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Abstract  

This study investigated the challenge facing organisations that are sceptical about investing in 

the development of their  human capital when they are not sure whether sustainable personal 

leadership development can actually be achieved. Moreover, if it can be achieved, what the 

principles of a successful intervention are, and what return on investment the individual and 

organisation receive. Very few South African studies have tackled this problem, and the 

research on holistic and sustainable personal leadership development has not been formalised. 

Therefore, the aim of the study was to conceptualise and create such a framework, showing the 

underpinning principles thereof and describing the impact of personal leadership development 

on the individual and the organisation.  

The qualitative inductive approach to the research was based on the phenomenological, 

constructivist, interpretive research philosophy. A hybrid research methodology using grounded 

theory and hermeneutic phenomenology was designed and used to distil the essence of the 

phenomenon, tell the story of the lived experience of the research participants and build the  

theory of holistic and sustainable personal leadership development. The study adopted a multi-

step design that collected multiple forms of research data from 29 participants employed at two 

organisations in Gauteng, including solicited data (EQ-i2.0 and BeQÊ), in-depth interviews, 

personal reflections, focus groups, questionnaires, field notes and literature. Data was also 

collected (through in-depth interviews) from six organisation al and leadership development 

experts. 

The findings revealed five meta-insights into the process of holistic and sustainable leadership 

development. The first was that the facilitator was at the heart of the development process; 

interwoven through each theme and key aspect contributing to holistic and sustainable personal 

leadership development. The second insight was the importance of cohort learning ; the safe, 

supportive, sacred environment created by the group was paramount in facilitating the 

individualôs and groupôs development. Thirdly, learners becoming vulnerable to challenge and 

shift their limiting paradigms was a key part of the programmeôs success and its sustainable 

results. Additionally, the vulnerability of the facilitator was a catalyst to the learners open ing up 

and becoming vulnerable. The fourth meta-insight was that for development to be sustainable, 

the learning must be experiential, personally meaningful and transferred and integrated to the 

learnerôs context and reality. Lastly, overwhelming evidence point s to the fact that learning is a 

journey that takes ti me if it is to be holistic and sustainable, and therefore quick fix 

programmes will not yield the desired results. As a result of the meta -insights, a framework for 

holistic and sustainable leadership development was constructed. 

In practice, the findings provide insights, models and practical tools for organisational 

development (OD) practitioners, facilitators, coaches, managers and organisations responsible 

for developing leaders to ensure that the development is holistic, and the results are 

sustainable. The study also offers the principles of a successful intervention and illustrates the 

return on investment individuals and organisations are likely to receive from interventions 

designed based on these principles. This insight and understanding can contribute to increased 

success in the field of OD, leadership development and management. 

Key Words: Holistic Development, Organisational Development, Personal Leadership, 

Leadership, Sustainability, Coaching, Neuro-Linguistic Programming, Emotional Intelligence, 

Employee Engagement 
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Chapter  1: Introduction to the Study  

1.1  Introduction  

There is a growing body of evidence to support the fact that emotional intelligence (EI) is key to 

effective transformational leadership practices, enhanced employee engagement and increased 

organisational performance (Coetzee 2005; Coetzee & Schaap 2004; Ashkanasy & Daus 2005; 

Hayward, 2005; Bharwaney, Bar-On & MacKinlay, 2007; Bipath, 2007; Viljoen-Terblanche, 2008; 

Bar-On, 2010). Furthermore, numerous researchers (Collins, 2001; Maxwell, 2006; Manz, 1983, 

1986; Neck & Manz, 1992, 1996; Neck, 2004; Neck & Houghton, 2006; Scouller, 2011; Manz & 

Neck, 2012) have emphasised the importance of personal leadership development in the pursuit of 

leadership development and the ripple effect personal leadership has on the macro-environment. 

Yet, apart from the notable efforts of Prins (2006), Bipath (2007), Viljoen -Terblanche (2008) and 

Miranda (2011), the researcher was unable to identify research conducted in South Africa (SA) 

that explored or formalised the p rerequisites or design principles for effective personal leadership 

development interventions. Bharwaney et al., (2007) conducted research into design principles but 

this research was based on programmes and samples drawn from the United Kingdom, which are 

not necessarily applicable to the South African context.  

The importance of systemic and holistic development for sustainable results has also been noted 

(Smuts, 1926; Senge, 1993; Copley, 1995; Kibuka-Sebitosi, 2007; Viljoen-Terblanche, 2008; Kriek 

& Grayston, 2009) but t here is insufficient research on the concept of holistic development of 

adult workers in South Africa. The researcher was able to locate South African research that 

focused on the holistic development of schoolteachers teaching science (Kibuka-Sebitosi, 2007; 

Kriek & Grayston, 2009). However, nothing but the work of Viljoen-Terblanche (2008) related to 

the holistic development of personal leadership and the impact thereof. In other words, the 

research on holistic development has not yet been formalised and accepted as a significant 

framework for personal development that may positively influence individuals, their engagement 

levels and the systems to which they belong. This thesis will attempt to position holistic 

development as a sustainable personal leadership development strategy. 

In addition, organisations are currently under pressure to cut costs, and have become increasingly 

hesitant about investing in development programmes when they are unsure of the results they will 

achieve. This has been fuelled by consultants who offer quick fixes and programmes that have 

over-promised and under-delivered (Bharwaney, et al., 2007; Viljoen-Terblanche, 2008). 

Increasingly, organisations want to see an explicit return on their investments (ROI), and want to 

be assured of the sustainability of the results of the intervention and the  lasting impact it will have 

on the organisation. The area of sustainability or transferability of the results of development 

interventions is an area that still requires more research (Viljoen-Terblanche, 2008). As such, the 

researcher will attempt to show the impact of holistic personal leadership interventions on the 

individuals and organisations to explicate ROI and motivate more South African and global 

organisations to invest in the holistic development of their human capital.  

This chapter provides the background for the research, an overview of the research problem and 

motivation for the research, as well as the unique contribution of the study. The research 

philosophy and strategy are outlined, as they apply to this study, which is aimed at determining 

the impact of holistic development on the individual and the organisation and the sustainability 
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thereof. It also argues for the use of grounded theory to enable the rese archer to construct and 

refine the framework for holistic and sustainable personal leadership development interventions.  

 

1.2  Background  to the Research Problem  

In 1997, Cartwright and Cooper predicted that, ñChange will be the byword of the next 

millennium, with its accompanying job insecurities, corporate culture clashes, and significantly 

different styles of managerial leadership ï in other words, massive organisational change and 

inevitable stressò (Cartwright & Cooper, 1997:2). This is especially true in the South African 

context as there has been immense transformation during the post -apartheid era, giving rise to 

much insecurity and upheaval in the workplace that continue to impact SA today (Palmer, Jansen 

& Coetzee, 2006). Organisations have lost critical talent , and leaders have not always been 

equipped with the EI required to steer organisational change successfully and to engage their 

workforce (Kotter  & Cohen, 2002; Alston 2009). Moreover, there are numerous macro-factors 

affecting the workplace such as poverty, crime, HIV/Aids and cultural diversity that require highly 

developed and emotionally intelligent leaders to address them (Palmer, Jansen & Coetzee, 2006). 

One of the key problems facing business today, in SA and globally, is the negative effect  that 

leaders and employees with a low emotional quotient ( EQ) have on their team and business 

outcomes (Goleman, 1995, 1998, 2001; Cherniss, 1999; Stein, Papadogiannis & Sitarenios, 2009). 

Many are ill equipped to deal with people effectively, build relat ionships and manage diversity 

(Kim, 2010). Strikes, emotional outburst and conflict are rife in organisations and industries 

throughout SA. In 2012, a key example was the Marikana mining strike. Odendaal (2012), 

reported that Peter Leon (Webber Wentzel head of Africa mining and energy projects) said it had 

not only affected our Gross Domestic Product (GDP) but also detrimentally affected investor 

confidence. Unmanaged emotional reactions may result in stalled change initiatives (Kotter  & 

Cohen, 2002; Cahill, 2011), poor productivity, high staff turnover, lack of innovation, increased 

stress levels and a poor emotional climate at work. These are but a few of the negative effects the 

researcher has personally observed in the past eight years. Furthermore, every aspect of business 

involves dealing with people. Kim (2010) showed that low EQ negotiators routinely left money on 

the table (if they lacked confidence and skills) or botch relationships (if they were impulsive and 

volatile). Sales and service staff with a low EQ obtain poorer results, generate half the sales their 

high EQ counterparts do, and negatively affect the bottom line (Cherniss, 1999; Stein, 

Papadogiannis & Sitarenios, 2009).  

The positive impact of emotionally intelligent leaders has been well r esearched. Numerous studies 

over the past 20 years (Goleman, 1995, 1998, 2001; Bar-On, 2006, 2010; Bar-On, Handley & 

Fund, 2006; Bharwaney, Bar-On & MacKinlay, 2007; Freedman, 2007; Martin, 2008; Vieira, 2008; 

Viljoen-Terblanche, 2008) have demonstrated th at EI is often the significant distinguishing factor 

between leaders who are great and those who are merely good or average. The higher the 

position a leader holds in an organisation, the more it seems that their EQ matters (Goleman, 

1998). An online survey conducted by CareerBuilder involving 2,662 United States (US) hiring 

managers between 19 May 2011 and 8 June 2011 even revealed that 54% would not hire 

someone with a high intellectual quotient (IQ) if they had a low EQ. Moreover, 71% of these 

hiring managers said that their hiring was based on EQ. 
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Despite the knowledge that low EQ is detrimental and high EQ is essential, in South Africa we 

often do not have the luxury of hiring employees, managers or leaders who come with an already 

high EQ. One reason for this is the serious skills shortage in SA (Burger, 2003; Allais & Nathan, 

2014; Balwanz & Ngcwangu, 2016) that results in numerous leaders being promoted because of 

their sound technical skills with no consideration given to their leadership ability or EQ. It has 

been shown that having technically brilliant leaders with a low EQ is dangerous and damaging for 

organisations (Bharwaney, et al., 2007). Another reason is the affirmative action policy 

implemented in SA in recent years, which has resulted in many employees being hired or fired 

based on race and not on their abilities. According to labour unions, ñTelkom SA plans to target 

white, male employees when making job cuts that may affect more than 2,600 managers at South 

Africaôs largest fixed-line phone companyé The other criteria include qualifications, potential, 

length of service, and gender, according to a document that the unions, Solidarity and the South 

African Communications Union, said they receivedò (Spillane, 2014: online). No mention of thei r 

leadership, personal leadership capabilities or their EQ had been taken into consideration.  

The above developments imply that, considering the global upheaval and restructuring during the 

past 20 years (in SA in particular), organisations should be developing the EQ of their staff 

because personal leadership and leadership capacity are needed more than ever before. This, 

however, seems not to be the case. In a recent report, Freeman (2014) shows that, globally, EI 

has actually declined between 2011 and 2014. This raises questions as to whether stress could be 

a major contributing factor or whether, perhaps, it is also because there is still much scepticism 

regarding the development of individuals, the sustainability thereof and the impact this has on the 

organisation. Both seem plausible. This research focused on the latter as Bharwaney et al. (2007) 

and Eichmann (2009) both revealed that many programmes have tried and failed to develop EQ, 

which has fuelled the minds of the sceptics (Bharwaney et al., 2007; Eichmann, 2009). As a result, 

organisations have become increasing concerned about spending money when they are uncertain 

that the intervention will yield results or when they are unsure of what the impact will be 

(Bharwaney et al., 2007). Organisational development (OD) specialists need to find a sustainable 

way to develop personal leadership capacity holistically and to enhance EQ, as well as to restore 

organisational confidence in developmental interventions by explicating the impact and return on 

investment (ROI) of their interventions.   

In light of the above , the researcher invited two organisations she worked with, namely 

Barloworld Equipment and BASF Construction Chemicals, to participate in the study. The 

Barloworld participants comprised two groups of nine participants each while BASF comprised one 

group of 11 participants.  These organisations were selected to participate because they had 

employees who were required to attend a personal leadership development intervention that was 

aimed at enhancing emotional intelligence. 

 

1.3  Key Concepts  

Certain key concepts and their definitions are referred to throughout this thesis . These concepts 

include emotional intelligence, holistic development, coaching, sustainability, leadership, personal 

leadership and employee engagement. Before going any further into the study, these concepts will 

now be defined from the researcherôs perspective.  
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1.3.1  Emotional Intelligence  

Growing research in the domain of emotional intelligence (EI) has given rise to many ways of 

defining and measuring this construct, and the overall measure of the construct is referred to as 

emotional quotient (EQ). As suggested by Spielberg (2004), the theories of Mayer and Salovey, 

Bar-On and Goleman are currently the three major conceptual models of EI . Mayer and Salovey 

(1990) proposed that EI was the ability to: (1) Perceive (identify) emotions, (2) Use emotions to 

facilitate thinking, (3) Understand emotions and (4) Regulate emotions (Mayer & Salovey, 1990; 

Mayer, Salovey & Caruso, 2004). While Bar-Onôs (1997, 2000, 2006) refers to EI as emotional-

social intelligence (ESI) because he sees EI as consisting of interrelated emotional (intrapersonal) 

and social (interpersonal) competencies (Bar-On, 2006). Bar-On (2006) defines ESI as ña cross-

section of interrelated emotional and social competencies, skills and facilitators that determine 

how effectively we understand and express ourselves, understand others and relate with them, 

and cope with daily demandsò (Bar-On, 2006:3). Goleman (1995, 1998) drew on the work of 

many previous theorists and popularised the construct EI. Golemanôs refined model of EI 

(Boyatzis, Goleman & Rhee, 1999) comprises four key components (1) Self-awareness, (2) Self-

management, (3) Social awareness and (4) Relationship management.  

Mayer and Saloveyôs (1990, 2004), Bar-Onôs (1997, 2000, 2006) and Golemanôs (1995, 1998) 

theories all share the notion that the ability to recognise, understand, use and regulate emotions 

are important aspects of EI. The researcher favours Bar-Onôs (2006) theory as it is more 

elaborative and robust because he combines emotional and social competencies as well as making 

self-regard, stress management and decision making distinct and measurable components.  

Bar-Onôs instruments for measuring EI can also be used in clinical, educational, forensic, medical, 

corporate, human resources and research settings, and the report includes feedback on 

appropriate developmental strategies. This is an additional reason why the researcher has 

favoured the use of Bar-On for this research. Throughout this thesis, the term emotional quotient 

(EQ) is used to refer to the overall measure of EI  as described by Bar-On. 

