just someone talking about it in a training” (P05). 

Observation provided practical reference points that formal instruction alone could not supply, 

translating abstract guidance into lived examples. 
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Feedback and Reflection Following Coaching Attempts 

Participants also described learning through outcomes and reflection. Reactions from 

team members, informal feedback, and delayed signals of impact shaped subsequent coaching 

choices: “I was surprised by how good it landed. That’s when I realized that less effort can 

actually be more” (P08). Another added, “Sometimes you think you handled something well,  

and then you realize later it didn’t land. That sticks with you” (P01). Learning often occurred 

retrospectively. Managers adjusted their approach not because a framework prescribed change, 

but because experience revealed consequences. Coaching capability evolved through noticing 

outcomes, recalibrating, and trying again. 

Peer Sensemaking and Informal Learning Support 

Peers also served as an important source of normalization and perspective. Informal 

conversations with other managers created space to test interpretations, surface uncertainty, and 

reduce isolation: “Talking it through with another manager helps you realize you’re not alone 

and that there isn’t always a right answer” (P03). Another stated, “It helps to talk to someone 

who’s dealing with the same things. You can compare notes and see how others approach it” 

(P07). These exchanges were typically self-initiated rather than formally structured. What also 

became visible across these accounts was that much of this development was not happening 

through formal training. Instead, it was unfolding informally, through experience, observation, 

and interaction with others. In this sense, elements of Wenger’s (1998) communities of practice 

were present here, where learning occurs through participation in the work itself. 

Learning Through Repetition and Exposure 

Participants consistently described coaching capability as developing gradually through 

repeated experience. Conversations that initially felt awkward or uncertain became more natural 
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over time: “The coaching part became more natural the more I practiced. At first, it felt 

awkward, and then over time it just became part of how I lead” (P07). Another added, “The more 

you go through these conversations, the less scary they become. You start trusting yourself 

more” (P04). Capability was therefore described not as sudden mastery, but as cumulative 

growth shaped through practice, reflection, and relational feedback. 

Cross-Case Synthesis 

Across all interviews, observation, feedback, peer dialogue, and repeated experience 

consistently supported coaching development. While access to role models and informal 

networks varied, reliance on socially situated learning processes was universal. Participants did 

not describe becoming coaches solely through formal training or certification. Instead, they 

described developing coaching capability through interaction, exposure, and reflection within 

real relational contexts. Coaching capability, therefore, emerged not as isolated skill acquisition, 

but as relational development shaped through ongoing engagement with others. 

Theme 6: Coaching Development as Identity Formation Through Experience 

Across all eight cases, developing as a coach was less about learning specific skills and 

more about the broader process of becoming a manager. Participants described shifts in their 

confidence and how they saw themselves as leaders over time. These changes were shaped by 

repeated coaching attempts, emotional experiences, and reflection on their results. Coaching 

ability did not come before their identity as a manager; instead, the two grew together. This 

journey was not a straight line, but a process of experimenting, hesitating, and gradually gaining 

confidence through lived experience. The more experienced manager, reflecting back on early 

managerial development, reinforced that these challenges do not disappear but rather evolve over 

time.  
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Shifts in Self-Concept and Perceived Legitimacy 

Managers, either in their first 1 to 2 years or just past the 3-year mark in the role, more 

explicitly described uncertainty around their legitimacy to coach others, uncertain about whether 

they had the “right” to coach others while they were still learning themselves: “At first, it felt 

strange to coach others when I was still figuring things out myself. I wasn’t sure I had the right to 

do it” (P01). Another added, “You wonder, who am I to tell someone how to grow when I’m still 

learning?” (P03). Legitimacy was not something granted by a title or a training course. Instead, it 

emerged slowly as managers saw the impact of their work: “Eventually, you stop questioning 

whether you should be coaching and start focusing on how to do it well” (P07). 

Learning Through Reflection on Outcomes 

Learning by doing was central to how these managers formed their professional 

identities. They reflected on both successes and failures to refine their approach: “I learned a lot 

from seeing what not to do. Bad experiences stick with you and shape how you show up later” 

(P03). Seeing an employee grow helped the role feel more meaningful: “When you see someone 

grow or take more ownership, that’s when it clicks that what you’re doing matters” (P08). This 

cycle of acting, reflecting, and adjusting was constant and iterative. 

Tolerating Ambiguity and Trusting Judgment 

A major part of this development was becoming more comfortable with uncertainty. 

Early on, managers sought clear rules or formulas, but over time, they learned to trust their 

instincts: “At first, you want clear answers. Later, you realize there aren’t any. You just get better 

at making decisions without knowing for sure” (P06). As another noted, “You stop looking for a 

formula and start trusting your instincts more” (P04). 
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Integration Into Managerial Identity 

Ultimately, participants stopped seeing coaching as an extra task and began to see it as a 

core part of who they are as leaders: “It’s not something I think about separately anymore. It’s 

just part of how I lead” (P07). This shift changed their overall view of leadership: “Coaching 

changed how I see leadership. It’s less about control and more about helping people grow” 

(P05). They did not describe reaching “mastery,” but rather a new way of inhabiting their role 

over time. 

Cross-Case Synthesis 

Identity was a major theme for all eight participants. While the pace of development 

varied, everyone saw coaching as tied to their growth as leaders. The main difference was how 

secure they felt in the role. Coaching development is not just about gaining skills; it is an 

evolving process of learning how to lead through real-world experience. 

Survey Findings: DLOQ as Contextual and Triangulating Evidence 

The DLOQ (Marsick & Watkins, 2003) was used to provide context for the interview 

findings, revealing the learning environment rather than testing causal relationships. Data from 

10 survey respondents were used to add environmental texture and strengthen the interpretation 

of the ITTD narratives (Nicolini, 2009). 

Respondent Profile and Context 

Survey respondents were early- to mid-career managers at a European technology 

organization, with 10 completing the survey and 8 participating in interviews. The group was 

60% male and 40% female, mostly with 1 to 5 years of management experience and diverse 

leadership training backgrounds. 
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Individual, Team, and Organizational-Level Learning Conditions 

On a six-point scale, mean DLOQ (Marsick & Watkins, 2003) scores (see Table 4.2) for 

individual (3.90), team (3.94), and organizational (4.19) learning conditions were moderately 

positive, suggesting generally supportive perceptions with some variability. Individual learning 

was marked by open dialogue, team learning featured moderate collaboration, and organizational 

learning indicated strong, albeit varied, support for developmental values and leadership. 

Table 4.2 

Mean DLOQ Scores by Learning Level (1–6 Scale) 

Learning Level Mean Score (1-6 Scale) 

Individual-Level  3.90 

Team Level Learning 3.94 

Organizational Level 4.19 
 

Cross-Data Triangulation and Interpretation 

Taken together, the DLOQ survey findings supported and added context to the qualitative 

results. The survey responses described an environment that values dialogue, collaboration, and 

leadership support for development. Within this supportive climate, coaching-for-development 

emerged not as a formal, mandatory skill but as a relational practice that occurs naturally in daily 

work. The DLOQ data complemented the interview findings, helping to explain how coaching 

can develop informally in an organization that values learning while facing the high-performance 

demands of the tech industry. Overall, these survey findings supported the interview themes and 

placed coaching development within the organization’s reality. 
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Chapter Summary 

This chapter presented the findings from a qualitative, exploratory study revealing that 

first-time managers (FTMs) develop coaching-for-development capabilities as an embedded, 

relational practice shaped by experience, situational judgment, and emotional risk rather than 

formal training. Based on the eight interview cases using the Interview to the Double (ITTD)  

(Nicolini, 2009) and Dimensions of the Learning Organization Questionnaire (DLOQ) (Marsick 

& Watkins, 2003) survey data, the study showed that coaching capability evolves through social, 

informal, and experiential learning, integrating into managerial identity over time. In the next 

chapter, the interpretation, limitations, recommendations for future research, and conclusions are 

discussed in full. 
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Chapter 5: Discussion, Implications, and Conclusion 

Overview of the Study 

This study examined how first-time managers (FTMs) develop coaching-for-development 

capability through experiential learning during their first 5 years in the role. Using the Interview 

to the Double (ITTD) method (Nicolini, 2009), the research surfaced the lived reality of 

managerial practice as it unfolds within a European-based technology organization. To situate 

these personal accounts within the broader organizational landscape, the Dimensions of the 

Learning Organization Questionnaire (DLOQ) was utilized for contextual triangulation (Marsick 

& Watkins, 2003). 