 

1.3.2  Holistic Development  

Adequately defining the term holistic development requires initially defining development and 

holism separately. According to the Merriam-Websterôs Dictionary the term development is ñthe 

act or process of growing or causing something to grow or become larger or more advanced or 

the act or process of creating something over a period of timeò (Merriam-Websterôs Dictionary, 

1999:247). The Oxford Dictionary definition echoes these sentiments when it defines development 

as, ñA specified state of growth or advancementò (Oxford Dictionary: online). The researcher 

values the addition of the word refine d contributed by the Vocabulary Dictionary in its definition of 

development as, ñthe act of improving by expanding, enlarging or refiningò (Vocabulary 

Dictionary: online) . Holism is defined by the Merriam-Websterôs Dictionary as, ña theory that the 

universe and, especially, living nature is correctly seen in terms of interacting wholes (as of living 

organisms) that are more than the mere sum of elementary particlesò (Merriam-Websterôs 

Dictionary, 1999:553). Although many people use the term ñholismò today, few people realise that 

it was originally introduced by the South African statesman Jan Smuts (1926) in his book, Holism 

and Evolution. Smuts (1926) defined holism as ñthe tendency in nature to form wholes that are 

greater than the sum of the parts through  creative evolution.ò The researcher resonates with 

Smutsô belief that ñholism as an active creative process means the movements of the universe 

towards ever more and deeper wholenessò (Smuts, 1926).  
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In synthesis of the terms development and holistic, the researcher views holistic development as 

the growth, advancement and refinement  of the entire person including the mind, heart and soul, 

with a strong focus on development  of EI and behavioural flexibility. In addition, it is about 

developing people person in the context of their environment and, therefore, about taking a 

systemic approach to development (Senge, 1990) that impacts and transforms individuals, their 

micro-environment (for example, their personal lives and their team) and their macro -environment 

(for example, the organisation they work in ). Wilberôs (2007) Integral Vision has also inspired the 

researcher by his attempt to bridge ñeverything that all the various world cultures have to tell us 

about human potentialðabout psychological, spiritual, and social growthðand identified the basic 

patterns that connect these pieces of knowledgeò (Wilber, 2007:16) and show how they integrate 

with theories of developmental psychology. Although Wilberôs work is widely criticised (Visser, 

2003; Meyerhoff, 2010), he opens up the possibility of illuminating critically essential keys to 

human growth, based on the sum total of cross -cultural and disciplinary knowledge (Helfrich, 

2007). Integral theories furthermore support  the researcherôs use of multiple OD methodologies 

across various disciplines to support development and transformation; including dialogue 

education principles, neuro-linguistic programming (NLP) techniques and cognitive behaviour 

change strategies. Therefore, the researcherôs operational definition of holistic development is the 

growth, advancement and/or refinement of the entire individual in an integrated way ; including 

mind, heart and soul, and  using multiple OD methodologies to facilitate transformation of the 

individual and the system(s) to which they belong. 

 

1.3.3  Organisational Development  

Organisational development (OD) is an interdisciplinary field with diverse intellectual roots, which 

has resulted in numerous definitions in literature (Viljoen, 2015 a). Egan (2002) reported that  as 

many as 60 different variables listed in the numerous definitions. One of the first and most widely 

cited definition of OD is Beckhardôs (1969:9): 

Organization development is an effort (1) planned, (2) organization  wide, and (3) 

managed from the top, to (4) increase  organization effectiveness and health 

through (5) planned interventions in the organizationôs ñprocesses,ò using 

behavioral-science knowledge (Beckhard, 1969:9). 

Although some of Beckhardôs basic tenets still hold true today, his definition has been widely 

criticised for being too linear and developed during a time where organisations were seen 

mechanistically, and problems were more easily diagnosed. Viljoen (2015) advised that the many 

definitions that followed ñare similar in that they agree that OD deals with the followingò (Viljoen, 

2015a:2):  

(1) Optimisation of the individual, group and the organisation ï thus, the 

organisation as a whole; (2) optimisation of climate, health and effectiveness; (3) 

change to make organisations more effective; (4) inte rventions form part of the 

scope of practice; (5) strategy forms part of the scope of the field of study, 

culture, climate and people optimisation; and (6) continuous improvement issues 

and sustainability of organisations (Viljoen, 2015a:2).  

To achieve these ends, in an increasingly complex and demanding world, it is important that OD 

practitioners specialise in specific aspects of OD, and leverage relationships with various 

stakeholder rather than attempt to manage all aspects of the change (Le Roux, 2008;  Viljoen, 
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2015). It is also important that OD change initiatives are strategic and aligned to business 

objectives and external drivers (Viljoen, 2015a:4) with a focus on contextualised solutions (Le 

Roux, 2008). The researcher values the novel approach introduced by Nielsen (1984) who defined 

OD as ñthe attempt to influence the members of an organization to expand their candidness with 

each otheré and to take greater responsibility for their own actions as organization membersò 

Nielsen (1984:3). Inclusion of the suggestions of Nielsen (1984) and Le Roux (2008) creates a 

more systemic and holistic approach to OD that ñresolves organisational change challenges from a 

systemic perspectiveò (Viljoen, 2015a:3). To achieve these ends, OD practitioners must become 

like ñorganisational physiciansò looking for patterns in organisations rather than events and 

explore paradoxes and polarities, rather than approaching organisations with a view of fixing them 

(McNamara, 2007). The researcher agrees with the notion that todayôs OD practitioners need to 

ñcount on guiding principles as much as verified facts from social sciencesò (McNamara, 2007:5) to 

support the system to find a new equilibrium that brings about holistic and sustainable change 

and continuous improvement. 

 

1.3.4  Coaching  

Coaching is a very broadly used term, and can have a variety of meanings, depending on the 

situation. Furthermore, there are many different branches of coaching such as sports coaching, 

relationship coaching and health coaching. During this thesis, coaching refers to the branch of 

coaching that focuses on supporting individuals to identify (or create) and reach their personal 

and business goals and to unlock their potential and increase their performance. This 

interpretation is based on the synthesis of three key coaching definitions. The first being the 

International Coaching Federationôs (2015) definition of coaching, which is that coaching is, 

ñpartnering with clients in a thought-provoking and creative process that inspires them to 

maximize their personal and professional potential.ò Secondly, Whitmoreôs definition of coaching 

as ñunlocking a personôs potential to maximize their performanceò (Whitmore, 2002:5) and, 

thirdly, Landsbergôs (2003) addition that coaching is also about enhancing peopleôs learning ability. 

In essence, coaching can help a person to journey from where they are to where they want to be 

and the coach is a change agent or catalyst who supports this process (Whitmore, 2002).  

 

1.3.5  Neuro -Linguistic Programming  

Neuro-Linguistic Programming (NLP) originated in the 1970s. It was co -founded by Bandler and 

Grinder (1975), and is often described as the science of human behaviour (Bandler & Grinder, 

1983). Bandler and Grinder (1975) introduced the notion of  a whole mind-body system where 

there was a ñsystematic, cybernetic link between a personôs internal experience (neuro), their 

language (linguistic) and their patterns of behaviour (programming) ò (Tosey & Mathison, 2003:1) . 

This makes NLP a useful and systematic way of understanding, reframin g, reprogramming and/or 

modelling a personôs subjective experience (Bandler & Grinder, 1983; Andreas & Andreas, 1987, 

1989; Tosey & Mathison, 2003) because using it can ñidentify peopleôs patterns and alter their 

responses to stimuli, so they are better able to regulate their environment and themselvesò 

(Zaharia, Reiner & Schütz, 2015:355).  
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1.3.6  Sustainability  

Other than dictionary definitions, the researcher was challenged to obtain a definition of 

sustainability directly linked to education, training or OD r ather than the sustainability of the 

environment. It seems that the term ñsustainabilityò is often used in misguided ways depending on 

the context. The Merriam-Websterôs Dictionary defines sustainability as ñthe ability to last or 

continue for a long timeò and the synonyms used for sustainability that are appropriate for this 

thesis are ñdefensible, justifiable, maintainable, secure, supportable and tenableò (Merriam-

Websterôs Dictionary: online). Sustainability suggests ñthinking and behaviour that is future-

oriented and long-term, and since thinking is the precursor to actions and behaviour, these two 

components go hand in handò (Walker, 2013:2). Harrison (2000) includes the notion that 

sustainable development requires that we constantly adapt to change and ñin order to achieve 

sustainable results by means of transformational strategies the human resistance to change must 

be addressed efficientlyò (Viljoen-Terblanche, 2008:87). The researcher, therefore,  resonates with 

the research opinion (Covey, 2004; Senge, Scharmer, Jaworski & Flowers, 2004) that achieving 

sustainable results requires systemic thinking principles because change efforts must not only 

address actions and behaviour but must also ñaddress the underlying beliefs and assumptionsé in 

an effective wayò (Viljoen-Terblanche, 2008:70). As such, the researcher uses the term 

ñsustainabilityò to refer to the ability of the system to maintain, uphold or further enhance the 

current level of ability, skill, knowledge, behaviour, performance and/or attitud e within the context 

of the macro-system for an indefinite period.  

 

1.3.7  Leadership  

There is an overwhelming number of definitions and models of leadership. Some authorities 

describe leadership as the ability to translate a vision into action (Bennis & Nanus, 1985), and 

others define it merely as influence (Maxwell, 2007), while others talk about it as the ability to 

empower followers (Gates, Grove & Eisner, 2000). While all these definitions touch on aspects of 

leadership, the researcher resonates with Chemersô (1997:1) definition, which describes leadership 

as ña process of social influence in which one person can enlist the aid and support of others in 

the accomplishment of a common task.ò In order to achieve significant levels of social influence it 

must be noted that much research has shown the importance of high levels of EQ because EI is 

linked to leadership success (Goleman, 1998; Miller, 1999; Bar-On, 2006; Prins, 2006; Freedman, 

2007; Martin, 2008; Vieira, 2008; Viljoen -Terblanche, 2008).  

 

1.3.8  Personal Lead ership  

Self-leadership or ñpersonal leadershipò was introduced by Manz (1983, 1986), and was broadly 

defined as the process of influencing oneself to establish the self-direction and self-motivation 

needed to perform. It involves ñleading oneselfò using both behavioural and mental techniques 

(Manz, 1983, 1986; Neck & Manz, 1992, 1996; Neck, 2004; Neck & Houghton, 2006; Manz & 

Neck, 2012). Many leadership theorists have gone on to include the phenomenon of personal 

leadership in their books and articles on the subject. Maxwell (2006) asserted that people began 

by leading themselves, and then they could become 360-degree leaders by learning to lead up 

with their leader, lead across with colleagues and lead down with followers (Maxwell, 2006). 

Scouller (2011) argued that self -mastery was the key to growing personal leadership presence, 
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building trusting relationships and enabling behavioural flexibility in dynamic circumstances, while 

remaining authentic and connected to oneôs core values (Scouller, 2011). Scoullerôs (2011) model 

(see Figure 1.1 The Three Levels of Leadership) comprises three levels.  

 

Figure 1.1  The Three Levels of Leadership  

(Scouller, 2011:91) 

In Figure 1.1 above, Scoullerôs (2011) three levels include: (1) Public leadership involving the 

actions leaders take in group settings; (2) Private leadership involving the individual handling of 

group members; and (3) Personal leadership, which is the inner counterpart to the outer levels of 

private and public leadership. Personal leadership concerns the leaderôs psychological, moral and 

technical development and its effect on his presence and behaviour (Scouller, 2011). Of the three 

levels, Scouller (2011) argues that personal leadership is the most powerful and likens it as 

follows: 

Dropping a pebble into a pond and seeing the ripples spreading out from the 

centre.  The pebble represents inner, personal leadership and the ripples the two 

outer levels.  Helpful inner change and growth will affect outer leadership 

positively. Negative inner change will cause the oppositeé At the heart of it 

[personal leadership] is the leaderôs self-awareness, his progress toward self-

mastery and technical competence, and his sense of connection with those around 

him.  Itôs the inner core, the source, of a leaderôs outer leadership effectiveness 

(Scouller, 2011:91). 

Manz and Neckôs (2004) research over the past 20 years demonstrated that personal leadership 

provided considerable promise for taking employee effectiveness to the next level and achieving 

both employee and organisational effectiveness in the 21st century (Manz & Neck, 2004). It is 

particularly significant to this research and the way personal leadership is used in this thesis that 

their model is not simply a deductive or descriptive theory that seeks to exp lain the basics of the 

phenomenon but rather a normative model that is prescriptive and emphasises ñhowò personal 

leadership can be achieved (Neck & Houghton, 2006). This is because actively using behavioural, 
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mental and emotional regulation techniques is an aspect of personal leadership that is important 

to this thesis and this research. 

Furthermore, Scoullerôs (2011) definition of personal leadership brings a strong focus on self-

awareness and the ripple effect this has on the macro-environment (Scouller, 2011). Combined 

with Collinsô (2001) observation that leaders of ultimate distinction are highly self-aware and 

display high levels of personal leadership but are able to achieve this while remaining humble 

(Collins, 2001) is key, as personal leadership is not about being self-centred but rather about 

being highly self-aware, which includes an awareness of leadership flaws (Collins, 2001). To 

integrate these perspectives, the working definition of personal leadership positioned for this 

thesis is that it is the process of gaining deep self-awareness and ability to manage oneself 

actively in establishing the self-direction and self-motivation needed to perform while remaining 

humble and authentic. Personal leadership starts with the self, but influences everything and 

everyone in the system for good or for ill.  

 

1.3.9  Employee Engagement  

The introduction of the term ñengagementò is widely accredited to Khan (1990:694) who defines 

employee engagement as ñthe harnessing of organization membersô selves to their work roles; in 

engagement, people employ and express themselves physically, cognitively, and emotionally 

during role performances.ò Since his introduction of the term, there have been many theories and 

numerous definitions regarding what employee engagement is yet there is still the lack of a 

universal definition and ñengagement is easy to recognize in practice yet difficult to defineò 

(Schaufeli, 2013:1). Maslach, Schaufeli and Leiterôs (2001) model indicates the importance of the 

psychological conditions affecting the employeeôs performance. Holbeche and Springett (2003) 

emphasise the employeeôs desire to do work that is meaningful while May, Gilson and Harter 

(2004) highlight the employeeôs need to be involved, and to have a voice. Frank, Finnegan and 

Taylor (2004) define employee engagement as the measurable amount of discretionary effort 

exhibited by employees in their jobs, and Saks (2006) expanded this to include special emphasis 

on peopleôs attitude towards their organisation that affect whether they want to give back or not.  