These findings suggest that coaching capability is best understood as a developmental 

process grounded in experience, judgment, and identity formation within context. Rather than 

emerging from the consistent application of structured frameworks, coaching develops as 

managers learn to interpret situation, navigate relational dynamics, and make real-time decisions 

under pressure. This reframes coaching capability from a discrete skill set to an integrated way of 

leading, shaped through ongoing engagement with the complexities of everyday managerial 

work.  

Approach to Data Preparation and Analysis 

Interviews were transcribed and manually reviewed to ensure the accuracy of the 

participants’ original language and tone. The analysis followed an iterative process, beginning 

with an intensive immersion in three strategically selected cases (P03, P05, and P07). These 

initial cases allowed for the refinement of deductive codes derived from the research questions 

and literature review, while remaining open to emergent insights grounded in the managers’ 

accounts. 
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As coding progressed, the researcher refined the preliminary structure into a structured 

codebook. The remaining transcripts were manually coded, with analytic memos drafted 

alongside each to capture interpretive reflections and cross-case distinctions. Visual clustering 

techniques were employed to organize recurring patterns into three higher-order clusters, and 

then into six defined themes, two themes sitting under each cluster. Finally, the researcher used 

NVivo for a secondary verification pass to confirm thematic stability and structural alignment 

across the entire sample. 

Discussion of Findings 

This study contributes to existing literature on managerial coaching, as outlined in 

Chapter 2, by offering a more situated understanding of how coaching capability develops in 

practice. While prior research has emphasized coaching competencies and structured approaches 

(Ellinger & Kim, 2014; Beattie et al., 2014), the findings of this study suggest that coaching 

capability emerges less through formal acquisition and more through lived managerial 

experience. In particular, the results highlight that coaching is enacted through real-time 

judgment, ongoing adjustment in how managers engage with others, and the development of a 

coaching oriented identity within their role. Rather than being confined to formal development 

conversations, coaching is experienced as an ongoing and situational practice, requiring 

managers to continuously discern when to intervene, when to guide, and when to step back in 

support of employee development. This perspective builds on experiential learning theory by 

illustrating how learning unfolds through ongoing engagement with experience and reflection 

(Boud et al., 1985; Boyd & Fales, 1983). In doing so, this study addresses a gap in the literature 

by providing an empirically grounded account of how FTMs develop coaching capability within 

dynamic organizational contexts. 
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Building on this contribution, the six themes identified in Chapter 4 formed three higher-

level clusters: (a) coaching as an everyday, relational enactment; (b) coaching under structural 

and emotional constraint; and (c) coaching development as socially situated identity formation. 

While Chapter 4 focused on description, this chapter moves toward interpretation, examining 

how these movements intersected with experiential learning theory, situational coaching 

scholarship, and identity  

work in early management. The following discussion synthesizes these patterns to clarify their 

theoretical, developmental, and practical implications. 

While these three clusters provided a structural lens for understanding how coaching 

capability unfolded in practice, closer examination revealed a set of cross-cutting patterns that 

extended across them. Rather than functioning as isolated categories, the clusters intersected  

in ways that highlighted four core areas of development: (a) coaching as identity formation,  

(b) judgment and discernment as a central mechanism, (c) learning through experience and 

reflection, and (d) coaching under conditions of delivery pressure and emotional risk. These 

areas do not represent new themes, but rather interpretive lenses that synthesize how coaching 

capability is understood, enacted, and developed across contexts. Together, they offer a more 

integrated view of managerial coaching development, moving beyond description toward a 

deeper explanation of how learning unfolds in practice. 

While these patterns were observed across the sample, variation in participant 

background and experience provides additional context for interpreting the findings. Most 

participants had between 0 and 5 years of managerial experience; however, levels of overall 

professional experience varied, with some participants early in their careers and others bringing 

prior domain or organizational experience into their roles. As a result, differences in how 
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coaching capability was described are best understood not as linear progressions, but as 

contextually shaped expressions of learning in practice. Across participants, early-stage 

managers often emphasized the challenge of navigating when to coach, hen to provide direct 

feedback, and when to hold back, highlighting the importance of developing situational 

judgment. Participants with more time in role described greater ease in engaging with these 

dynamics, though this remained an ongoing developmental process rather than a fully resolved 

capability.  

No significant patterns were observed in relation to gender. The sample included an equal 

number of participants identifying as male and female, and variations in coaching approach and 

development were more closely associated with experience, context, and role demands than with 

gender identity. Additionally, one participant with more extensive managerial and learning and 

development experience offered a contrasting perspective, demonstrating a more formalized 

approach to coaching aligned with established frameworks. This contrast further highlights how 

prior experience and professional background shape how coaching understood and enacted in 

practice. 

Coaching as Identity Formation Rather Than Framework Application 

A consistent pattern across participants was that coaching-for-development was rarely 

experienced as the linear application of a structured framework. While some managers 

referenced models such as GROW (Whitmore, 2010), their accounts centered far more on  

real-time judgment, deciding when to use inquiry, when to offer direct guidance, and when to 

prioritize speed over exploration. Participants did not describe becoming effective by mastering a 

specific model. Instead, effectiveness is developed through learning how to function as a coach 
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within the realities of their organizational context. Over time, this shift was characterized less by 

“applying techniques” and more by inhabiting a coaching stance. 

This progression reflects a deeper developmental process. Coaching capability did not 

emerge as a part of how managers came to understand themselves. In this way, coaching 

development was inseparable from identity formation, involving shifts in self-perception, 

relational positioning, and decision-making under pressure. This finding aligned with research 

suggesting that early management is shaped less by the acquisition of formal competencies  

and more by identity work and role negotiation (Bolander et al., 2019). Coaching capability, 

therefore, does not precede managerial identity but evolves alongside it, becoming integrated 

into how managers interpret and enact leadership over time. 

Judgment and Discernment as the Core Developmental Mechanism 

Existing literature on the “leader as coach” has emphasized flexibility and the ability to 

adapt coaching style to situational demands (Ibarra & Scoular, 2019). However, the findings of 

this study suggested that flexibility alone does not fully capture the developmental process. 

Beneath flexibility lies discernment. Across cases, participants described an internal calibration 

process that consistently preceded visible coaching behavior. Before responding, managers 

assessed multiple contextual factors, including psychological safety, trust, emotional readiness, 

business urgency, and power dynamics. Coaching did not emerge from the automatic application 

of a framework, but from real-time discernment regarding what the situation required. 

Only after this rapid, often implicit evaluation did managers decide how to respond, 

whether to lean into coaching, offer direct guidance, blend the two, or delay the conversation 

altogether. This positioned judgment not as a secondary outcome of coaching capability, but as 

the primary developmental mechanism that enables it. In this sense, managers were not simply 
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learning to ask better questions; they were learning to read context more precisely. Development 

occurred through repeated exposure to situations that required discernment, in which the 

consequences of action or inaction shaped future responses. Over time, this process strengthened 

both situational awareness and confidence in navigating complexity. These findings extended 

existing coaching literature by suggesting that the development of coaching capability is less 

about acquiring behavioral flexibility and more about cultivating discernment under pressure. 

Coaching, therefore, is not only a set of observable behaviors but a judgment-based practice 

grounded in how managers interpret and respond to the demands of their environment 

Learning From Experience Through Reflection and Meaning-Making 

A central developmental pattern across participants was that coaching capability evolved 

through cycles of experience, consequence, and reflection. Learning did not occur in isolated 

training moments, but in the aftermath of real interactions, often those involving tension, 

conflict, or uncertainty. These experiences rarely felt neutral; instead, they carried emotional 

weight and lingered beyond the moment itself. 

What differentiated developmental experiences from routine interactions was not the 

event itself, but the extent to which participants returned to it. Managers described mentally 

revisiting conversations, questioning their assumptions, and reconsidering how they showed up 

in the interaction. This process aligned with learning from experience (LFE), which emphasized 

that development occurs through reflection on experience rather than experience alone (Boud, 

1993; Boud et al., 1985). 