In 2008, Macey and Schneider proposed a conceptual framework that synthesised an exhaustive 

list of elements used to define employee engagement; these include trait , state and behavioural 

engagement. Although, Saks (2008) criticised this framework as being too broad and lacking 

distinctiveness and Schaufeli (2013:14) echoed this when he said, ñconceptual distinctiveness of 

engagement vis-à-vis other relevant concepts remains an issueé [and] a unique theoretical 

framework for work engagement does not e xist,ò the researcher finds value in Macey and 

Schneiderôs (2008) discernment of behavioural engagement. Behavioural engagement, at an 

individual level, is incorporated in Viljoenôs (2008) BeQ measure as I-engage and is easier to 

influence that trait or st ate. Behavioural engagement involves personal growth, enhanced EQ, 

personal effectiveness, higher levels of consciousness and allowing of differences, hope, pride 

(Viljoen, 2008).  

I t is evident that employee engagement is a complex, multi -faceted and dynamic construct 

involving the emotional, intellectual and physical engagement of employees to impact positively on 

their attitude and commitment to their organisation and its goals (Kruse, 2012; Truss, Soane, 

Edwards, Wisdom, Croll & Burnett, 2006). Engagement is, ñthe systemic result of the interplay 

between the individual potential, group potential and organisational potential in the context of the 
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specific industry or national cultureò and ñis the output of energy in the system to performò 

(Viljoen, 2008:18). It therefore requires ñthe development of a holistic mutually-reinforcing 

strategy that encompasses employee voice, management style, performance management, 

communication, recruitment and selection, and reward. There is no engagement óquick fixô but, 

rather, tackling low levels of engagement entails a willingness to undertake a root -and-branch 

review of the entire employee experienceò (Fletcher & Truss, 2013:36). In addition, further 

scientific research would be valuable for gaining more clarity regarding strategies for the 

development of employee engagement. It must also be noted that although ñemployee 

engagementò and ñwork engagementò are often used interchangeably, the researcher agrees with 

Schaufeliôs (2013) distinction between the two that ñwork engagement refers to the relationship of 

the employee with his or her work, whereas employee engagement may also include the 

relationship with the organizationò (Schaufeli, 2013:1). 

 

1.4  Research Problem  

During the research process, the researcher did not find sufficient research that was conducted on 

the concept of holistic development of adult workers or the sustainability of individual 

development and the ROI for the individual and organisation, particularly within the South African 

context. The researcher was able to locate South African research that focused on the holistic 

development of schoolteachers teaching science (Kriek & Grayston, 2009; Kibuka-Sebitosi, 2007), 

but nothing related to the holistic dev elopment of personal leadership, the impact thereof  and/or 

its sustainability. In other words, it appears that the research on holistic development that is 

sustainable has not yet been formalised and accepted as a significant framework for personal and 

organisation development. The resulting problem is that  this makes organisations 

sceptical about investing in the development of their human capital when they are not 

sure whether sustainable personal leadership development can actually be achieved 

and, if it can, what the principles of a successful interventi on are, and what ROI the 

individual and organisation receive. Very few South African studies have tackled this 

problem.  

 

1.5  Rationale and Unique Contribution of the Study  

This topic was identified in response to the challenges the researcher, and OD specialists in 

general have in explicating ROI and showing the sustainability of the results of development 

interventions. With tighter budgets, escalating costs and the continuous demand to produce more 

for less, there is a need to develop a higher standard of per sonal leadership and leadership skills. 

Organisations in SA require employees who show a high level of personal leadership capacity and 

who are engaged as this will give their organisations crucial competitive advantages, including 

higher productivity and lower employee turnover (Harter, Schmidt & Hayes, 2002). Yet, many 

organisations remain sceptical of the value they receive from interventions, and are uncertain as 

to whether development is retained (French & Bell, 1999; Bharwaney et al., 2007; Silverman, 

2012; Jehanzeb & Bashir, 2013). The researcher regularly encounters dissatisfied organisations 

that have made substantial investments in programmes that have over -promised and under-

delivered.  

Apart from the notable efforts of Prins (2006), Bipath (2007) , Viljoen-Terblanche (2008) and 

Miranda (2011), the researcher was unable to identify research conducted in SA that explored or 
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formalised the prerequisites or design principles for effective development interventions. 

Bharwaney et al., ( 2007) have conducted research, but based on programmes and samples drawn 

from the United Kingdom, which were not necessarily applicable to the South African context. An 

extensive literature search of Sabinet and Google Scholar (plus a grey literature search reviewing 

the reference lists of the articles) was conducted to include articles that were published in peer -

review journals between 2000 and 2016, written in English and including sustainable leadership 

development or holistic leadership development was conducted. Despite the more than four and a  

half million articles published on leadership, only 45 articles met the criteria of holistic and 

sustainable personal leadership development and were included for full review. This confirmed 

that very little research has been conducted into the framework for holistic personal leadership 

development suited to 21st century leadership and the current leadership challenges facing SA.  

The research was conducted in response to the need for prerequisites or design principles 

regarding holistic and sustainable personal leadership development interventions within the South 

African context, and in an attempt  to derive insight into the principles underpinning successful 

interventions. This study finds specific application in the domain of positive organisational 

behaviour and OD, and attempts to uncover the complexity that underpins holistic and sustainable 

personal leadership development and the impact thereof. It is influenced by and attempts to 

integrate the theoretical underpinnings of or ganisational, behavioural, cognitive, educational and 

positive psychology, as well as the influences of systemic thinking, NLP and coaching on holistic 

development and attempts to integrate these (see Chapter 5). This thesis will attempt to position 

holistic personal leadership development as a significant transformational strategy that affects 

individuals and OD positively.  

Sustainability or transferability of the results of development interventions is an area that requires 

more research (Viljoen-Terblanche, 2008) to show ROI for organisations. As such, the researcher 

will attempt to make the ROI that organisations are seeking more explicit to encourage and 

motivate more South African and global organisations to invest in the holistic development of their  

human capital. This thesis will aim to show the impact of personal leadership development on 

both the individual and the organisation, including the effect of personal leadership on employee 

engagement (Vance, 2006).  

This study is also unique in that the  research incorporates he voices of the research participants, 

the voice of the participantôs manager, and the voice of the researcher as well as the results of 

quantitative assessment tools. It includes longitudinal research by interviewing participants from 

two separate organisations who attended the intervention more than a year ago to determine the 

sustainability of the results. To make this contribution the research aim, sub -aims (or objectives) 

and questions are explained in what follows. 
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1.6  Aim and Ob jectives of Study  

1.6.1  Overarching Aim  

This study aims at providing South African organisations with a local study that conceptualises 

personal leadership development holistically, defining the underpinning principles and describing 

the impact of such development on the individual and the organisation as well as the sustainability 

thereof. The aim could therefore be defined as follows: To explicate Personal Leadership 

Development through a Framework of Holistic and Sustainable Development. 

 

1.6.2  Research Objectives  

The research objectives provide a way of realising the overarching aim of the study. The research 

objectives are to: 

1. To create understanding of the ways in which a leader  can be developed holistically and 

sustainably.  

2. To derive insights into the prerequisites or design principles that are required for an 

intervention to be holistic and sustainable. 

3. To explore the impact of a holistic development journey on an individual.  

4. To distil the impact of a holistic development journey on an organisation. 

5. To create a framework and derive meta-insights for holistic and sustainable personal 

leadership development. 

 

1.7  Research Questions  

The following research questions were posed: 

1. How can an individual be developed holistically and sustainably? 

2. What are the prerequisite design principles of a holistic development intervention? 

3. How does holistic development impact the individual? 

4. How does holistic development impact the organisation? 

5. What is a suitable framework and meta-insights for holistic and sustainable development? 
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1.8  Research Assumptions  

This study rests on the assumption that EI is critical to personal leadership and leadership 

success, organisational development, productivity and increased employee engagement. This 

assumption has been supported with much literature (Cherniss, 1999; Miller, 1999; Barling, Slater 

& Kelloway, 2000; Goleman, 2000; Palmer, Gardner & Stough, 2003; Coetzee & Schaap 2004; 

Ashkanasy & Daus, 2005, Lopes, Salovey, Cote & Beers, 2005; Coetzee, 2005; Viljoen-

Terblanche, 2008) and is discussed further  in Chapter 3. 

The study also rests on the assumption that EI  can be developed. Over the past decade, much 

research supports this assumption (Goleman, 1995, 1998, 2001; Bar-On, 2006, 2010; Bharwaney 

et al., 2007; Freedman, 2007; Martin, 2008; Vieira, 2008;  Viljoen-Terblanche, 2008) and it is now 

reported in th e Handbook of Organisational Consulting Psychology (Carson & Loman, 2002). A 

further assumption is that EQ is a universal construct, that it can be measured and that there are 

assessments available to do so (Goleman, 2002; Mayer, Salovey & Caruso, 2004; Bar-On, 2006). 

Lastly, it can also be assumed that if EQ growth was experienced after the intervention, that it can 

be transferable to other companies and industries. 

 

1.9  Research Philosophy  

The research philosophy (consisting of ontological, epistemological, paradigmatic and ethical 

constructs) gives rise to a set of interrelated assumptions about the social world, and provides a 

framework for studying that world (Ponterotto, 2005). As such, it is important  that the research 

philosophy adopted, and how it affected this study and the selection of the research methodology 

(Saunders et al., 2003), is explicated. The researcherôs ontology, epistemology and the research 

assumptions are now discussed below. 

 

1.9.1  Ontol ogy  

The word ontology comes from the Greek óontosô that means óbeingô and ólogosô that means 

óstudyô. In other words, ontology refers to the study or the theory of being and answers the 

question, ñWhat is reality?ò This perception of óbeingô influences the way in which we see 

ourselves in relation to our environment (Whitehead & McNiff , 2006:10) and affects the manner in 

which the researcher approaches science and research. 

The researcher started out her career as somewhat of a positivist, in other words sh e saw the 

world as a place consisting of facts waiting to be discovered (Bourdeaux, 2011). Twenty years 

ago, she would likely have approached the world and research believing that there was one 

absolute universal truth waiting to be discovered. However, th rough a number of paradigm shifts 

she began to question whether the world could be so black and white. Her answer was, ñNoò. 

There are too many valid perspectives of reality for the existence of one absolute truth (Foucault, 

2003). 

The researcher soon shifted to a post-modernistic view of the world. Post -modernism is based on 

the premise that there is no single absolute truth or a true reality that is óout thereô waiting to be 
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discovered (Becvar & Becvar, 2003). Reality is not seen as objective or external, but rather as 

subjective and consisting of a personôs experiences, beliefs, culture, conditioning and perception. 

Many experts, such as Boscolo, Cecchin, Hoffman and Penn (1987), as well as Maturana (1988), 

have concluded that the researcher, as well as the research participant, shapes reality. 

Additionally, much of reality only comes to light (or can be óknownô) through individual 

interpretation (Goodwin, 2005). As such, the researcher acknowledges that she was part of the 

research and part of the process of gathering, documenting, analysing and reporting on the 

participantôs experience and the impact of the intervention.  

In light of the above, this study is underpinned by a blended ontology that include s both 

phenomenolog y and social constructionism . ñPhenomenology, which is sometimes regarded 

as a philosophical perspective as well as an approach to qualitative methodologyò (Viljoen-

Terblanche, 2007:25) was appropriate for this study because the researcher became part of the 

participantôs reality and impacted it (De Vos, 1998). Social constructionists acknowledge the equal 

engagement of research participant and researcher as co-creators of a shared reality (Vygotsky, 

1978; Creswell, 2009) and believe people óexistô in language (Anderson and Goolishian, 1988). 

Both phenomenology and social constructionism are concerned with the study of experience from 

the perspective of the research participants and are effective at bringing their experiences and 

perceptions to the fore (Lester, 1999). Phenomenological approaches are based ñin a paradigm of 

personal knowledge and subjectivity, and emphasise the importance of personal perspective and 

interpretationò (Lester, 1999:1). The inclusion and emphasis of multiple realities and personal 

stories during this study make both phenomenology and social constructionism relevant and 

appropriate. Like phenomenologists, social constructionists prefer stories based on a personôs lived 

experience rather than on expert knowledge alone (Creswell, 2009).  

The use of social constructionism allowed the researcher to challenge the ways in which personal 

leadership development has been delineated while acknowledging that there are no órealô external 

realities or truths  that can be accurately discovered or reported (Mills, Bonner & Francis, 2006). 

Only new perspectives can be gained. The researcher believes that by creating a space that 

facilitates understanding and by being respectful and curious as a co-participant in the meaning -

generating process, possibilities are opened up for new meanings and perspectives to be explored. 

This blended ontology also provided the researcher with various lenses that supported an 

awareness of her social and culture context, made her personal bias more explicit and influenced 

the way in which she perceived and experienced the research participants. This ontology 

underpins the researcherôs belief in the possibility of continual improvement, development and 

change. The ontology also influenced the researcherôs choice of research methodology, the way 

she conducted herself throughout the research process and the way she interacted with the 

research participants while facilitating the intervention and collecting and analysing data . In 

essence, it influenced every research decision made by the researcher who operated with a keen 

awareness of the often overwhelming responsibility of co-creating meaning. 

 

1.9.2  Epistemology  

This word epistemology comes from the Greek óepistemeô meaning óknowledgeô and ólogosô 

meaning óstudyô. Synthesised, epistemology is the study of knowledge, and answers the question, 

ñHow can I know reality?ò It is important, because whatever assumption a researcher may make 
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about what can be known, affects the way in which they will attempt to find out an d óknowô in a 

scientific way (Kuhn, 1962).  

From the researcherôs ontology, an interpretive epistemology  follows logically, as reality is not 

seen as objective or external but rather as subjective and consisting of the personôs experiences, 

beliefs, culture, conditioning and perception (Alvermann & Mallozzi, 2010). It places emphasis on 

experience and interpretation and is concerned with meaning. It seeks to uncover the way 

members of society understand given situations. Furthermore, it is interested in producing a rich 

descriptive analysis that highlights deep understanding of social occurrences (Henning, 2004). 

Furthermore, a social and linguistic construction of a perspectival reality is the key, because 

language is the means by which individuals come to óknowô, interpret and construct their worlds 

(Becvar & Becvar, 2006).  