In this study, reflection functioned as the mechanism that transformed experience into 

learning. Participants were not simply accumulating interactions; they were engaging in ongoing 

sensemaking, often replaying moments to better understand tone, timing, and impact. This 
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iterative process allowed them to recalibrate future actions and approach similar situations with 

increased awareness and intention. Development unfolded through repeated micro-cycles 

embedded within everyday work. Each cycle involved an experience, a moment of consequence, 

and a return to that experience through reflection. Over time, these cycles strengthened both 

judgment and relational awareness, enabling managers to respond with greater steadiness in 

future interactions. 

This pattern helped explain why coaching capability often lags behind formal training. 

Knowing what to say in theory does not guarantee effective enactment under pressure. Instead, 

development depends on integrating reflection into practice and re-entering similar situations 

with greater clarity, discernment, and confidence. 

Coaching for Development Under Delivery Pressure and Emotional Risk 

A defining condition shaping coaching development in this study was the pace and 

intensity of the organizational environment. Participants operated within a fast-moving context 

where delivery demands were constant and managerial interactions carried immediate 

performance implications. Coaching development did not occur outside of this environment,  

but within it. 

Delivery pressure created an ongoing tension between speed and development. Managers 

expressed a desire to support employee growth while also ensuring timely execution, particularly 

under tight timelines or with senior stakeholders. As a result, coaching was often compressed, 

selectively applied, or deferred. The question was rarely whether development mattered, but 

when and how it could be enacted without compromising performance. 

This tension was compounded by emotional risk. Developmental conversations carried 

potential relational consequences, requiring careful attention to timing, tone, and context. What 
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appeared externally as a simple coaching moment was often preceded by internal evaluation  

and restraint. Coaching capability developed within a space of ongoing friction, between 

performance and development, speed and depth, action and reflection. Rather than hindering 

development, this friction became the condition through which it occurred. These findings 

suggested that coaching capability is shaped not by avoiding pressure, but by navigating it in  

real time. 

In conclusion, these findings suggested that the development of coaching capability 

among FTMs is not a linear progression or the result of mastering a prescribed set of tools. 

Instead, it is an ongoing, practice-based process shaped through identity formation, real-time 

judgment, reflective sensemaking, and the pressures of organizational life. Managers do not 

simply learn to coach; they learn to interpret situations, navigate relational dynamics, and 

respond with increasing discernment over time. Coaching capability emerges not solely as a 

concrete competency, but as an integrated way of leading, formed through repeated engagement 

with the complexities of everyday work. Development unfolds through experience, is refined 

through reflection, and is tested within conditions of performance pressure and emotional risk.  

In this way, coaching becomes less about the application of techniques and more about how 

managers come to understand themselves, their role, and their impact on others. 

 

 

 

 

 

 



 

122 

Research Question Integration 

Primary Research Question 

How do first-time managers (FTMs) develop coaching for development capabilities 

through learning from experience within the context of their early managerial roles? 

Coaching capability developed through a progression of “experience → reflection → 

recalibration → identity shift.” Early attempts were often tentative, particularly under time 

pressure. Over time, repeated lived experiences forced managers to clarify their leadership 

identity and how to support growth without compromising delivery. Through these cycles, 

coaching moved from an abstract concept to an enacted identity grounded in judgment and 

relationship. 

Sub-Question 1 

How do FTMs interpret and enact the role of a developmental coach as part of their 

managerial responsibilities? 

Managers interpreted coaching as a relational stance embedded in everyday leadership 

rather than a standalone task. Enactment was highly contextual, shaped by trust and 

psychological safety. Participants portrayed coaching as woven into routine moments, reframing, 

questioning, and sensemaking, rather than as scheduled sessions. Effectiveness was characterized 

by timely presence and calibrated curiosity rather than technical precision. 

Sub-Question 2 

What challenges do FTMs encounter when attempting to integrate developmental 

coaching into their daily leadership, and how do they navigate these obstacles? 

The most persistent challenges were structural: delivery pressure, limited time, and 

emotional risk. Managers navigated these by “right-sizing” their approach, choosing the right 
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moment, using smaller coaching moves, and building trust before pushing development. These 

findings reinforced that coaching in this context requires situational discernment rather than rigid 

adherence to a model (Ibarra & Scoular, 2019; McCarthy & Milner, 2013). 

Sub-Question 3 

How do managers, mentors, and organizational contexts support FTMs in developing 

their capacity to coach for growth? 

Support emerged from proximity to credible role models, peer dialogue, and a culture 

that allowed for learning from missteps. Where the environment encouraged inquiry and 

reflection, capability grew steadily. Where urgency dominated without reflective space, 

development felt reactive. The DLOQ triangulation confirmed that the broader learning culture 

directly shapes the conditions under which managers develop these capabilities (Marsick & 

Watkins, 2003). 

Conclusions 

This study established a key distinction: In early managerial roles, coaching-for-

development is not primarily acquired through frameworks, but through lived experience, 

reflection, and identity formation under conditions of real delivery pressure. While models such 

as GROW (Whitmore, 2010) provide useful structure, the findings suggested that capability  

does not emerge solely from procedural mastery. Instead, it develops through navigating 

consequential interpersonal moments, making sense of those experiences, and recalibrating one’s 

stance over time. 

In this context, coaching capability is less a technical competency and more a 

developmental process shaped by context, risk, and responsibility. Managers did not describe 

becoming effective by consistently applying a model, but by strengthening their discernment, 
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knowing when to question, when to direct, when to pause, and when to push. This discernment 

was developed through repeated exposure to ambiguity and refined through reflection (Boud, 

1993; Boud et al., 1985). 

The findings repositioned coaching development as both relational and identity based. 

Early managerial experience is characterized by role transitions, the negotiation of authority, and 

meaning making (Bolander et al., 2019). Coaching-for-development becomes embedded not 

through effort alone, but when developmental thinking becomes integral to how managers 

understand leadership. Identity formation, rather than skill acquisition alone, is the consistent 

throughline. The study also highlighted the role of organizational learning conditions in shaping 

development. Coaching capability does not emerge in isolation; it is influenced by environments 

that either support or constrain reflection, inquiry, and experimentation (Marsick & Watkins, 

2003). Where these conditions are present, managers are more able to take the relational risks 

required for growth. Where urgency consistently overrides reflection, capability formation 

remains limited. 

Collectively, these findings suggested that coaching capability develops at the 

intersection of experience, reflection, discernment, and identity formation. For organizations, this 

challenges the assumption that coaching can be developed solely through training or introduced 

later in a leader’s career. Instead, the foundations of a coaching identity begin to form early, as 

managers navigate real-time demands and relational complexity. Supporting this development 

requires not only introducing coaching frameworks but also creating conditions in which 

managers can reflect on experience, exercise judgment, and integrate coaching into how they 

lead. Ultimately, the development of coaching capability is inseparable from the development  



 

125 

of the manager. As FTMs learn to navigate complexity, build relationships, and interpret their 

role, coaching shifts from a technique to a fundamental way of leading. 

Theoretical Implications 

Integration With the Conceptual Framework 

The findings supported a more integrated understanding of how experiential learning, 

situational coaching, and structured dialogue frameworks operate in practice. First, the data 

reinforced that experience alone does not produce learning. Consistent with Boud et al. (1985), 

development occurs through reflection and reinterpretation, particularly following moments of 

tension, missed expectations, or delivery trade-offs. Second, while the situational coaching 

literature emphasized flexibility (Ibarra & Scoular, 2019), these findings suggested that 

flexibility is preceded by discernment. Managers did not simply shift styles; they engaged in 

ongoing internal calibration of readiness, relational dynamics, and risk. In early managerial  

roles, situational coaching was less about behavioral range and more about contextual judgment 

exercised under pressure. Third, frameworks such as GROW (Whitmore, 2010) function as 

scaffolding rather than scripts. Elements of the model appeared in practice but were adapted in 

response to context. Frameworks provide language and structure, but experiential learning 

enables integration, while discernment governs enactment. 