This interpretive view has led the researcher to many questions during the course of her career, 

such as, ñHow does one define development? What is it to be developed? How do we óknowô we 

are developing? How do we measure adult development? What is it to be intelligent? What do 

successful organisations look like? Who determines what success is? How do we measure 

emotionally intelligent business behaviour?ò Many more questions were asked. The researcher is a 

seeker, and tends to grapple with questions rather than assuming that there is o ne concrete 

answer. This fits an interpretivist epistemology, as there is recognition that there is no absolute 

way of knowing, as knowledge is interpretive, perspectival and contextual.  Therefore, the 

researcherôs interpretive epistemology supports the study of subjective experience (Hardy Leahy, 

2001; Finlay, 2009; Kafle, 2011) to reveal what lies ñhiddenò in it (Matua & Van der Wal, 2015:1). 

This was appropriate for the main research aim of attempting to provide organisations in SA with 

a local study that uncovers the complexity of holistic and sustainable personal leadership 

development. 

The researcher also recognises that the more she óknowsô, the more she realises how little she 

óknowsô. She believes that organic information generated from the research participantôs real-life 

environment is very valuable in gaining óknowledgeô, even though it does not represent a truth but 

rather a perspective of truth. She is also aware that she cannot separate herself from the 

research. She constantly influences her world, the world of the research participant and the 

information collected. In other words, it is not possible to attempt to understand anotherôs reality 

without being part of it and influenced by it, and be ing an influencer of their reality (Becvar & 

Becvar, 2006). Truth is negotiated through dialogue (Lyotard, 1979). As Gregg, Kulkarni and Vinzé 

(2001:173) point out; the essence of interpretivism is ñgenerationò. In other words, it is the 

invention of new r esearch concepts and contexts and the birthing of new ideas and frameworks. 

This facilitated the aim of building theory and discovering themes and meaning as they relate to 

holistic and sustainable personal leadership development. 

 

1.9.3  Methodological Assumptio ns 

Explicating methodological assumptions fosters ñgreater awareness of the appropriateness of 

different kinds of knowledge for different purposesò (Hathaway, 1995:535) and enables the 

researcher to reflect on her scientific practice to increase academic rigour and trustworthiness. 

This study favours a qualitative inductive approach to research rather than a deductive 
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quantitative approach that typically records data with standardised tools. Moreover, ñinquiry for 

the interpretive paradigm carries with it t he assumptions that the researcher can best come to 

know the reality of a situation by being there éby becoming part of the phenomenon of study, and 

by documenting the understanding of the situation by those engaged in itò (Hathaway, 1995:544).  

Another assumption of the researcherôs qualitative inductive interpretive approach is that there are 

no preselected themes, categories or theoretical framework to guide the inquiry , but rather that 

an attempt is made to identify themes emerging from the data within a n understanding and 

contextual awareness of the participantôs viewpoint (Denzin, 1971; Hathaway, 1995; Smith, 2003). 

ñBracketingò or suspending preconceived ideas (Terre Blanche et al., 2006) was not preferred 

because the researcher agreed with Heideggerôs (1889-1976) notion that it was not completely 

possible to suspend preconceived ideas and judgements. Instead, the researcher made note of 

explicit personal bias that she became aware of during this process, and continually attempted to 

increase transparency. Charmazôs acknowledgement of subjectivity was favoured and the 

researcherôs constant involvement in the construction and interpretation of data during the 

grounded theory process (Charmaz, 2012) where the researcherôs voice was explicitly 

acknowledged (Mruck & Breuer, 2003), rather than excluded or hidden (Clarke, 2005).  

A hybrid research methodology that blended hermeneutic phenomenology and grounded theory 

was designed (discussed in 1.10.3.1 Research Methodology and Chapter 2). Both methodologies 

have similar assumptions about subjectivity and support the study of subjective experience (Hardy 

Leahy, 2001; Finlay, 2009; Kafle, 2011) to reveal what lies ñhiddenò in it (Matua & Van der Wal, 

2015:1). Neither hermeneutic phenomenology nor grounded theory begins with a theory but 

rather with a phenomenon of interest (Viljoen -Terblanche, 2008; Simon & Goes, 2011; Kafle, 

2011), and is useful when new and fresh perspectives are needed (Cohen, Kahn & Steeves, 2000).  

Phenomenology has transitioned from purely descriptive phenomenology originally practiced by 

Husserl (1931) and Merleau-Ponty (1964, 2002) that emphasised the description of people's lived 

experiences, to include the interpretation of such experiences (Heidegger, 1927, 1962, Gadamer, 

1976; Laverty, 2003; Smith, 2007). From the interpretive paradigm, knowledge is knowledge only 

as understood within the social context in which it takes place (Guba, 1987; Guba & Lincoln, 

1994). This allowed for the participantôs lived experiences to be analysed and ñinductive theoriesé 

grounded in systematically gathered and analyzed dataò to be created (Bitsch, 2005:4). These 

preferences and assumptions allowed for the building of the theory of holistic and sustainable 

personal leadership development (Charmaz, 2014).  

 

1.10  The Research Strategy  

1.10.1  Introduction and Overview  

Research is the process of systematically investigating a phenomenon by collecting, analysing and 

interpreting data (Burns, 1997). Mertens (2005) suggests, ñthe exact nature of the definition of 

research is influenced by the researcherôs theoretical framework [or research paradigm]ò (2005:8). 

Vasilachis De Gialdino (1992) considered that most of the questions social sciences posed had 

different answers depending on which paradigm was presupposed. This is because the research 

paradigm is the lens through which the research problem is seen, the way in which  the problem is 
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solved and how the solution to the problem will ultimately be measu red (Kuhn, 1962; Kuhn, 

1970a:38-9).  

Biggerstaff (2012) points out that there are numerous ways in which qualitative research can be 

approached such as content analysis, discourse analysis, grounded theory and interpretative 

phenomenological analysis (IPA). In recent years, the number of methodological options available 

has increased dramatically, especially in the social sciences (OôLeary, 2005). As a result, it is more 

critical than ever before that researchers create effective óblue-printsô or frameworks for their 

research as the research paradigm, design, methodology, participants, data collection methods, 

data analysis process and data integrity all influence the outcome of the study. The research 

framework for this study is  ultimately guided by the research questions in an attempt to  provide 

the best possible answers (Polit & Beck, 2004).  

The research onion (depicted in Figure 1.2), has been used and adapted to give an overview of 

the chosen framework. The choice of philosophy, approach, time-horizon and data collection 

methods informing the research design have been underlined. For example, in Figure 1.2, in the 

outer ring of the onion, Phenomenology, Interpretive and Social Constructivism are all underlined 

because they inform the research philosophy. Each element of the study is then briefly discussed. 

 

 

Figure 1.2  Research Onion  

Adapted from Viljoen-Terblancheôs (2008:24) adaptation of Saunders, Lewis and Thorndale (2003:85) 

 

Each element of the study, depicted in Figure 1.2 above, is now briefly discussed in the sections 

that follow . 
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1.10.2  Research Approach  

In line  with the research philosophy, a qualitative inductive approach  to research has been 

chosen, rather than a deductive quantitative approach. Quantitative studies typically record data 

with standardised tools; the data is usually numerical and/or statistical  in nature and seeks to 

arrive at an objective outcome. Quantitative research is often associated with the hard sciences 

and a positivist research ontology and deductive approach (Creswell, 2003). However, qualitative 

research, which is dialectic and interpretive (Angen, 2000), suits the researcherôs interpretivist 

paradigm. This choice rests on the assumption that there is no objective outcome to be arrived at , 

and the study is concerned with the way in which the research participantôs world is discovered, 

explained and experienced and how the researcher influences this experience (De Vos, 1998). The 

research was approached ñassuming the importance of understanding participants' perspectives, 

and as assuming that it is important for researchers subjectively  and empathetically to know the 

perspectives of the participantsò (Jacob, 1988:16). During the interaction between the researcher 

and the research participant, the participantôs world was discovered and interpreted by means of 

various qualitative methods (De Vos, 1998).  

Although quantitative and qualitative research approaches are often discussed as opposites, they 

should be seen as ñpoints on a continuum rather than opposites, [and] the choice of research 

between the two is based on matching the approach to a research problemò (Creswell, 2002:26). 

Qualitative data forms the essence of this study because the aim is to construct  a framework of 

holistic and sustainable personal leadership development that contributes to the theoretical body 

of knowledge of leadership development and the researcher will attempt to position the concept of 

óHolistic Developmentô as a significant leadership development methodology resulting in 

sustainable development and transformation. A qualitative inductive approach was necessary 

because of the open-ended nature of the research questions and because the data was collected 

first and the theory then emerge d owing to the use of hermeneutic phenomenology and grounded 

theory. 

A qualitative approach was also favoured as it places emphasis on the understanding of complex, 

interrelated and changing phenomena (Sofaer, 1999) and is typically accepted as generating a 

greater depth of understanding of the study (Lund, 2012; Creswell, 2012). However, it must be 

noted that a studyôs robustness can be increased by combining quantitative and qualitative 

methods (Sofaer, 1999; Creswell, 2002). Therefore, the use of the EQ-i2.0 and BeQÊ assessment 

instruments (typically quantitative in nature and discussed more fully in Chapter 2 under data 

collection methods) add to the trustworthiness of this study. The EQ -i2.0 results are solicited data 

used in a supportive way to provide additional insight into a personôs potential and the depth and 

breadth of his or her processes for dealing with thoughts, feel ings and emotions, and for 

interacting with the outside world (Shoen, 2013). In the same way, the BeQÊ assessment 

instrument was used when describing and ascertaining the impact of the intervention on 

organisational culture. 

Another main difference between qualitative and quantitative research is that quantitative 

research is linear in nature and the data accumulation process is pre-defined and regimented, 

whereas a qualitative approach sees the data accumulation process as more open, flexible and 

less regimented (FHI360, 2005; Niemman, 1994). As with many qualitative studies, data was 

collected until data saturation was reached (Creswell, 2002; Simon, 2011). Data saturation occurs 

when no new information emerges from the data . Furthermore, data analysis started as soon as 

data collection began, and continued throughout the study as is typically done when adopting a 
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qualitative approach (Creswell, 2002). The qualitative data forms the essence of this study 

because the aim is to  construct a framework of holist ic development that contributes to the 

theoretical body of knowledge of leadership development.  

 

1.10.3  Research Methodology  

The research methodology or plan for answering the research questions (Saunders et al., 2003) is 

influenced by the ontology and epistemology adopted. As a result of the researcherôs 

phenomenological, social constructionist, interpretive  view that no single identifiable truth exists 

and reality is not seen as being objective, the use of a hybrid approach blending hermeneutic 

phenomenology and grounded theory was designed and well suited to this study . This allowed for 

the participantôs lived experiences to be analysed and ñinductive theoriesé grounded in 

systematically gathered and analyzed dataò to be constructed (Bitsch, 2005:4).  These preferences 

allowed for distilling the essence of the phenomenon and the building of the theory of holistic and 

sustainable personal leadership development (Charmaz, 2014).  

Hermeneutic phenomenology and grounded theory both typically begin with a researc h situation 

or complex phenomenon that requires in -depth study to understand and interpret (Viljoen-

Terblanche, 2008). As such, they are well positioned to answer the open-ended nature of the 

research questions as they ñfocus on processes, patterns and meaning within context and that 

require the crucial examination of subjectivity of experience and thus lead researchers to begin 

inquiry from their research participantsô point of viewò (Tweed & Charmanz, 2012:133). Glaser and 

Strauss (1967) were the cofounders of the innovative research methodology of grounded theory 

but in the 1990s, they eventually disagreed on the basic tenets of the methodology (Urquhart, 

2013). Glaser (1967) remained positivistic while Strauss favoured a post-positivistic ontology that 

allowed for interpretivism and subjectivity (Charmaz, 2014). The development of constructivist 

grounded theory is attributed to Charmaz (1995) who was a student of Strauss. Constructivist 

grounded theory methodology is known for ñactively repositioning the researcher as the author of 

a reconstruction of experience and meaningò (Mills et al., 2006:2). This research follows 

Charmazôs approach and the researcher is, therefore, not a ñdistant expertò (Charmaz, 2000:513) 

but rather ñthe author of a co-construction of experience and meaningò (Mills et al., 2006:7).  

However, the Glaserian (1987) guideline of allowing themes to emerge from the data was 

followed (rather than forcing the data into preconceived categories).  

Literature and expert opinion from six learning and development experts were used to create an 

understanding of the ways in which a leader could be developed holistically and sustainably. As it 

is important to integrate previous knowledge with new knowledge (Kelle, 2005) , a process of 

constant comparison was adopted, meaning that ñinstances of data labelled in one category [are 

compared] with other instancesò (Urquhart, 2013:63) and compared with literature. In addition, 

the findings from all steps allowed the theory of holistic development, implicit in the  data, to be 

built and meta-insights to emerge. Because ñgrounded theory typically begins with a research 

situationò (Viljoen-Terblanche, 2008:258), the literature review was only conducted once the 

qualitative research process had begun. Glaserôs (1978) concept of t heoretical sensitivity, which is 

ñthe need to read widely and be sensitive to what theory actually isò (Urquhart, 2013:136) was 

attempted throughout. How the emerging theory of holistic development related to and expanded 

on existing literature emerges through this thesis.  
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When using both hermeneutic phenomenology and grounded theory ñdata collection, analysis, 

interpretationé proceed interdependent and iterativelyò (Bitsch, 2005:3), so it is important to note 

that although the steps of this stu dy (outlined in 1.11.4 Research Steps) appear to be linear, many 

steps were in fact interdependent (and conducted simultaneously) and not conducted 

independently. Moreover, although the research sample was specified prior to research 

commencing, theoretical sampling was preferred (as discussed in 1.11.6 Research Sample) as not 

all participants could be anticipated prior to commencement , and were selected based on their 

availability and suitability for the research.  Motivation for a hybrid methodology that blends 

hermeneutic phenomenology and grounded theory and a how they were used is discussed more 

fully in Chapter 2. 

 

1.10.4  Research Design  

The research design, as outlined in Figure 1.3 Research Design Overview, has some similarities, as 

well as numerous differences, to that of Viljoen -Terblanche (2008). It  provides the specific 

research design followed in this thesis in the form of a flow diagram.  

 

Figure 1.3  Research Design Overview  

Adapted from Viljoen-Terblancheôs Research Design (2008:28) 

As shown in Figure 1.3, the research design comprised several steps. The first step was to obtain 

a measure of the Barloworld participants EQ levels before and after the intervention. The story of 

their lived experience during the intervention  was also told. This was to meet the research 

objective of creating insight into the impact of the holistic development journey on the individual. 