Taken together, these findings suggested that coaching capability among FTMs is not 

best understood as the acquisition of a framework, but as the development of contextual 

discernment shaped through experience. This reframes coaching capability as an identity-based, 

judgment-driven process embedded in everyday managerial work. Figure 5.1 presents a revised 

conceptual framework based on the study findings. 
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Figure 5.1 

Revised Conceptual Framework: Coaching Capability Development in Early Management 

 

To reflect the findings of this study, the conceptual framework was revisited and 

extended to foreground more explicitly the role of coaching identity and context as the starting 

point for coaching enactment. While the original framework emphasized experience, reflection, 

and structured coaching approaches, the data suggested that coaching does not begin with the 

application of a model. Instead, it begins with how managers understand themselves in their role, 

alongside the contextual conditions shaping their decisions, including relational dynamics, 

delivery pressure, and organizational expectations. 

In this revised framework, coaching identity and context precede the selection of 

coaching approaches, including situational coaching styles (Ibarra & Scoular, 2019) and 

structured dialogue frameworks such as GROW (Whitmore, 2010). These elements function as 
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available resources rather than prescribed sequences. The findings further suggested that what 

connects these components is not simply behavior, but the ongoing exercise of judgment and 

discernment in real time. 

Finally, the framework highlights reflection, informed by learning from experience 

(Boud, 1993; Boud et al., 1985), as the mechanism through which coaching capability develops 

over time. Through repeated cycles of experience, reflection, and re-engagement, managers 

refine both their practice and their sense of themselves as coaches. In this way, coaching 

capability emerges not as a linear process or the application of technique, but as an identity-

based, contextually situated practice shaped through experience. 

Reframing Coaching Capability as Identity Development 

Much of the literature positioned coaching as a competency to be trained and assessed 

(Beattie et al., 2014; Hagen, 2012; Kim et al., 2013). However, these findings suggested that for 

early managers, coaching capability is more accurately understood as identity work enacted in 

context. Managers developed capability not by mastering techniques alone, but by navigating 

persistent tensions such as performance versus development, authority versus partnership, and 

speed versus growth. Through repeated exposure to these tensions, they clarified their role and 

relational stance. This perspective helps explain why coaching capability is often inconsistent 

immediately following training, yet strengthens after meaningful on-the-job experiences 

(Bolander et al., 2019). The primary developmental shift is not in technique, but in how 

managers understand themselves as leaders. 
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Elevating Discernment as a Core Requirement 

While existing literature highlighted flexibility as central to coaching (Ibarra & Scoular, 

2019), these findings positioned discernment as the underlying mechanism. Participants 

described developing an internal logic for determining when coaching was appropriate or when 

direct guidance was required, and for balancing relational and performance risks. This logic was 

rarely taught explicitly; it emerged from experience. Reframing coaching as a contextual, 

judgment-based capability suggests that future research should examine discernment as a 

developmental construct that can be intentionally supported and strengthened. 

Learning From Experience as the Mechanism of Coaching Development 

The findings reinforced that reflection is the mechanism through which experience 

becomes developmental (Boud, 1993; Boud et al., 1985). Experience alone was insufficient. 

Growth occurred through the “return to experience,” where managers revisited interactions, 

reconsidered decisions, and adjusted future actions. Without this reflective process, coaching 

remained conceptual. With it, managers moved from relying on recall techniques to making 

more intentional, contextually grounded choices. This highlighted reflection not as a 

supplementary activity, but as central to capability development. 

Practical Implications and Recommendations 

Design for Identity, Not Just Skills 

Organizations should approach coaching development as an identity shift rather than a 

technical skill set. While training introduces foundational concepts, capability develops through 

practice, reflection, and integration into the managerial role. Development efforts may be more 

effective when they begin with an understanding of context and roles before introducing specific 

tools. Managers first need to understand the realities of coaching, including delivery pressure and 
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relational dynamics. From there, coaching capabilities such as listening, inquiry, and structured 

dialogue become more meaningful and usable in practice. 

Build Judgment Through Simulations and Case Studies Practice 

Leadership development should extend beyond static instruction to include scenario-

based simulations and case work. These experiences should reflect real challenges, including 

delivery trade-offs, coaching senior contributors, and navigating relational tension. Simulations 

allow managers to interpret context, assess risk, and make decisions in real time. In doing so, 

they develop the discernment required to determine when and how coaching is appropriate, 

rather than relying solely on predefined models. 

Embed Learning Into the Flow of Work 

Development is most effective when integrated into existing work rhythms. The findings 

of this study further highlight the critical role of informal learning in the development of 

managerial coaching capability. While formal training can introduce foundational concepts, 

participants’ accounts suggested that coaching capability was primarily shaped through ongoing, 

situational experiences embedded within daily work. Managers described challenges in 

navigating when to provide feedback, when to adopt a coaching stance, and when to withhold 

intervention altogether, underscoring the importance of judgment in real-time decision making. 

These findings align with research emphasizing the role of informal learning processes in 

leadership development, where learning occurs through experience, reflection, and social 

interaction within organizational contexts (Tannenbaum et al., 2010; Boud & Walker, 1993).  

From an organizational perspective, this suggests a need to design for informal learning 

within the flow of work rather than relying solely on formal training interventions. Practices such 

as structured reflection in 1:1s or team retrospectives enable learning without requiring 
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additional time outside of work demands. Approaches such as action learning, structured 

reflection frameworks such as the Objective, Reflective, Interpretive, Decisional (ORID) model, 

and the integration of coaching reflection into existing team practices may provide practical 

mechanisms for supporting the development of coaching capability. For example, incorporating 

reflective prompts into spring retrospectives, such as how managers supported team learning, 

when they chose to coach versus direct, and what they learned about their own judgment, can 

help surface and reinforce coaching behaviors over time. Embedding reflection into daily 

practice supports ongoing experiential learning cycles discussed in the literature from Chapter 2 

(Boud, 1993; Boud et al., 1985) and reduces the likelihood that urgency overrides development. 

In addition to individual reflection, the findings suggest that coaching capability 

development is strengthened through social learning processes embedded within communities of 

practice. Wenger (1998) emphasized that learning occurs through participation in shared 

practice, where individuals negotiate meaning, develop identity, and build capability through 

interaction with others. Patterns across participants indicated that managers in the early stages of 

their role, particularly within their first 0 to 2 years, would benefit from structured opportunities 

to learn alongside more experienced peers to support the development of situational judgment, 

confidence, and coaching skill. Managers with 3 to 5 years of experience, while still developing, 

appeared well positioned to both contribute to and benefit from peer learning environments, 

reinforcing their own capability while supporting those newer to the role. Designing for 

communities of practice within organizations, such as peer coaching groups or manager learning 

forums, may therefore provide a mechanism for supporting coaching capability development as a 

socially situated, identity-forming process that unfolds within the flow of work.  
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Use Organizational Learning Signals to Support the Environment 

The findings highlighted that coaching capability is shaped by organizational context. 

Environments that support inquiry, reflection, and psychological safety enable managers to take 

the relational risks required for development (Marsick & Watkins, 2003). Without these signals, 

managers are more likely to default to directive behaviors, particularly under pressure. 

Supporting coaching development requires not only individual capability building but also 

alignment with broader organizational norms and expectations. 

Limitations and Future Research 

This qualitative study focused on FTMs within a single European technology 

organization. While the ITTD methodology provided detailed, practice-based accounts of 

managerial work (Nicolini, 2009), the findings may not transfer directly to other industries or 

organizational contexts. Rather than aiming for statistical generalization, the study offered a 

conceptual lens for understanding how coaching capability develops within fast-paced 

environments. Future research could explore how these patterns manifest in different 

organizational settings, such as highly regulated or creative industries, where contextual 

demands may shape coaching development in distinct ways. 

The participant sample was intentionally designed to capture variation across tenure, 

functional roles, and demographic backgrounds within the early stages of managerial experience. 

While most participants had between 0 and 5 years of people management experience, one 

participant contributed retrospective reflections based on more than 15 years of managerial 

experience. The study aimed to surface diverse perspectives rather than represent a single 

managerial profile. However, the researcher did not have access to organizational workforce  

data and therefore could not determine whether the sample reflected the broader population of 
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managers within the organization. As such, the findings should not be interpreted as statistically 

representative but rather as analytically informative across varied cases. 

As with all qualitative research, the study relied on self-reported accounts of experience. 