During this step, each research participantôs óstoryô was explored and an in-depth account of their 
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developmental journey created. The purpose was to locate the essence of the individual 

experience and identify potential shared experiences amongst the group of research participants 

attending the intervention. This enabled patterns to be established, particularly concerning the 

criteria that were essential to holistic and sustainable development and the impact thereof. The 

data collection and data analysis used are discussed in sections 1.10.7 Data Collection and 

1.10.8 Data Analysis respectively. 

The second step provided a measure of employee engagement before the intervention; this data 

was solicited to understand the initial behavioural framework. Managers of the participants 

attending the intervention were asked to complete a questionnaire (a year after the intervention 

was completed) to gain insight into the development they noticed and the impact this had on the 

individual, the team and/or the organisation. The data collection and data analysis are discussed 

in sections 1.10.7 Data Collection and 1.10.8 Data Analysis respectively. 

The third step in this research design involved repeating research Steps 1 and 2 in the same 

organisation (Barloworld), but with a different group of research participants who were scheduled 

to attend the same intervention, just at a later date. This step was included to add to the research 

findings from the first group at Barloworld and to ensure that the research and the findings were 

more robust, thus adding to the academic rigour of the research.  The fourth step in this research 

design involved repeating research Steps 1 and 2 in a second organisation (BASF Construction 

Chemicals) to add to the research findings in the first organisation (Barloworld), ensuring that the 

research and findings were more robust and adding to the academic rigour of the r esearch. 

The fifth step of the research involved past participants completing a questionnaire (a year after 

the intervention) regarding their development. This means that all participants from Step 1 

through to Step 4 were invited to complete an electronic  questionnaire (refer to  Appendix C) to 

determine the impact the intervention has had on them a year after completing the intervention. 

Initially the intention was to sample only eight participants but in practice, all participants were 

included to increase the robustness of the research findings. The purpose of this step is to 

determine the sustainability of the development. The data collection and data analysis are 

discussed in sections 1.10.7 Data Collection and 1.10.8 Data Analysis respectively. 

The sixth step is to conceptualise a framework for developing leaders in a holistic and sustainable 

way by using information obtained from six learning and development experts. This data was 

collected by means of in-depth interviews. The purpose of this step was to create an 

understanding of the ways in which a leader could be developed in a holistic and sustainable way. 

The data collection and data analysis are discussed in sections 1.10.7 Data Collection and 1.10.8 

Data Analysis respectively. The seventh step of the research (conducted simultaneously with Step 

6), also used in-depth information obtained from six learning and development experts  to 

synthesise the prerequisites that should form part of an effective intervention. Again, the data 

collection and data analysis are discussed in sections 1.10.7 Data Collection and 1.10.8 Data 

Analysis respectively. 

During the eighth step of the research, all data gathered ( including literature for constant 

comparison) was integrated, synthesised and analysed. It must be n oted that the steps in the 

design are not linear in nature so this was not done at the end as a last step, but rather started 

happening when the first piece of data was collected. Step 8 was to enable the finalisation of the 

theory constructed from the dat a and, therefore, to conceptualise the framework for holistic and 
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sustainable personal leadership development, which was constantly refined throughout the 

research. This was achieved by using grounded theory (discussed more fully under Research 

Methodology and again in Chapter 2) so that the theory implicit in the data was able to emerge 

(Glaser, 1992). 

The final step of the research involved conducting an internal audit of the researcherôs field notes 

(these were documented throughout the research journey)  to report on her personal journey, 

challenges and insights during the research process. 

1.10.5  Data Collection Methods  

The data collection methods used for this study are dominantly qualitative in nature, allowing for 

as much data and as many variables to be recorded as possible. To increase trustworthiness, the 

research involved the collection of multiple forms of research data, including solicited data in the 

forms of pre- and post-assessments (EQ-i2.0 and BeQÊ), in-depth interviews, personal reflections 

of both the participants and the researcher, focus groups, questionnaires, field notes and a 

literature review. The use of different methods compensates for their individual limitations and 

exploits their respective benefits (Guba, 1981; Brewer & Hunter, 1989; S henton, 2004).  The only 

statistical/mathematical quantitative data  collection tools used were the EQ-i2.0 and BeQÊ, which 

were added as a support for the qualitative data. The use of these quantitative assessment 

instruments does not constitute a mixed-methods approach, because the research study is 

essentially a qualitative study with solicited data from the EQ-i2.0 and BeQÊ simply used to enrich 

the picture of the impact of holistic development  on the individual and the organisation 

respectively. The data collection for each step is outlined below. 

1.10.5.1  EQ-i2.0  Assessment  

The EQ-i2.0 was used to pre- and post-assess the levels of EQ of the 18 research participants from 

Barloworld and the 11 participants from BASF. This was solicited data as the final assessment 

results were received, and not the raw data. The EQ-i2.0 relates to an individualôs potential for 

success and well-being, and is not a direct measure of it. As a result, a thorough understanding of 

the EQ-i2.0 provides insight into ña cross-section of interrelated emotional and social competencies, 

skills and facilitators that determine how effectively we understand and express ourselves, 

understand others and relate with them, and cope with daily demandsò (Bar-On, 2006:3). The 

version used for this research is a revised version of the Bar-On EQ-i (Bar-On, 1997). The EQ-i2.0 

has updated norms and has undergone rigorous reliability and validity testing ( refer to  Appendix 

A). It contributed to determining the impact of the inter vention on the individual and w ill be 

discussed more fully in Chapter 2. 

1.10.5.2  BeQÊ Assessment 

The Benchmark of Engagement (BeQÊ) was administered before the intervention to the sample 

of Barloworld research participants (Step 2 and Step 3) as well as to the BASF participants 

(Step 4) to understand the initial behavioural framework and organisational culture. It was used 

as solicited data for the research participants as it is a ñscientifically and academic validated 

measurement tool, which has been developed for multi -cultural and diverse environments, to 

identify and measure the individual, group and organisational assumptions and dimensions that 

impact on engagement and commitment of employeesò (Viljoen-Terblanche, 2008:7).  
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1.10.5.3  Participantsô Personal Reflections 

The research participants who completed the intervention (from Barloworld and BASF) were 

required to keep a journal of personal reflections and to complete homework tasks assigned to 

them throughout the intervention. Journal entries were submitted electronically (in Microsoft Word 

format) as a record of the participantôs experience during the intervention and to tell their stories .  

1.10.5.4  Focus Groups  with Participant s 

In total, three focus groups were conducted two thirds of the way through the intervention to 

explore the participantsô experience of the journey. The first was with Barloworld Group 1 (during 

Step 1), the second with Barloworld Group 2 (during Step 3) and the third focus group was with 

BASF (during Step 4 of the research). Each focus group comprised eight participants (totall ing 24 

participants) and the researcher was an active participant in the group discussions. The 

participants of the focus groups were those attending the intervention and the purpose was to 

gather data and ñelicit peopleôs understandings, opinions and views, or to explore how these are 

advanced, elaborated and negotiated in social contextò (Wilkinson, 1998:87). Although focus 

groups are sometimes used as a means of gathering data from multiple participants, here they 

were used for their original intended purpose of being ña form of group interview that capitalises 

on communication between research participants in order to generate dataò (Kitzinger, 1995:311).  

Each focus group was asked exactly the same questions (refer to Appendix F) to ascertain what 

they had experienced regarding their development since this intervention began , as well as to gain 

insight into the attributes the participants felt were prerequisites for the programme to be 

effective. The repetition of this process through two separate groups at Barloworld and then again 

with another group at BASF (Steps 1, 3 and 4) was done to achieve data saturation. This means 

that no new data or themes emerged from additional data collection (Glaser & Strauss, 1967).   

1.10.5.5  Participant sô Final Presentations (Video -Recorded)  

Participants were also required to deliver a seven-minute final self -reflection type of assessment 

presentation at the end of the intervention. Their presentations were video -recorded and 

transcribed to enable the data gathered to be analysed effe ctively using phenomenology and 

grounded theory. This was another opportunity to gain insight into their lived experience s and the 

impact of the intervention.  

1.10.5.6  Participant sô Letters  

Some participants wrote to the researcher after the intervention and shared  their success stories, 

promotions and awards they had received since attending the intervention. Several emails were 

received, and all were used as sources of data ( refer to  Appendix G). 

1.10.5.7  Participantôs Questionnaire 

A Participantôs Questionnaire (refer to  Appendix H) was administered electronically to all 

participants who completed the intervention (from Barloworld and BASF). It invited participants to 

share their personal development journeys since completing the intervention to gain insight into 
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and measure whether the results of the intervention were sustainable. Initially the intention was  

to select eight of the 23 participants who completed the intervention but, in practice, the 

questionnaire was sent to all participants to increase the robustness of the research findings 

(Guba, 1981; Shenton, 2004) and ensure the sample was more representative of the population. 

The questions were used as ópromptsô, and were not intended to be prescriptive (Kvale, 1996). 

Further probing, where necessary, was then used to gain deeper insight into certain aspects 

shared by the participants (Boyce & Neale, 2006). All questionnaires were completed and stored 

electronically to enable the use of content analysis and grounded theory in the analysis phase. 

1.10.5.8  Manager sô Questionnair e 

A year after the intervention, f our managers of the participants were asked to complete a 

Managerôs Questionnaire (refer to  Appendix I ) regarding the participantsô development, the impact 

thereof and the sustainability. Two managers were from Barloworld (Steps 2 and 3) and two 

managers were from BASF (Step 4). This was for the purpose of deriving their insights into the 

impact the intervention had on the individual, the team and the organisation. There were some 

closed questions and numerous open-ended questions to avoid being prescriptive (Kvale, 1996). 

Further probing was used (both telephonically and by email) , where necessary, to gain deeper 

insight into certain aspects shared by the participants (Boyce & Neale, 2006). All questionnaires 

were completed and stored electronically for access during the data analysis phase. 

1.10.5.9  In -Depth Interviews  with OD Specialists  

The six OD specialists who participated in Steps 6 and 7 were required to provide information 

including their job title s, level of education, work experience in the field of OD and gender. This 

information was obtained to provide background , and to ensure that they met the selection 

criteria required for this sample. Expert opinion was then obtained from the OD specialists by 

using an in-depth interview (refer to  Appendix J). In-depth interviews are often referred to as 

unstructured interviews (Hancock, 1989; Cohen, Manion & Morrison, 2000), and have become an 

increasingly popular method used by researchers when conducting educational oriented research 

(Berry, 1999; Polkinghorne, 2005). This type of interview involves asking open -ended questions in 

a conversational manner (Hitchcock & Hughes, 1989), and then probing, if necessary, to obtain 

additional data required (Briggs, 1986; Boyce & Neale, 2006). This method was chosen for this 

step of the study because it enabled the study to explore the research participantôs perspectives 

and gain insight (Boyce & Neale, 2006) into ways in which a leader could be developed in a 

holistic and sustainable way, as well as the prerequisites or design principles required for an 

intervention to be effective.  Each interview was recorded electronically, and was then transcribed 

into a Word document in a verbatim fashion; both the recording and transcription were stored 

electronically in a safe and secure facility.  

1.10.5.10  Literature Review  

A literature review was used together with all data from Step  1 through Step 7. Onwuegbuzie, 

Collins, Leech, Dellinger and Jiao (2010:173) define a literature review as ñan interpretation of a 

selection of published and/or unpublished documents available from various sources on a specific 

topic that optimally involves summarization, analysis, evaluation, and synthesis of the documents.ò 

The purpose of the literature review was to assist in gaining insight into the findings of others who 
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are interested in holistic and sustainable personal leadership development and OD, as well as in 

exploring the results of related studies (Fraenkel & Wallen, 2006). No literature review preceded 

this research, as ñgrounded theory requires that literature is not reviewed before commencing a 

research study because to do so could lead the researcher into making misconceived assumptions 

about what issues warrant further investigationò (Hickey, 1997:371). ñLiterature [was rather used] 

as another source of data to be integrated into the constant comparative analysis process once 

the core category, its properties and related categories have emerged and the basic conceptual 

development is well underwayò (Glaser, 2004:12). As a result of the fact that grounded theory 

often has no definite end, and much data is required and revisited many times to allow for the 

theory to emerge (Smith, 2006), it was essential to ensure that the data colle cted was of the 

highest quality and stored correctly and backed up sufficiently.  

1.10.5.11  Researcherôs Self-Reflective Journals  

The researcher created self-reporting journal entries throughout the research process. Some were 

written  up during the intervention  directly after each module. Some were reflections during data 

analysis; the researcher reflected regularly and made regular journal entries on a bi -weekly basis. 

A select few were audio-recorded (because something occurred to the researcher while she was 

driving or in transit) and these were then transcribed. Finally, some reflections were social media 

posts. The use of self-reflections was to include the researcherôs journey, insights and challenges 

through the research process, and to make the process of data analysis as visible and transparent 

as possible (MacNaughton, 2001). 

1.10.5.12  Researcherôs Field Notes 

ñA reflexive approach to the research process is now widely accepted in much qualitative 

researchò (Ortlipp, 2008:1). The researcher kept field notes throughout the research process to 

make her decisions, and her ñthinking, values, and experiences behind those decisions visibleò 

(Ortlipp, 2008:2) and to increase transparency (MacNaughton, 2001).  Field notes were not used in 

an attempt to ñbracketò or control assumptions, but rather to make them explici t to both the 

researcher and the reader. Field notes were sometimes recorded manually on various printed 

documents used during the research process while others were recorded electronically in various 

software programmes used for recording, storing and analysing data. 

1.10.6  Data Analysis  

An inductive, ñbottom-upò approach (Creswell, 2005) to analysing the data was used during this 

study. In essence, the specific data was examined to identify more general themes that were used 

for interpreting  the data, and to gain meaning from it. When conducting qualitative research, data 

analysis often begins as soon as the first piece of data is gathered ï this was the case with this 

research. The researcher was aware that during the analysis process (especially in terms of the 

grounded theory element used to construct the framework of holistic and sustainable personal 

leadership development), it might be necessary to return to collecting data (Terre Blanche et al., 

2006). This is to ensure that the analysis was developed to a sufficient interpretative level to 

construct the theoretical framework (Smith & Osborn, 2007).  Various data analysis techniques 

were also required to complete this study. These included descriptive statistics, content analysis, 
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hermeneutic phenomenology, grounded theory and internal audit; each will now be briefly 

discussed and elaborated in Chapter 2.  

1.10.6.1  Hermeneutic Phenomenology  

It is important to note that the data analysis process followed during hermeneutic phenomenology 

had many overlaps with grounded theory and data collected from 1.10.5.3 Participantsô Personal 

Reflections through to 1.10.5.8 Participantôs Questionnaire was analysed using both. Unlike the 

prescribed methodology of the positivist sciences, prescribed rules were not followed but rather 

guiding principles were kept in mind (Moustakas, 1994; Creswell, 2012) and t he data analysis 

process comprised the following broad steps. Firstly, the transcription of  interviews, focus groups 

and video-recordings, as well as organising field notes was undertaken, ñoften including, for 

example, indications of pauses, mis-hearings, apparent mistakes and even speech dynamics 

where these are in any way remarkableò (Biggerstaff & Thompson, 2008). Secondly, the 

meticulous reading and re-reading of data was required (Glaser, 1992). Any thoughts, 

observations and reflections of the researcher were noted in the transcript and the researcher was 

aware of the importance of maintaining an open mind because an attitude open enough to let 

unexpected meanings emerge is needed for discovering meanings in the data, (Giorgi, 2011; 

Lopez & Willis, 2004). It must be noted that b eing open-minded is not referred to as ñbracketingò 

during this thesis (Terre Blanche et al., 2006) in accordance with Heideggerôs (1889-1976) notion 

that it is not completely possible to suspend preconceived ideas and judgements. Instead, t he 

researcher made explicit any personal bias she became aware of during this process, as it could 

have influenced the analysis process, and continually attempted to mai ntain an open attitude . 

An important third step was to identify emergent themes through reading, re -reading and coding. 

The data-coding and analysis phase used three analytic techniques: open coding (identifying, 

naming, categorising and describing phenomena), axial coding (the process of relating codes to 

each other) and selective coding (identifying the core category or driver), which are elaborated  on 

in Chapter 2 (Strauss, 1987; Strauss & Corbin, 1990). Strauss and Corbin (1990:42) define 

theoretical sensitivity as ñthe attribute of having insight, the ability to give meaning to data, the 

capacity to understand, and capability to separate the pertinent from that which isnôt.ò At this 

stage, the aim was to determine  connections related to the research questions, interpret the 

findings and potentially reduce data. Data sensitivity and data reduction were critical, and involved 

the discarding of irrelevant data, which was done with extreme caution (Smith & Osborn, 2007).   

1.10.6.2  Constructivist Grounded Theory  

As mentioned in 1.10.6.1. Hermeneutic Phenomenology, the data analysis process that was 

followed during hermeneutic phenomenology had many overlaps with grounded theory and 

prescribed rules were not followed but rather guiding principles applied (Moustakas, 1994; 

Creswell, 2012) and the data analysis process for the grounded theory aspect of this study 

comprised the same broad steps discussed in 1.10.6.1. The difference in the grounded theory 

aspect of this study were two unique characteristics: constant comparative analysis and theoretical 

sampling (Glaser & Strauss, 1967). The research complied with both. Constant comparative 

analysis requires that ñsimultaneously codes and analyses data in order to develop concepts; by 

continually comparing specific incidents in the data, the researcher refines these concepts, 

identifies their properties, explores their relationships to one another, and integrates them into a 
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coherent explanatory modelò (Taylor & Bogdan, 1984:126) that seeks to explain the social 

processes under study. Theoretical sampling means that sampling decisions were not 

predetermined but evolved during the research process (Strauss & Corbin, 1990; Trochim, 2015). 

Through the process of developing a tentative understanding of the phenomenon of holistic 

development, testing it against reality and constantly revising it through the constant comparative 

analysis process, the inductive analytical abstract categories emerged, and the theory was 

constructed and the framework for holistic and sustainable personal leadership development 

evolved. This is where grounded theory differs from hermeneutic phenomenology. Hermeneutic 

phenomenology focused on interpreting and sharing the lived experience of participants while 

grounded theory was used to develop a ñsubstantive and/or formal theoryò that will be outlined in 

Chapter 4 that ñtakes into account all the variations in the data and conditions associated in these 

variationsò (Hood, 2007:154). Evidence from the text was supplied to support the essence of the 

person's experience in the best way, including feelings and thoughts (Biggerstaff & Thompson, 

2008) and the theory generation was not based on the raw data but on the concepts and 

categories being developed out of the raw data (Strauss & Corbin, 1990).   

It is important to note that no literature review preceded this research, as ñgrounded theory 

requires that literature is not reviewed before commencing a research study because to do so 

could lead to making misconceived assumptions about what issues warrant further investigationò 

(Hickey, 1997:371). Instead, literature was used ñas another source of data to be integrated into 

the constant comparative analysis process once the core category, its properties and related 

categories have emerged, and the basic conceptual development is well underwayò (Glaser, 

2004:12). Throughout the process, there was continual note -taking, annotation and coding and 

the above steps were repeated many times. Although the initial phases of the coding were done 

by hand, all data gathered fr om all data gathering methods (including the EQ-i 2.0 and BeQÊ) was 

eventually uploaded to ATLAS.ti to assist with the final analysis and ensure the data was securely 

managed.  

1.10.6.3  Content Analysis  

As mentioned in the hermeneutic phenomenological and grounded theory processes, conventional 

content analysis was integrated as a data analysis technique. The researcher was influenced by 

the work of Viljoen -Terblanche (2008), and in the same way, she elevated the content analysis to 

explore in greater depth the proc ess of dividing the data into themes. In this study, content 

analysis was used to bring all data collected from 1.10.5.3 Participantsô Personal Reflections to 

1.10.5.10 Literature Review together. Content analysis is a widely used qualitative research 

technique, especially in recent years (Hsieh & Shannon, 2005) and ñinvolves the reviewing of 

documents, field notes, emails or other pieces of written information in terms of content and 

themesò (Viljoen-Terblanche, 2008). It is often divided into two types: Q uantitative content 

analysis (that is concerned with counting instances of words or phrases within textual data) or 

qualitative content analysis that goes beyond this to deeply studying language for classification of 

large amounts of text into appropriate categories (Weber, 1990).  

Hsieh and Shannon (2005:1) point out that rather than qualitative content analysis being a single 

method, ñcurrent applications of content analysis show three distinct approaches: conventional, 

directed or summative.ò All three approaches are used for interpreting  meaning from the content 

of text data but this study favoured the use of conventional content analysis because the coding 
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categories were derived inductively, directly from the text data (Hsieh & Shannon, 2005).  The 

benefit of coding in qualitative content analysis is that the manifest as well as the latent content 

meaning could be attended to; m anifest content is coding for the visible and surface content of 

text, whereas latent content is coding for the underlying meani ng of the text (Graneheim & 

Lundman, 2004). Coding was also used for incorporating the various forms of data gathered into a 

holistic attempt at exploring the phenomenon of holistic and sustainable personal leadership 

development.  

To conduct content analysis, the test was coded, or broke down, into manageable categories on a 

variety of levels (including word, phrase, sentence and/or theme) and then examined by using 

relational analysis. Relational analysis has also been termed semantic analysis (Palmquist, Carley & 

Dale, 1997). This method was favoured because it went beyond the mere presence of meaning by 

exploring the relationships between the concepts that were identified to look for semantic or 

meaningful relationships. The process will be elaborated on in Chapter 2. 

1.10.6.4  Descriptive Statistics  

The use of descriptive statistics was suited to analysing the results of the research participantsô 

(pre and post) EQ-i2.0 and BeQÊ assessments (described in data collection 1.10.5.1 and 1.10.5.2) 

because the results provided numeric data. Descriptive statistics are usually used for quantitative 

data analysis (Blaikie, 2008) because they are summary statistics that quantitatively describe or 

summarise features of a collection of data (Mann, 1995). However, this does not make this a 

mixed-method study because this source of solicited data was included simply to aid in painting 

the picture of the participantsô journey through the intervention and understanding it, as well as 

showing the emotional intelligence of each indiv idual and culture of the organisation before and 

after the intervention. It is important to note that descriptive statistics differ from inferential 

statistics, in that descriptive statistics aim at summarising a sample, rather than using the data to 

learn about the population that the sample represents (Trochim, 2015) as was the case with this 

research. 

1.10.6.5  Internal Audit  

An internal audit was used to analyse the data collected discussed in sections 1.10.5.11 The 

Researcherôs Journal Entries and 1.10.5.12 The Researcherôs Field Notes. This was conducted to 

tell her story behind the research story. Internal audit is the process of internal review and control 

of systems by continuous examination and verification with the aim of assuring  quality (Pitt, 

2014). Given (2008:41) refers to it as ña systematic review of the processes involved in decisions 

and actions.ò Usually this process is related to businesses but in this case, it refers to the 

continuous examination and internal review of the entire academic research process and the 

examining of the researcherôs thoughts, feeling and experience during this study. This reflective 

process essentially admits the researcher into the research process and is typically done to:  

Ensure confirmation with accepted standards or to validate the accuracy of result. In 

qualitative research, auditing serves a comparable purpose and can be a valuable 

means of demonstrating rigor of an investigationé [and] a useful means of 

supporting the credibility and trustworthiness of finding and  interpretations (Given, 

2008:42).  
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It also adds the benefit of continuous learning, new insights into self and greater understanding of 

others. It illuminates and challenges the researcherôs assumptions, facilitates transfer of 

knowledge, encourages personal adaptability and allows other researchers to learn from the 

researcherôs experience (Waters, 2014). In so doing, academic audits are not just an ñimportant 

tool to control and maintain standardsò (Nitonde, 2016:40) but also a tool that enhances the 

overall quality of qualitative research (Schurink, 2009).  

 

1.10.7  Time Horizon  

This study is longitudinal in nature as it involves studying the same group of individuals over an 

extended period (Terre Blanche et al., 2006). The intervention took 12 months to complete and 

data was collected throughout by using participantôs self-reflections, the researcherôs field notes 

and the participantôs final video assessments. In addition, questionnaires were administered to 

participants a year after they had completed the intervention to assess the sustainability of the 

intervention results. The study returned to participants to measure and explore changes in their 

personal leadership development and EI occurring over time, and to document the processes 

associated with these changes (Holland, Thompson & Henderson, 2004). Collecting data for all 

steps took a period of three years with t he objective of determining the impact of the intervention 

and the sustainability of the results.  

 

1.10.8  Document ation  of Findings  

The findings of Steps 1 to 7 (in Chapter 6) are presented as a synthesis of the themes that 

emerged regarding óHolistic and Sustainable Developmentô thus explaining the essence of this 

phenomenon. Meta-insights into the prerequisites and core criteria underpinning an effective 

intervention are also presented. Moreover, the interviews and focus groups were analysed and 

synthesised to answer the research questions, and to meet the research aim of describing the 

impact of this type of development on the individual and the organisati on, as well as the 

sustainability thereof, in an attempt to make the ROI more explicit. Lastly, during Step 8, the 

attempt to develop a framework of óHolistic and Sustainable Developmentô is presented as the 

result of the completed in -depth analysis of all data gathered including the integration of the 

literature review. It must be noted that the literature (presented in Chapter 5) was used as data 

that was integrated into the analysis. The framework is presented in Chapter 7. 

 

1.11  Data Integrity Process es 

1.11.1  Vali dity and Reliability of the EQ -i2.0  and BeQÊ 

Although this study adopted a dominantly qualitative research approach, the use of the EQ-i2.0 and 

BeQÊ assessment instruments is considered to be a quantitative research tool. Therefore, the 

definition of relia bility for this aspect of the study would be whether the test would yield the same 

results if the person were tested again at a different time, or if another researcher conducted the 

test. Validity, however, is whether the test measures the construct it se t out to measure (Terre 

Blanch et al., 2006). This is often referred to as rigour, which can be defined as data that can be 
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measured and results that can be replicated (Hjørland, 2002). Based on results from numerous 

statistical analyses, the EQ-i2.0 is a proven valid and reliable assessment instrument with norms 

available for the South African context. Results of rigorous assessment also revealed that the  

EQ-i2.0 very accurately measured EI (MHS, 2011).  

The BeQÊ was developed by Viljoen-Terblanche (2006) after extensive grounded theory and 

ethnographical research. It has been tested in a variety of national and international contexts, and 

is a valid and reliable instrument with a Cronbach reliability of r=.78, which means that it almost 

displays psychometric properties as it is acceptable for a perception study to have an r=.4 

(Viljoen, 2015a). The BeQÊ is designed for testing the level of engagement of an individual, team 

and organisation, and is able to take industry specific variables and national cultural contexts into 

account. Nienaber and Martins (2016) report the validity of the BeQÊ. 

Moreover, only accredited professionals were used to administer assessments to ensure validity 

and reliability. The testing conditions were pre-assessed for suitability (for example, free from 

interruptions, private, PC with correct software and hardware available for the duration of the 

assessment), and consistent for all participants. The assessments were administered electronically, 

and all data recorded in a secure online location that only the researcher and those directly 

involved in the research (such as the test administrator and research supervisors) could access. 

The participants completed the questionnaires within 48 hours of distribution, taking 

approximately 60 minutes to complete each assessment. A certified administrator was also 

available (telephonically) to answer questions or address any technical problems. 

 

1.11.2  Ensuring Quality of All Qualitative Data  

Quality concerns play a central role during all steps of the research process in qualitative methods 

(Bergman & Coxon, 2005), and are therefore essential to this research because most of the data 

collected (excluding the EQ-i2.0 and BeQÊ assessments) is qualitative in nature. Qualitative 

research is still often ñquestioned by positivists, perhaps because their concepts of validity and 

reliability cannot be addressed in the same way in naturalistic workò (Shenton, 2004:63). Despite 

this, qualitative research has gained in credibility in recent years, and has become more popular 

with educational and psychological researchers. For example, a paper by Henwood and Pigeon 

(1992), proposing a role for qualitative methods in psychology was published in the British Journal 

of Psychology. This is one of many milestones achieved regarding qualitative research 

methodologies (Biggerstaff, 2012). Therefore, it is fortunate that despite the relativeness of 

knowledge and the fluidity of understanding and wisdom in the post -modern era, researchers 

conducting qualitative research do not have to feel that their work has less value because it has 

retained its status due to its rigour and practical applications (Tarnas, 1991). The various criteria 

for ensuring quality data and rigour , as they apply to all data collections methods except the  

EQ-i2.0 and BeQÊ, will now be discussed. 

 

1.11.3  Trustworthiness  

Newman (2003) asserts, ñmost qualitative researchers accept principles of reliability and validity, 

but use the terms infrequently owing to their close association with quantitative measuremen tò 

(Newman, 2003:184). They often prefer to talk about the concept of rigour (Oates, 2006) or 
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trustworthiness (Guba, 1981) as does the researcher. Interpretivist researchers accept that 

multiple interpretations are possible (Oates, 2006), and use a differe nt set of parameters for 

determining and evaluating rigour or trustworthiness (Guba, 1981; Oates, 2006). Shenton (2004) 

reports that Gubaôs (1981) framework for trustworthiness is one of the most widely accepted; his 

construct consists of four criteria tha t the qualitative researcher must consider: (1)  Credibility; (2) 

Transferability; (3) Dependability and (4) Confirmability. How the study was designed with the aim 

of applying these criteria to increase rigour, trustworthiness and ensure quality data, will  now be 

discussed with the awareness that they often depend on the skills of the researcher.  