While the ITTD method supported detailed descriptions of everyday practice, participants’ 

narratives may have been influenced by memory, interpretation, or social desirability. To 

mitigate this, the study emphasized practice-based recall and triangulated interview data with 

survey insights from the DLOQ, providing additional contextual grounding. 

Future research may build on these findings by examining how coaching capability and 

managerial discernment evolve over time, particularly through longitudinal designs. Further 

studies could also explore how organizational learning environments, leadership expectations, 

and culture norms shape the development of coaching identity and practice. Expanding research 

across multiple organizations and industries would help deepen understanding of how contextual 

factors influence the formation of coaching capability in early managerial roles. 

In addition, future research could examine coaching as part of a broader developmental 

ecosystem, including the interaction between managerial coaching, external coaching, and 

emerging AI-enabled coaching tools. Understanding how these different forms of coaching 

intersect across the employee lifecycle may provide insights into how organizations can create 

more integrated and scalable approaches to development. 

Finally, future research may explore how evolving workforce expectations, particularly 

among early-career employees, shape the demand for coaching and development. As 

expectations for growth, feedback, and work-life integration increase, further study is needed to 

understand how realistic and sustainable the expectation of the manager as coach is within fast-

paced organizational environments. 
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Reflections 

This research has been both an academic and a personal journey. While the study set out 

to examine how FTMs develop coaching capability, it also required me to reflect more deeply  

on my own experiences as a leader, coach, and practitioner working within fast-paced 

organizational environments. Throughout the research process, I found myself revisiting many  

of the same tensions described by participants: balancing delivery and development, navigating 

uncertainty in real time, and making sense of moments that did not unfold as intended. 

Engaging with participants through the ITTD method brought me close to the realities  

of managerial work in a way that felt both familiar and revealing. Their accounts were often 

detailed, practical, and, at times, emotionally charged. Listening to how managers described their 

decision-making, their hesitation, and their learning moments reinforced the complexity of 

coaching in practice. It also challenged simplified assumptions about what it means to “coach 

well.” Coaching did not appear as a clean or linear process, but as something shaped 

continuously by context, relationships, and responsibility. 

This process also surfaced a shift in how I understand coaching capability. Prior to  

this study, it was easy to think about coaching in terms of frameworks, tools, or observable 

behaviors. Through this research, I have come to see more clearly that capability develops 

through lived experience and reflection, and that much of what matters in coaching happens 

beneath the surface of visible behavior. The internal work of interpreting situations, managing 

emotional responses, and making judgment calls in real time is central, yet often underexamined. 

As a practitioner, this has implications for my approach to leadership development. It has 

reinforced the importance of creating space for reflection, not as an add-on but as a core part of 

development. It has also shaped how I think about supporting managers, particularly those early 
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in their roles. Instead of primarily focusing on learning models, there is a need to support 

managers in navigating the realities they are already facing, helping them make sense of their 

experiences and build confidence in their own judgment. 

This research also required ongoing reflexivity. As someone with professional experience 

in leadership development and coaching, I remained aware of the ways my own assumptions 

could shape interpretation. Maintaining a reflexive memo journal throughout the process helped 

surface these assumptions and kept me grounded in participants’ perspectives rather than 

imposing my own. At the same time, my practitioner background enabled me to recognize 

nuances in participants’ accounts and interpret their experiences with a level of contextual 

understanding that may not have been otherwise accessible. 

Finally, this study has reinforced for me that development is rarely clean or immediate. 

Growth often occurs in moments of discomfort, uncertainty, or misalignment, and only becomes 

visible through reflection over time. This applies not only to the managers in this study, but also 

to my own development as a researcher and practitioner. The process of conducting this research 

has deepened my appreciation for the complexity of managerial work and strengthened my 

commitment to supporting leaders in ways that are grounded in their lived realities. 
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Appendix A: Interview Protocol 

Reflective Interview Guide: Interview to the Double Method 

Opening and Welcome (Before Recording) 

Hello [Participant Name], 

Thank you for taking the time to meet with me today. As a reminder, this study is part of 

my doctoral research at Teachers College, Columbia University. The purpose of this research is 

to understand how managers with up to five years of experience coach and develop their teams, 

and how that learning takes place in everyday work. 

This conversation builds on the survey you previously completed, which explored 

dimensions of learning within your organization. Today we will use an approach called the 

Interview to the Double. I will ask you to imagine that I am stepping into your role as a manager 

tomorrow. Your task is to guide me so that I can do your job as you would, including how you 

lead, how you support your team, and what you pay attention to in your day-to-day work. 

There are no right or wrong answers. I am interested in your experiences and reflections. 

The conversation will take approximately 60 minutes. Before we begin, I would like to confirm 

that you have reviewed and agreed to the consent form. 

With your permission, I will record this conversation for transcription purposes only. All 

data will be stored securely under the approved research protocol at Teachers College, and no 

identifying information will be included in any reporting. Do I have your permission to proceed? 

Opening Statement (After Recording Begins) 

We are now recording. 

Today is [date], and I am speaking with a participant about their experience as a manager 

and how they learn and practice coaching in their role. 
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Thank you again for participating. We will begin. 

Section 1: Role and Coaching in Practice (RQ1) 

To begin, imagine I am your “double,” stepping into your role tomorrow. 

Walk me through a recent day as a manager. 

Can you describe an interaction with a team member related to their professional growth? 

If I were stepping into your role, what would I need to know to provide the same kind of 

guidance you would give? 

Does this typically happen in a specific setting, such as one-on-one meetings or informal 

conversations? 

How do you describe the coaching aspect of your role as a manager? 

What does developmental coaching mean to you? 

Can you walk me through a recent example of how you supported a team member’s growth? 

Section 2: Challenges and Tensions in Coaching (RQ2) 

Tell me about a time when you tried to support someone’s development and it did not go as 

planned. What made it challenging? 

What factors make it more difficult to focus on development or growth with your team 

members? 

How do you balance immediate priorities with supporting long-term development? 

Section 3: Learning and Development as a Manager (RQ3) 

Can you describe how you have developed your coaching skills over time? 

Has a manager, mentor, or peer influenced how you coach? Please walk me through an example. 

If I wanted to understand how your growth as a coach is supported, what would I need to know 

about your environment or relationships? 
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Are there specific experiences or moments that have shaped how you approach coaching? 

Follow-Up and Probing Prompts 

The following prompts were used as needed to deepen responses: 

Can you tell me more about that? 

What were you thinking or paying attention to in that moment? 

How did you decide how to respond? 

How do you approach development-focused conversations in one-on-one meetings? 

How do you distinguish between performance and development in your conversations? 

Are there any tools or frameworks that influence your approach, such as GROW? 

Have there been any resources, trainings, or materials that have shaped how you coach? 

Closing 

Before we wrap up, is there anything else you think your “double” should know in order to fully 

understand how you approach coaching and development as a manager? 

Thank you for sharing your experiences and reflections. Your insights are extremely 

valuable to this study and contribute to understanding how managers learn to coach in real-world 

settings. 
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Appendix B: Recruitment Communications 

Initial Recruitment Message (Opt-In Post) 

Invitation: Doctoral Research on People Managers (Survey and Optional Interview) 

You are invited to participate in a doctoral research study conducted by Micah L. 

Lasseter at Teachers College, Columbia University. This study explores how people managers 

develop coaching capability in their day-to-day work. 

What participation involves: 

1. Survey 

○ Includes demographic questions and items related to learning in organizations 

○ Approximately 15 to 20 minutes 

2. Optional interview 

○ For managers with 0 to 5 years of experience 

60-minute reflective conversation via video conference 

How to participate: 

Please opt in using the link below. Only individuals who opt in will receive follow up materials, 

including consent information and survey access. 

[opt In Link] 

Participation is voluntary and confidential. Insights from this study will contribute to both 

research and practice in leadership and development. 

  



 

146 

Follow Up Email: Survey Invitation 

Subject: Survey Invitation - Doctoral Research Study 

Dear [First Name], 

Thank you for opting into this doctoral research study conducted by Micah L. Lasseter at 

Teachers College, Columbia University. 

As noted previously, the study includes two parts: 

1. Survey 

○ Includes demographic questions and items related to learning in organizations 

○ Approximately 15 to 20 minutes 

○ [Survey Link] 

2. Optional follow up interview 

○ 60-minute reflective conversation via video conference 

○ Focused on coaching practices and experiences 

○ You may indicate your interest within the survey 

Participation is voluntary and confidential. Responses will be analyzed in aggregate, and no 

identifying information will be included in any reporting. 