1.11.3.1  Credibility  

Credibility can be likened to the positivist researcherôs concept of internal validity where they aim 

to ensure that ñtheir study measure what is actually intendedò (Shenton, 2004:64). Hammersley 

(1990) offers a useful definition of qualitative validity or credibility when he says that by validity 

he means, ñThe extent to which an account accurately represents the social phenomena to which 

it refersò (Hammersley, 1990:57). Guba and Lincoln (1994) see credibility as core to 

trustworthiness as it determines whether the findings are believable. Hammersley also infers 

credibility when he says that validity is identified when we have ñconfidence in our knowledge but 

[are] not certainty of its truthò (Hammersley, 1992:50). During this study, the aim was to increase 

the credibility of the study in a number of ways. The first, suggested by Stenbacka (2001) is that 

the researcher constantly strove to conduct research of the highest quality. The suggestions made 

by Silverman (2003) were observed; these include, but were not limited to, extensive field notes, 

transcripts of interviews (used to reinterpret and check or re -check where necessary) and 

thorough and appropriate tabulation being used.  

Secondly, the study aimed to use methodology that is appropriate for the research aim and in line 

with the ontological and epistemological stance and methods that were the correct operational 

measures for the concepts being studied (Yin, 2003). The use of hybrid research methodology 

was dominantly influenced by the work of Viljoen -Terblanche (2009) and Rennie (2000). The use 

of a joint approach was predicted by Strauss and Corbin (1994), and has proven valuable when 

studying complex phenomena that require much breadth and depth of study (William & 

Hutchinson, 1991; Annells, 2006; Viljoen-Terblanche, 2008). Wilson and Hutchinson (1991:275) 

also highlight that researchers using hermeneutic phenomenology and grounded theory ñshare a 

commitment to a qualitative, naturalistic, contextual, historic, intersubjective methodology to 

understand human responses and experiences from a variety of perspectives.ò Where possible, 

the data gathering and  analysis procedures were drawn from comparable successful studies such 

as the work of Viljoen-Terblanche (2009).  

Thirdly, the study aimed at triangulating by using  different data collection methods (Shenton, 

2004). Annells (2006:58) recommends, ñusing this kind of data triangulation to research a 

phenomenon when óturning the prismô can be an advantageò but cautions that methods should 

arise from the same ontological foundation. During this study, both the use of hybrid research 

methodology and the choice of using multiple data collection methods arose, and were consistent 

with the phenomenological, social constructionist, interpretive stance. Furthermore, ñsite 

triangulation may be achieved by the participation of informants within several organisations so as 

to reduce the effect on the study of p articular local factors peculiar to one institution. Where 

similar results emerge at different sites, findings may have greater credibility in the eyes of the 

readerò (Shenton, 2004:66). Winter (2000:34) noted, ñTriangulation sheds light upon common 
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themes found in different sources (Creswell, 1998), and strengthens dependability and credibility 

(Merriam, 1998)ò. The aim was to use three different samples, across two different organisations 

to aid the credibility of the research findings and the researcher welcomed scrutiny of the project 

by colleagues, peers and academics, which may assist with increased credibility (Shenton, 2004).  

1.11.3.2  Transferability  

Guba and Lincoln (1994) define transferability as whether the findings of the study can be applied 

to other contexts and it is therefore similar to the positivistic notion of external validity or 

generalisability (Shenton, 2004). In positivist work, researchers place a strong focus on showing 

that the results can be applied to a wider population. However, in qual itative work, this can be 

more difficult to achieve because qualitative projects are specific to particular environments and 

individuals so ñit is impossible to demonstrate that the findings and conclusions are applicable to 

other situations and populationsò (Shenton, 2004:69). Some researchers dispute this (Stake, 

1995; Denscombe, 1998), but most seem to agree; ñit is the responsibility of the investigator to 

ensure that sufficient contextual information about the fieldwork sites is providedò (Shenton, 

2004:70).  

Shentonôs (2004) guidelines were followed, and detailed: a) The number of organisations taking 

part in the study and where they are based; b) any restrictions in the type of people who 

contributed data; c) the number of participants involved in the  fieldwork; d) the data collection 

methods that were employed; e) the number and length of the data collection sessions; and f) the 

time period over which the data was collected.    

In addition, to ensure rich, robust, more comprehensive and well -developed findings (Denzin, 

1989), and to increase the probability that the findings can be transferred to other contexts, the 

plan was to repeat research Steps 1 and 2 in the same organisation (with a different research 

sample, referred to as Step 3), and then again in a different organisation (Step 4). This would 

allow the use of the same method to maximum theoretical advantage.  

1.11.3.3  Dependability  

Hammersley points out that, in a qualitative study, reliability refers to ñthe degree of consistency 

with which instances are assigned to the same category by different observers or by the same 

observers on different occasionsò (Hammersley, 1992:67). It is important that the findings are 

ñindependent of accidental circumstances of the researchò (Kirk & Miller, 1986:20) but with the 

awareness that the changing nature of the phenomena scrutinised by qualitative researchers can 

make any such provisions problematic (Shelton, 2004). To achieve increased dependability, the aim 

was to use multiple forms of data collection including: I n-depth interviews, focus groups, personal 

reflections and the results of the EQ-i2.0 and BeQÊ assessments, as well as repeating the research 

steps with two different groups of participantôs at Barloworld Equipment and then again at BASF 

Construction Chemicals. This reinforces Guba and Lincolnôs (1994) emphasis on the close ties 

between credibility and dependability, and ñin practice, a demonstration of the former goes some 

distance in ensuring the latterò (Shelton, 2004:72).  

Theoretical sampling also supported reliability because researchers who want to replicate the 

study have access to the sampling decisions made (Creswell, 2002). ñIn order to address the 
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dependability issue more directly, the processes within the study should be reported in detail, 

thereby enabling a future researcher to repeat the work, if not necessarily to gain the same 

resultsò (Shelton, 2004:71). In addition, data was gathered until no new themes emerged from 

the research participants stories ensuring data saturation (Glaser & Strauss, 1967; Creswell, 2002) 

and she complied with critical qualitative research considerations. For example, a systematic 

approach was used for data collection and analysis. Informed consent was reported. The reported 

account was sufficiently reflexive by ensuring that the researcherôs personal experience was 

combined with critical thought and observation to develop a more complete and engaging analysis 

of an experience (Biggerstaff, 2012). Biggerstaff (2012) provides a checklist for the appraisal of 

qualitative research. The questions posed are questions asked throughout the research process.  

1.11.3.4  Confirmability  

Confirmability is comparable to objectivity (Shelton, 2004) and numerous researchers recognise 

that it is not possible to complete qualitative research i n an objective manner (Patton, 2002; 

Viljoen-Terblanche, 2008) because the essence of qualitative research is subjective. However, 

steps were taken to ñensure as far as possible that the workôs findings are the result of the 

experiences and ideas of the informants, rather than the characteristics and preferences of the 

researcherò (Shelton, 2004:72). This was attempted in three ways. Firstly, through reflexivity; the 

researcher constantly strove to step back from the research to see it with ónewô eyes, and to be 

aware of her role in the research process and to identify any ways in which she might have 

influenced the research. Reflexivity was achieved by using self-reflective journal entries and by 

engaging in the hermeneutic circle (Heidegger, 1927). Reflexivity during qualitative research has 

become accepted and even encouraged (Etherington, 2004; Ortlipp, 2008; Biggerstaff, 2012); 

researchers are urged to talk about themselves, ñtheir presuppositions, choices, experiences, and 

actions during the research processò (Mruck & Breuer, 2003:3). It is not advisable to use 

reflexivity alone because it is not reliable enough (Button & Lee, 1987; Kieren & Munro, 1985), but 

it formed a vital and valuable supplementary aid to the research process, contributing to the 

transparency of the process and aiding the robustness of the research findings (Ortlipp, 2008).  

Secondly, to assist with confirmability, two qualified research psychologists (external to the 

research project) were employed. The researcher specifically sought out their suppor t during the 

data analysis open-coding phase so they could assist with the large volume of data but also to 

check the researcherôs potential assumptions and bias. (Shenton, 2004:71). ñBracketingò or 

suspending preconceived ideas (Terre Blanche et al., 2006) was not preferred in accordance with 

Heideggerôs (1889-1976) notion that it was not completely possible to suspend preconceived ideas 

and judgements. Instead, the researcher made note of explicit personal bias that she became 

aware of during this process, and continually attempted to increase transparency in line with Miles 

and Huberman (1994)ôs recommendation that confirmability is achieved to the extent to which the 

researcher admits his or her predispositions and bias. The researcherôs voice was explicitly 

acknowledged (Mruck & Breuer, 2003), rather than excluded or hidden (Clarke, 2005).  

Detailed methodological description enables the reader to determine how far the 

data and constructs emerging from it may be accepted. Critical to this  process is the 

ñaudit trailò, which allows any observer to trace the course of the research step-by-

step via the decisions made and procedures described (Shenton, 2004:72).  

Therefore, confirmability was attempted by modelling Ajjawi and Higgsô (2007) method of keeping 

an audit trail. A computer file for each second -order construct was created and all relevant 
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extracts from the focus group transcripts, participantsô journal entries and video-transcriptions 

were filed appropriately. Following these abstract ions, the sub-themes were grouped into broader 

themes; the themes were elaborated and compared with literature and existing knowledge. This 

complex stage is often referred to as ñaxial codingò (Strauss & Corbin, 1990 ) and ñinvolved 

continuously moving backwards and forwards between the literature, the research texts and the 

earlier analysis, moving from parts to whole following a process informed by the hermeneutic 

circleò (Ajjawi & Higgs, 2007:625). Data analysis is a complex, iterative process, and not l inear as 

it might appear (Creswell, 2009; Viljoen -Terblanche, 2008; Simon, 2011) so a thorough audit trail 

was necessary to show the process followed and in so doing aid confirmability.  

1.11.4  Ethical Considerations  

Informed, written consent was obtained from th e individuals and their managers before research 

commenced. This consent included the purpose of the research, the participantsô roles and 

responsibilities, the benefits and risks of participating and the mechanism of withdrawal ï with an 

explanation of the costs involved in withdrawal owing to the investment involved. The purpose of 

data gathering and the use thereof were also outlined. In other words, it was explained in full that 

the research was to be used for primary research and the results processed, analysed, shared, 

archived and potentially could be re-used in further studies ( refer to  Appendix D). 

The bounds of confidentiality were discussed with the participants and agreed on before the study 

commenced. It was important that each participant was a ware that complete anonymity could not 

be guaranteed (because some data recorded was video footage of the participant and certain 

quotes ï although not attached to an individualôs name ï might be identifiable) but restricted 

access to data could be ensured. In other words, only the researcher and the researcherôs support 

team had access to the video recordings (refer to  Appendix D).  

The participants were informed that the EQ-i2.0 assessment is accredited and recognised by the 

Health Professions Council of South Africa (HPCSA) and the BeQÊ was development using 

thorough assessment principles (Nienaber & Martins, 2016). Furthermore, only accredited 

practitioners would be administering both the EQ-i2.0 and BeQÊ assessments and the same 

accredited practitioners would give the participantôs the feedback from their assessment results.  

The recording and storage of data were also an important ethical consideration. Data was 

recorded by using both electronic documents and audio- and video-recordings. All video- and 

audio-recordings were transcribed. All data was stored in a secure online location with limited 

access to the data to ensure confidentiality. As a student at the Da Vinci Institute  for Technology 

Management, the researcher ensured that she complied with th eir ethical code of conduct and 

their general guidelines for ethical research, and for research involving human participants that 

informed her practice. The Da Vinci Instituteôs Research Ethics Policy is available on request and 

should be read in conjunction with this section of the thesis. In addition to the Da  Vinci guidelines, 

the researcher constantly asked numerous ethical questions that are used in her coaching and 

facilitation practice ( refer to  Appendix E). 
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1.12  Summary of Research Framework  

Table 1.1 Summary of the Research Framework provides the reader with a high-level overview of 

the ontology, epistemology and research approach that was preferred , as well as the role of the 

researcher, the hybrid methodology designed and used, the research timeline, the data collection 

methods and the data analysis techniques. 

 

Table 1.1  Summary of Research Framework  

 

Element of Framework  Description  

Researcher Ontology  Blended ontology: Phenomenological and social constructivism 

Researcher Epistemology  Interpretivis m 

Resear ch Approach  Inductive qualitative approach 

Role of Researcher  Part of the research process and co-creator of meaning 

Research Methodology  Hybrid methodology: Grounded theory and hermeneutic phenomenology 

Timeline  Longitudinal 

Data Collection Method  EQ-i2.0, BeQÊ, in-depth interviews, self-reflections, focus groups, video 

recordings, letters and/or emails from participants, questionnaires, 

researcher self-reflections, field notes and literature review 

Data Analysis  Descriptive statistics, hermeneutic phenomenology, content analysis, 

grounded theory and internal audit  

 

The summary in Table 1.1 is provided to assist the reader in seeing the consistency of the choices 

made in line with the research philosophy, research aims and objectives. 

 

1.13  Scope and Delim it ations of the Study  

The scope identifies the boundaries of the study in term of subjects, objectives, facilities, area, 

time frame and the issues on which the research is focused (Simon & Goes, 2013). The coverage 

of this study included two corporate organisations in South Africa who nominated their staff to 

attend a Holistic Development intervention. The study consisted of individuals at all grade levels, 

who assisted with the transferability of the results. The study focused on the process of 

transformation through a holistic and sustainable personal leadership development intervention. It 

consisted of dominantly qualitative research (literature review, personal reflections, in -depth 

interviews and focus groups) and used a blend of hermeneutic phenomenology and grounded 

theory to allow the impact of the intervention on the individual and the organisation to be 

explicated and the framework required to achieve these results to emerge from the data.  

The delimitations of the study , or what the study is not ab out (Wolcott, 2002) , are important to 

note, so that the reader can be aware of what the study is not about. Firstly, this research was 

not quantitative, but preferred to use a dominantly qualitative approach. Secondly, this study was 

about synthesis and analysis, not either/or. Thirdly, it focused on process and not content, but 
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was not particularly concerned about the human resource process and rather focused on the 

individual and organisational development process. Lastly, this study was not about a mechanistic 

approach to change, but rather about the conceptualisation and construction of a theoretical 

framework that supported holistic and sustainable personal leadership development. 