If you have any questions, please feel free to contact the researcher. 

Thank you for your time and contribution. 

Sincerely, 

 Organizational Representative 

 On behalf of Micah L. Lasseter 

 Teachers College, Columbia University 
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Interview Invitation Email 

Subject: Invitation to Schedule an Interview 

Dear [First Name], 

Thank you for completing the survey and indicating interest in a follow up interview. 

You are invited to participate in a 60-minute reflective interview to discuss your experiences as a 

manager, with a focus on coaching and development practices. The interview will take place via 

video conference and, with your consent, will be audio recorded for transcription purposes. 

Please select a time that works for you using the link below: 

[Scheduling Link] 

Participation is voluntary, and you may skip any questions or withdraw at any time. 

If you have any questions, please feel free to reach out. 

Sincerely, 

 Organizational Representative 

 On behalf of Micah L. Lasseter 

 Teachers College, Columbia University 
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Interview Confirmation Email 

Subject: Interview Confirmation 

Dear [First Name], 

Thank you for scheduling your interview. Below are the details: 

● Date and Time: [Date, Time, Time Zone] 

● Location: [Video Conference Link] 

Please review and confirm your consent prior to the session using the link below: 

[Consent Link] 

With your permission, the interview will be audio recorded and transcribed for accuracy. 

Thank you again for your participation. I look forward to our conversation. 

Best regards, 

 Micah L. Lasseter 

 Doctoral Student 

 Teachers College, Columbia University  
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Appendix C: Informed Consent 

Protocol Title: Developing Coaching Capability in First-Time Managers: An Experiential 
Learning Perspective in Dynamic Organizations 
Principal Researcher: Micah L. Lasseter, AEGIS EdD Student, Teachers College, Columbia 
University 
Phone: 863-275-8932 
Email: mll2192@tc.columbia.edu 
Faculty Advisor: Dr. Victoria Marsick, Teachers College, Columbia University 
Email: vjm5@tc.columbia.edu 
 
INTRODUCTION  
You are invited to participate in this research study called 
Developing Coaching Capability in First-Time Managers: An Experiential Learning Perspective 
in Dynamic Organizations 
 
You may qualify to take part in this research study because you are a people manager. In the first 
part of the study, all managers will be invited to complete a survey about their learning 
experiences. The survey is voluntary and takes about 20 minutes. In the second part, a subset of 
approximately 15 managers will be invited to participate in a 60-minute interview. For the 
interviews, we’re seeking managers with 0–5 years in role to discuss their reflective practices 
when coaching team members for growth and development. 
 
WHY IS THIS STUDY BEING DONE?  
This study is being done to understand how first-time managers develop coaching-for-
development capabilities during their initial experiences in leadership. The research aims to 
generate insights for both academic learning and organizational talent development strategies. 
 
WHAT WILL I BE ASKED TO DO IF I AGREE TO TAKE PART IN THIS STUDY?  
If you decide to participate, you will be asked to complete the following: 
• A demographic questionnaire and the Dimensions of the Learning Organization 
Questionnaire (DLOQ) which takes about 20 minutes to complete online. 
• A reflective interview lasting 60 minutes, conducted via Google Meet. With your 
consent, this interview will be audio/video-recorded and transcribed via Gemini for 
accuracy. If you do not wish to be recorded, you will not be eligible to participate in the 
survey. 
 
WHAT POSSIBLE RISKS OR DISCOMFORTS CAN I EXPECT FROM TAKING PART IN 
THIS STUDY?  
This is a minimal risk study. You may experience some discomfort in reflecting on 
challenges as a first-time manager. You are not required to answer any questions you do not 
wish to, and you may withdraw at any time without penalty. Your information will be kept 
confidential. 
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WHAT POSSIBLE BENEFITS CAN I EXPECT FROM TAKING PART IN THIS STUDY?  
There is no direct benefit to you for participating in this study. However, your participation may 
contribute to a greater understanding of how to support first-time managers through leadership 
development and coaching. 
 
WILL I BE PAID FOR BEING IN THIS STUDY? 
At the end of the survey, you may choose to enter a raffle for one of two €100 (≈ $115.61 USD) 
GoGift digital gift cards by answering “Yes” to the prompt at the end of the survey. Only two 
participants will be randomly selected, and only those selected will be contacted to arrange 
delivery. 
 
Each participant who completes a 60-minute follow-up interview will receive a €40 (≈ $46.24 
USD) GoGift digital gift card as a thank-you. No additional opt-in is required. If your name is 
drawn for the raffle and you also complete the follow-up interview, your total compensation will 
be €140 (≈ $161.85 USD). 
 
All GoGift cards will be delivered electronically via email within 10 business days after the 
research study closes (study closes Nov 21 → target Dec 5, 2025). Redemption is digital-only 
using a code + PIN; no banking information or account registration is required. Physical items 
are not offered as part of this study’s compensation. 
 
WHEN IS THE STUDY OVER? CAN I LEAVE THE STUDY BEFORE IT ENDS?  
The study is over when you have completed the demographic survey, the DLOQ, and the 
interview. However, you can leave the study at any time, even if you have not finished. You will 
not be penalized in any way for withdrawing. 
 
PROTECTION OF YOUR CONFIDENTIALITY  
The primary researcher will keep all data confidential. Digital files, including audio/video 
recordings and transcripts, will be stored on a password-protected computer. Audio/video files 
will be destroyed once transcription is complete. Pseudonyms will be used in place of names to 
ensure confidentiality. For quality assurance, the study team, the study sponsor (grant agency), 
and/or members of the Teachers College Institutional Review Board (IRB) may review the data 
collected from you as part of this study. Otherwise, all information obtained from your 
participation in this study will be held strictly confidential and will be disclosed only with your 
permission or as required by U.S. or State law. 
 
HOW WILL THE RESULTS BE USED?  
The results of this study will be used in the researcher’s dissertation and may be presented at 
academic conferences or published in journals. Your identity will not be revealed in any 
publication or presentation. Your identity will be removed from any data you provide before 
publication or use for educational purposes. Your name or any identifying information about you 
will not be published. 
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CONSENT FOR AUDIO AND/OR VIDEO RECORDING  
Audio and video recording is part of this research study along with transcription utilizing Google 
Meet and Gemini. You can choose whether to give permission to be recorded. If you decide that 
you do not wish to be recorded, you will not be able to participate in the study. 
 
I give my consent to be recorded  
 
_____________________________________________________________ 
Signature 
 
I do not consent to be recorded  
 
______________________________________________________________ 
Signature 
 
WHO MAY VIEW MY PARTICIPATION IN THIS STUDY 
Only the researcher and the dissertation sponsor/advisor will view your recorded or written 
materials. Materials will not be shared outside of Teachers College, Columbia University. 
 
___I consent to allow written, video and audio-recorded materials viewed at an educational 
setting or at a conference outside of Teachers College, Columbia University 
 
______________________________________________________________ 
Signature 
 
___I do not consent to allow written, video and audio-recorded materials viewed outside of 
Teachers College, Columbia University 
 
______________________________________________________________ 
Signature 
 
OPTIONAL CONSENT FOR FUTURE CONTACT 
The researcher may contact me in the future for information relating to this current study: 
 
Yes ________________________ No_______________________ 
Initial  
 
WHO CAN ANSWER MY QUESTIONS ABOUT THIS STUDY? 
If you have any questions about taking part in this research study, you should contact the 
primary researcher: 
Micah L. Lasseter | 863-275-8932 | mll2192@tc.columbia.edu 
 
You may also contact the faculty advisor: 
Dr. Victoria Marsick | Teachers College, Columbia University | vjm5@tc.columbia.edu 
 

mailto:mll2192@tc.columbia.edu
mailto:vjm5@tc.columbia.edu
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If you have questions or concerns about your rights as a research subject, you should contact the 
Institutional Review Board (IRB) (the human research ethics committee) at 212-678-4105 or 
email IRB@tc.edu or you can write to the IRB at Teachers College, Columbia University, 525 
W. 120th Street, New York, NY 10027, Box 151.  
 
The IRB is the committee that oversees human research protection for Teachers College, 
Columbia University. 
 
PARTICIPANT’S RIGHTS 
• I have read the Informed Consent Form and have been offered the opportunity to discuss the 
form with the researcher. 
• I have had ample opportunity to ask questions about the purposes, procedures, risks and 
benefits regarding this research study. 
• I understand that my participation is voluntary. I may refuse to participate or withdraw 
participation at any time without penalty. 
• The researcher may withdraw me from the research at the researcher’s professional discretion. 
• If, during the course of the study, significant new information that has been developed becomes 
available which may relate to my willingness to continue my participation, the researcher will 
provide this information to me. 
• Any information derived from the research study that personally identifies me will not be 
voluntarily released or disclosed without my separate consent, except as specifically required by 
law. 
• Your data will not be used in further research studies. 
• I should receive a copy of the Informed Consent Form document. 
 
My signature means that I agree to participate in this study: 
 
Print name: 
 
___________________________________________________________ 
 
Date: ______________________ 
 
Signature:  
 
___________________________________________________________  
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Appendix D: DLOQ and Demographics 
 

Part I: Demographic Questionnaire 
Please respond to the following questions. All responses will remain confidential and will be used for 
research purposes only. 
 
1. Age Range (select one) 
 ☐ 21–25 years 
 ☐ 26–30 years 
 ☐ 31–35 years 
 ☐ 36–40 years 
 ☐ 41+ years 
 
2. Gender Identity 
 ☐ Female 
 ☐ Male 
 ☐ Non-binary 
 ☐ Prefer to self-describe: ____________________ 
 ☐ Prefer not to say 
 
3. Educational Background 
 ☐ Bachelor’s Degree – Field: ____________________ 
 ☐ Master’s Degree – Field: ____________________ 
 ☐ Doctoral Degree – Field: ____________________ 
 ☐ Other (please specify): ____________________ 
 
4. Languages Spoken Fluently 
 Language 1: ____________________ 
 Language 2: ____________________ 
 Language 3: ____________________ 
 
5. Current Job Title 

 
 
6. Department or Business Unit 

 
 
7. How long have you been in your current managerial role? (select one) 
 ☐ Less than 6 months 
 ☐ 6–11 months 
 ☐ 1–2 years 
 ☐ 3–5 years 
 ☐ 6–10 years 
 ☐ 11–15 years 
 ☐ More than 15 years 
 ☐ Prefer not to say 
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8. Total years of experience as a people manager (across any organization) (select one) 
 ☐ Less than 6 months 
 ☐ 6–11 months 
 ☐ 1–2 years 
 ☐ 3–5 years 
 ☐ 6–10 years 
 ☐ 11–15 years 
 ☐ More than 15 years 
 ☐ Prefer not to say 
 
9. If your total people management experience is 0–5 years, are you willing to be contacted for a 60-
minute interview? 
 ☐ Yes 
 ☐ No 
 
10. Number of direct reports currently managed (select one) 
 ☐ 1–3 
 ☐ 4–7 
 ☐ 8–10 
 ☐ More than 10 
 
11. Have you received formal training in coaching or leadership development in the last 12 months? 
 ☐ Yes 
 ☐ No 
 
12. How would you rate your current coaching ability? 
 ☐ Strong 
 ☐ Moderate 
 ☐ Developing 
 
13. Do you currently receive coaching or mentoring from a more experienced leader? 
 ☐ Yes 
 ☐ No 
 
14. Have you completed manager onboarding training? 
 ☐ Yes 
 ☐ No 
 
15. Have you ever worked one-to-one with a leadership coach? 
 ☐ Yes 
 ☐ No 
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16. Have you accessed any coaching-related resources recently (e.g., articles, training, programs)? 
 If yes, please list: 

 
 
Part II: Learning Organization Questionnaire (DLOQ) 
Purpose of this Survey 
This section explores how your work environment supports learning and development at the individual, 
team, and organizational levels. There are no right or wrong answers. Please respond based on your 
experience. 
All responses will remain confidential and used for research purposes only. 
 
Rating Scale (Items 1–43) 
1 = Almost Never 
 2 = Rarely 
 3 = Sometimes 
 4 = Often 
 5 = Usually 
 6 = Almost Always 
 
Individual Level 

1. People openly discuss mistakes in order to learn from them. 
 

2. People identify skills they need for future work tasks. 
 

3. People help each other learn. 
 

4. People can access resources to support their learning. 
 

5. People are given time to support learning. 
 

6. People view problems in their work as opportunities to learn. 
 

7. People are rewarded for learning. 
 

8. People give open and honest feedback to each other. 
 

9. People listen to others’ views before speaking. 
 

10. People are encouraged to ask “why,” regardless of rank. 
 

11. When people state their view, they also ask what others think. 
 

12. People treat each other with respect. 
 

13. People spend time building trust with each other. 
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Team Level 
14. Teams have the freedom to adapt their goals as needed. 

 
15. Teams treat members as equals, regardless of rank or background. 

 
16. Teams focus both on tasks and how well the team is functioning. 

 
17. Teams revise their thinking based on discussions or new information. 

 
18. Teams are rewarded for their achievements. 

 
19. Teams are confident the organization will act on their recommendations. 

 
Organization Level 

20. The organization uses two-way communication regularly. 
 

21. People can access needed information quickly and easily. 
 

22. The organization maintains an up-to-date understanding of employee skills. 
 

23. Systems exist to measure performance gaps. 
 

24. Lessons learned are shared across the organization. 
 

25. The organization measures outcomes of training investments. 
 

26. People are recognized for taking initiative. 
 

27. People have choices in their work assignments. 
 

28. People are invited to contribute to the organization’s vision. 
 

29. People have control over the resources needed to do their work. 
 

30. The organization supports employees who take calculated risks. 
 

31. Vision is aligned across teams and levels. 
 

32. The organization supports work-life balance. 
 

33. People are encouraged to think globally. 
 

34. Customer perspectives are considered in decision making. 
 

35. The organization considers employee morale in decisions. 
 

36. The organization collaborates with external stakeholders. 
 

37. People seek input from across the organization when solving problems. 
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38. Leaders support requests for learning opportunities. 
 

39. Leaders share up-to-date information about trends. 
 

40. Leaders empower others to carry out the organization’s vision. 
 

41. Leaders mentor and coach their team members. 
 

42. Leaders actively seek opportunities to learn. 
 

43. Leaders ensure actions align with organizational values. 
 

Organization Results 
Rating Scale (Items 44–55) 
1 = Strongly Disagree 
2 = Disagree 
3 = Somewhat Disagree 
4 = Somewhat Agree 
5 = Agree 
6 = Strongly Agree 
 

44. Return on investment is greater than last year. 
 

45. Productivity per employee is greater than last year. 
 

46. Time to market is reduced compared to last year. 
 

47. Response time to customer issues has improved. 
 

48. Market share has increased. 
 

49. Cost per business transaction has decreased. 
 

50. Customer satisfaction has increased. 
 

51. The number of implemented suggestions has increased. 
 

52. The number of new products or services has increased. 
 

53. The proportion of skilled employees has increased. 
 

54. Investment in technology and information systems has increased. 
 

55. The number of individuals learning new skills has increased. 
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DLOQ Descriptive Statistics 

The following table presents descriptive statistics from the Dimensions of the Learning 

Organization Questionnaire (DLOQ), summarized across the seven core dimensions to provide 

contextual insight into the organizational learning environment. Mean scores and standard 

deviations are reported for each dimension. 

 

 

 
 

 

 

 

 

 

 

 

DLOQ Dimension Mean Standard Deviation 

Continuous Learning 3.90 .82 

Inquiry & Dialogue 3.90 .82 

Team Learning 3.94 .95 

Embedded Systems 3.44 .98 

Empowerment 3.44 .98 

System Connection 3.44 .98 

Strategic Leadership 4.19 .79 
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Appendix E: Sample Reflexive Journal Entry 

Researcher: Micah L. Lasseter 

Study: Coaching-for-Development in First-Time Managers 

Date of Interview: November 28, 2025 

Participant Pseudonym: P04 

Interview Duration: 50 minutes 

Immediate Impressions 

This interview was reflective and insightful, drawing on a participant with more advanced 

experience in coaching and learning and development. The participant referenced a range of 

frameworks, tools, and methodologies when describing their approach to coaching. 

The participant’s tone was confident and reflective, with a willingness to share both practices 

and perspectives. They were particularly engaged when offering recommendations based on their 

experience. At times, they appeared more guarded when discussing distinctions between 

managerial coaching and coaching external clients. 

Key Moments and Insights 

Several moments stood out as vivid illustrations of coaching in practice. The participant 

described navigating a situation where a team member resisted feedback and demonstrated 

limited openness to change. They also discussed the importance of setting boundaries in 

managerial coaching relationships, particularly when balancing performance expectations with 

deeper developmental conversations. 

An interesting tension emerged in the participant’s reflections on coaching frameworks. While 

they initially described structured models such as GROW as overly mechanical and ineffective, 
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their subsequent explanation of their coaching approach aligned closely with elements of the 

GROW model. Through reflection, they acknowledged this alignment. 

This suggests that while managers may resist formal frameworks, the underlying coaching 

behaviors often remain consistent. Frameworks may be most effective when adapted flexibly, 

rather than followed rigidly. 

The participant described coaching as a combination of listening, mirroring, summarizing, and 

asking thoughtful questions, emphasizing authenticity and relational presence. 

Researcher Reflection 

During the interview, I experienced moments of strong connection and curiosity, particularly 

given the participant’s background in learning and development. At times, the participant shared 

extensive lists of coaching methods and thought leaders, which came across as an effort to 

establish credibility. 

My own background in leadership development and coaching may have influenced the 

interaction, particularly in moments where we shared similar language and conceptual 

frameworks. I became aware of the need to balance rapport with maintaining an open and 

exploratory stance. 

I also adjusted my approach during the interview by reducing the frequency of summarizing 

responses, as this could be perceived as unnecessary or potentially condescending given the 

participant’s level of experience. 

Emerging Analytic Notes 

Several early analytic categories emerged from this interview: 

● Boundary setting in managerial coaching 

● The relationship between performance management and developmental coaching 
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● The tension between structured coaching frameworks and adaptive practice 

These themes appear consistent with patterns emerging across other interviews. 

Future Considerations 

Future interviews should continue to explore how managers navigate boundaries between 

performance and development, as well as how they interpret and adapt coaching frameworks in 

practice.  
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Appendix F: Codebook 

Developing Coaching Capability in First-Time Managers: An Experiential Learning Perspective 

in Dynamic Organizations 

Method: Interview to the Double (ITTD) 

Codebook Overview 

 This codebook was developed through a staged analytic process combining deductive 

codes informed by the study’s literature review, research questions, and conceptual framework 

with emergent codes that surfaced through sustained engagement with interview transcripts and 

reflexive memoing. 

Immediately following each Interview to the Double (ITTD) session, reflexive journal 

entries were recorded to capture initial impressions and early analytic sensitivities. Manual 

coding began with participant P03 to test the preliminary deductive structure and establish 

analytic immersion. Coding of P05 and P07 introduced variation in tenure, gender, and 

organizational role, allowing refinement of code definitions prior to application across the full 

dataset. 

The remaining transcripts were manually coded using the refined codebook. Analytic 

memos were written after each transcript to support cross-case pattern recognition. Recurring 

patterns were clustered into three higher-order analytic groupings, which were later aligned with 

the study’s research sub-questions. Themes were refined from these clustered patterns and 

verified through secondary digital organization and comparison using NVivo. 

Coding emphasized meaning units rather than frequency counts and prioritized 

interpretive proximity to participants’ lived managerial experience. 
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Deductive Codes (Informed by Literature, Research Questions, and Conceptual Framework) 

1. Interpretation of the Coaching Role 

Type: Deductive 

Aligned Research Question: RQ1  

Definition: How first-time managers describe, define, or make sense of developmental coaching 

as part of their managerial role. 

 Includes: Beliefs about coaching; role identity and expectations; assumptions about 

development; boundaries between coaching and managing. 

Excludes: Descriptions of specific coaching behaviors without interpretive framing. 

2. Enactment of Developmental Coaching 

Type: Deductive 

Aligned Research Question: RQ1 

Definition: How managers describe what they do when engaging in coaching for development in 

real work situations. 

Includes: Coaching conversations; feedback moments; questioning approaches; informal 

coaching interactions. 

Excludes: Evaluations or reflections on coaching effectiveness. 

3. Challenges to Coaching in Practice 

Type: Deductive 

Aligned Research Question: RQ2 

Definition: Obstacles that complicate or constrain managers’ ability to engage in developmental 

coaching. 
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Includes: Time pressure; delivery demands; emotional discomfort; role conflict; organizational 

constraints. 

Excludes: Strategies used to navigate or resolve challenges. 

4. Supports for Coaching Development 

Type: Deductive 

Aligned Research Question: RQ3 

Definition: Sources of support that enable managers to develop coaching capability. 

Includes: Managers and mentors; peers and HR partners; training and development programs; 

organizational culture and systems. 

Excludes: Individual learning processes not tied to a support source. 

5. Learning From Experience 

Type: Deductive 

Aligned Research Question: Primary RQ 

Definition: How managers describe learning to coach through experience rather than formal 

instruction alone. 

Includes: Trial and error; learning by doing; reflection after action; iterative adjustment over 

time. 

Excludes: One-time training or theoretical knowledge without experiential grounding. 

Emergent Codes (Developed Through Data Engagement) 

6. Situational Coaching Judgment 

Type: Emergent 

Aligned Research Question: RQ1, Primary RQ 
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 Definition: Managers’ moment-to-moment judgment in deciding how, when, and how much to 

coach in a given situation. 

Includes: Reading the individual; assessing readiness; adapting tone or depth; deciding when to 

intervene. 

Excludes: Use of formal coaching models or scripted approaches. 

7. Learning Through Discomfort or Misalignment 

Type: Emergent 

Aligned Research Question: Primary RQ 

Definition: Learning that occurs when coaching attempts feel ineffective, awkward, or 

emotionally challenging. 

Includes: Doubt and second-guessing; emotional reactions; revisiting conversations mentally; 

recognizing misalignment. 

Excludes: Successful coaching described without reflective learning. 

8. Relational Foundations of Coaching 

Type: Emergent 

Aligned Research Question: RQ1, RQ2 

Definition: The role of trust, relationship quality, and psychological safety in shaping coaching 

effectiveness. 

Includes: Trust-building; relationship history; emotional safety; credibility and rapport. 

Excludes: Task-focused feedback without relational context. 

9. Balancing Delivery and Development 

Type: Emergent 
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Aligned Research Question: RQ2 

Definition: How managers navigate tension between immediate performance demands and long-

term development. 

Includes: Trade-offs and prioritization; timing decisions; competing pressures; short-term versus 

long-term focus. 

Excludes: General workload descriptions not tied to coaching. 

10. Coaching as Identity Formation 

Type: Emergent 

Aligned Research Question: Primary RQ 

Definition: Coaching as part of becoming a manager, rather than a discrete skill to acquire. 

Includes: Shifts in self-concept; growing confidence over time; developing legitimacy as a 

coach. 

Excludes: Skill acquisition without identity-related reflection. 

11. Informal and Invisible Coaching Moments 

Type: Emergent 

Aligned Research Question: RQ1 

Definition: Coaching that occurs outside formal or scheduled development conversations. 

Includes: Quick check-ins; reactive moments; unplanned interactions. 

Excludes: Structured or planned coaching sessions. 

12. Reflection Triggered by Outcomes 

Type: Emergent 

Aligned Research Question: Primary RQ 
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Definition: Reflection prompted by the perceived success or failure of coaching interactions. 

Includes: Post-conversation reflection; re-evaluating approach; adjusting future behavior. 

Excludes: General self-awareness statements without a triggering event. 

Analytic Notes 

● Codes were applied to meaning units, with attention to recurrence across cases during 

pattern development. Deductive and emergent codes were applied iteratively and refined 

during early transcript comparison (P03, P05, P07). 

● Analytic memos were written after each transcript to support cross-case pattern 

recognition. Cross-case patterns were clustered into three higher-order analytic 

groupings, from which themes were developed. 

● The analytic sequence progressed from codes, to patterns, to clusters, to themes. 

 

 