 

1.14  Delineation of Research Chapter s 

In Chapter 2, the research strategy is detailed and discussed. This includes the post-modernist 

interpretive philosophy adopted, the rationale for using an inductive qualitative approach, as well 

as the design and methods used to address the research problem. This chapter will show that a 

hybrid methodology blending hermeneutic phenomenology and grounded theory is well positioned 

to meet the research aim.  

Chapter 3 shows how the post-intervention investigation examines the success of the holistic 

development intervention and the data gathered fr om the in-depth interviews and focus groups is 

reported. The lived experience of the research participants is shared; the synthesis of holistic and 

sustainable development is documented. 

Chapter 4 provides the reader with in -depth insight into the way in w hich the data collected for 

this study was analysed. It explicates  the manner in which  coding was conducted, namely to 

facilitate the hybrid research methodology of hermeneutic phenomenology and grounded theory  

designed and used for this study. The data analysis process is also explained in terms of the 

codes, categories and themes that emerged as the data progressed through each stage of 

analysis. 

Chapter 5 presents the current literature review as an academic voice for the relevant categories 

and themes that emerged from the data analysis. It examines where there are similarities and 

differences between the themes emerging from the data and the voice of the literature  as well as 

including literature that may be relevant to the theory but did not emerge fro m the data. 

Chapter 6 reports the findings that culminated from the triangulation of the voice of the literature, 

the empirical data, and the correlation and discussion between the two that provided the 

researcherôs voice. In addition, the findings that resulted from the research process will be 

presented and discussed. 

Chapter 7 consolidates the gaps and overlaps between the empirical data and current literature . 

The emerging theory and the meta-insights of holistic and sustainable leadership development are 

presented in terms of grounded theory and the results of the qualitative research process. The 

various aspects of the framework for holistic personal leadership development are discussed, and 

this framework is positioned as a way of obtaining sustainable results and accelerating personal 

leadership development. The benefits of this are explored.  

Chapter 8 concludes the study by answering the research questions, reviewing the research aim 

and discussing the quality criteria in relation to how they were applied during the course of this 

study. In addition, it outlines the delimitations of the study, makes recommendations for future 

study and explicates the unique contribution and ROI of the study. Lastly, the researcher tells her 

story behind the research story as well as her reflections that emerged rather surprisingly and 

profoundly while writing her story behind the story.  
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2 Chapter 2: Research Methodology  

2.1  Introduction  

The purpose of this chapter is to detail and discuss the research philosophy, approach, design and 

methods used to address the research problem as outlined in Chapter 1. This will include a focus 

on exploring the post-modernist interpretive  philosophy adopted. The rationale for using an 

inductive qualitative approach to the research that used  research data from two organisations, 

several learning and development experts and multiple learners attending an intervention with the 

intent to ñdeepen and widen oneôs understandingò of the depth and breadth of the research 

problem is also included (Olsen, 2004:1). In addition, t he rationale for collecting data by using in-

depth interviews, focus groups, self-reflections, EQ-i2.0 and BeQÊ pre- and post-assessments, field 

notes and the researcherôs journal entries will be discussed. 

This chapter will show that hybrid methodology blending hermeneutic phenomenology and 

grounded theory is well positioned to meet the research aim of constructing a theory for holistic 

and sustainable personal leadership development. It will also answer the open -ended nature of 

the research questions where the ñfocus [is] on processes, patterns and meaning within context 

and that require the crucial examination of subjectivity of experience andé inquiry from their 

research participantsô point of viewò (Tweed & Charmanz, 2012:133). The reason for using 

grounded theory methodology will also become apparent because it is a ñmethodology of 

developing inductive theories that are grounded in systematically gathered and analyzed dataò 

(Bitsch, 2005:4).   

 

2.2  Description and Rationale for Hyb ri d Research Methodology  

2.2.1  Hermeneutic Phenomenology  

Phenomenology supports the study of subjective experience (Hardy Leahy, 2001; Finlay, 2009; 

Kafle, 2011) to reveal what lies ñhiddenò in it (Matua & Van der Wal, 2015:1), and was appropriate 

for the research objective of uncovering the impact of holistic development on individuals and 

organisations. Phenomenology does not begin with a theory but rather with a phenomenon of 

interest (Viljoen-Terblanche, 2008; Simon & Goes, 2011; Kafle, 2011), and is particularly useful 

when new and fresh perspectives are needed (Cohen, Kahn & Steeves, 2000). Phenomenology 

has transitioned from purely descriptive phenomenology originally practiced by Husserl (1931) and 

Merleau-Ponty (1964) that emphasised the description of people's lived experiences, to include the 

interpretation of such experiences (Heidegger, 1927, 1962, Gadamer, 1976; Laverty, 2003; Smith, 

2007). Interpreting experience in context, especially social and linguistic context, is often referred 

to as hermeneutic phenomenology (Laverty, 2003; Smith, 2013) and, therefore, both terms are 

used interchangeably through this thesis.  

During this study, hermeneutic phenomenology enabled a qualitative approach that was not only 

useful because it provided rich descriptions of complex human and organisational phenomena, but 

was also useful in constructing theories or conceptual frameworks and generating ways of 

explaining these phenomena (Moustakas, 1994; Viljoen-Terblanche, 2008). Interpretivism gave 

greater scope to address issues of influence and impact (Smith, 2013), and in this study, it 
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enabled an increased understanding of the ways in which an individual could be developed 

holistically and sustainably, as well as the design principles thereof.  

 

2.2.2  Constructivist Grounde d Theory  

Blending hermeneutic phenomenology and grounded theory was suited to this research because 

hermeneutic phenomenology allowed for the study of subjective, lived experiences of the research 

participants (Hardy Leahy, 2001; Finlay, 2009; Kafle, 2011), while grounded theory allowed for 

building of the theory of holistic and sustainable development grounded in the data (Charmaz, 

2014). Glaser and Strauss (1967) were the cofounders of grounded theory but in the 1990s, they 

eventually disagreed on the basic tenets of the methodology (Urquhart, 2013). This study does 

not favour a Glaserian (Glaser & Strauss, 1967) positivistic approach to grounded theory but is 

influenced by Straussô post-positivist approach (Strauss & Corbin, 1990) and Charmazôs 

constructivist approach to grounded theory (Urquhart, 2013; Charmaz, 2006; Charmaz, 2014). 

Despite this, various aspects of the Glaserian approach were adopted, such as allowing themes to 

emerge from the data (rather than forcing the data into preconceived categorie s) and engaging in 

constant comparison. This process is now commonly used in all variants of grounded theory 

(Charmaz, 2012) and refers to ñinstances of data labelled in one category [being compared] with 

other instancesò (Urquhart, 2013:63) and ñsimilarities, difference and nuancesò sought to generate 

a more abstract understanding of the phenomenon (Tweed & Charmaz, 2012:132).  

The coding strategy was adopted from Straussôs more complex and systematic coding techniques 

that required open, axial and selective coding (Strauss & Corbin, 1990). Charmazôs 

acknowledgement of subjectivity was favoured and the researcherôs constant involvement in the 

construction and interpretation of data (Charmaz, 2012).  These preferences allowed for the co-

construction in building of the theory of holistic and sustainable personal leadership development 

(Charmaz, 2014) using expert opinions from six OD specialists and opinions from those attending 

the intervention to create an understanding of the ways in which a leader can be de veloped 

holistically and sustainably. As it is important to integrate previous knowledge with new knowledge 

(Kelle, 2005), data was constantly compared with literature to allow the theory of holistic 

development implicit in the data to be built or extended . Because ñgrounded theory typically 

begins with a research situationò (Viljoen-Terblanche, 2008:27), the literature review was only 

conducted once the qualitative research process had begun. Theoretical sensitivity (Glaser, 1978), 

was attempted throughout . This is ñthe need to read widely and be sensitive to what theory 

actually isò (Urquhart, 2013:136). The way in which the emerging theory of holistic development 

related to and expanded on existing literature will emerge through this thesis.  

In grounded theory ñdata collection, analysis, interpretation and theory development proceed 

interdependent and iterativelyò (Bitsch, 2005:3), so it is important to note that although the steps 

of this study (outlined in 1.11.4 Research Steps) appear to be linear, man y steps were in fact 

interdependent (and were conducted simultaneously), and not conducted independently. Tweed & 

Charmaz (2012:134) provided a visual representation of the process of the grounded theory 

methodology (see Figure 2.1 Visual Representation of a Grounded Theory) used for this research. 
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Figure 2.1  Visual Representation of a Grounded Theory  

(Tweed & Charmaz, 2012:134) 

As shown in Figure 2.1 above, grounded theory typically begins with a research situation, and 

then participants are recruited. For this study, although the research sample was specified prior to 

research commencing, theoretical sampling was preferred (as discussed in 1.11.6 Research 

Sample) as not all participants that were  required could be anticipated prior to com mencement, 

and they were selected based on their availability and suitability for the research. Multiple forms of 

data were then collected, and analysis began from the moment the first piece of data was 

collected through open coding, focused coding and categorisation and then selective coding that 

led to theory building. Constant comparative analysis was observed and literature was included in 

this process. Only when category saturation was reached, could the framework be presented and 

the findings written up. 

As described above, the hybrid research methodology of hermeneutic phenomenology and 

grounded theory was designed and used to explicate the lived experience of the research 

participants (using the former) and synthesise the essence of holistic and sustainable development 

(using the latter) from data gathered through in -depth interviews, questionnaires and focus 

groups. An attempt is then made to build theory in respect of the prerequisites for holistic and 

sustainable personal leadership development by identifying the themes as they emerged from the 

data by using grounded theory. Through these qualitative methods, the study will attempt to 

position the concept of óHolistic Developmentô as a significant leadership development 

methodology resulting in sustainable development and transformation. An inductive approach is 

necessary as the data is first collected, and the theory then emerges using grounded theory.  
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2.2.3  Blending Hermeneutic Phenomenology and Grounded Theory  

The following Figure 2.2 highlights the way  in which the study blended the use of these two 

complimentary research methodologies by illustrating the similarities and differences in the 

research process that was followed.  

 

Figure 2.2  Similarities and Differences in the Hermeneutic Phenomenology 

and Grounded Theory Process es 

In Figure 2.2 above, the reader can see that there are a many similarities and overlaps (shown in 

grey) for both hermeneutic ph enomenology and grounded theory. The researcher began with the 

research questions, and then sampled and recruited participants, collected data, immersed herself 

in the data and began the process of open coding. It is at this point, where the analysis diverged 

to accommodate the differences. The main differences (shown in white) emerge during focused 

coding and categorising. For the hermeneutic phenomenological aspect, the researcher was able 

to move on to illuminating and illustrating the phenomena and the participantsô learning journeys 

were ñreconstructed in their own wordsé to illuminate the journey and highlight key findings from 

the dataò (Ajjawi & Higgs, 2007:626). However, for grounded theory it was necessary to check 

that no new themes emerged, data saturation was reached (Glaser & Strauss, 1967; Creswell, 

2002) and theoretical sampling was used to return to c ollecting data if necessary (Charmaz, 

2006). Another main difference is that a central feature of grounded theory is constant 

comparative analysis (Bitsch, 2005). In other words, when an event  was noted, it was compared 

with other events with regard to  commonalities and differences (Charmaz, 2006). It must be 

noted that only toward the end of the analysis could all data be combined. Only then, through the 
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process of developing a tentative understanding of the phenomenon of holistic development, 

testing it a gainst reality and constantly revising it, the inductive analytical abstract categories 

emerged, and the theory was constructed and the framework for holistic and sustainable personal 

leadership development evolved. This process will be elaborated on in Chapter 4.  

 

2.3  Research Design  Sample  

2.3.1  Research Population  

The population is often referred to as the entire set of individuals or elements that ñmake up our 

unit of analysisò (Terre Blanche, Durrheim & Painter, 2006:133). As mentioned in Chapter 1, this 

study was facilitated by a hybrid research methodology with various steps in the design so the 

population for Step 1 through Step 5 differs from those for Steps 6 and 7 . For Step 1 through to 

Step 5, the population was any adult worker who h ad attended or who had  been preselected to 

attend an intervention designed to develop his or her personal leadership capabilities with a focus 

on EI. There are no restrictions of age, gender, position within the organisation and/or education 

(other than that the participants mu st be literate and able to read and write in English). The 

research population was 40 people from Barloworld and BASF. The participants were spread 

through various levels and divisions. Only two attendees were managers who had people 

reporting to them. The  participants were selected because they had been nominated by the 

organisation to attend the personal leadership development intervention.  

The research population also included the managers of those attending the intervention,  as they 

were able to provide a meta-perspective on the personal leadership development achieved by 

these individuals. The population of managers for this study comprised six individuals. For Steps 6 

and 7, the population were learning and development experts who met the following cri teria: (1) 

Experts in the field of OD with minimum 15  years working experience, (2) a suitable qualification 

in the field of OD (PhD level was preferred) , and (3) a notable track record of accomplishment in 

developing individuals and organisations within t he South African context.  

 

2.3.2  Research Sample  

A research sample, a subset of the population and often referred to as the ñtarget population or 

accessible populationò (Burns & Grove, 2003:233), is selected to participate in a research study. 

The research sample corresponds with the larger population on the characteristics of interest to 

the study, and is used to draw inferences about the population (Terre Blanche et al., 2006; 

Trochim, 2015). Qualitative research sampling procedures differ from those of quanti tative 

studies, and the researcher agrees with Paton (2002) that all qualitative research sampling is 

purposeful. Although Coyne (1997) points out that not all researchers agree that theoretical and 

purposeful sampling are describing the same sampling method, many researchers use the terms 

interchangeably (Paton, 2002). This notion is further supported by Sandelowski et al. (1992) who 

says, ñwhen obtaining a purposeful (or theoretical) sample, the researcher selects a participant 

according to the needs of t he studyò (Sandelowski et al. (1992:129). This is true for this study and 

the terms theoretical and purposeful sampling will be used interchangeably.  
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Sampling required for grounded theory is based on the concept of ñtheoretical samplingò (Strauss 

& Corbin, 1990:176) where sampling decisions are informed by the emerging concepts relevant to 

the developing theory. This means sampling decisions evolve during the research process and 

non-probability purposive sampling was preferred as it was not feasible, pract ical or theoretically 

sensible to do random sampling as is often the case with applied social research (Trochim, 2015). 

In addition, sampling cannot be planned completely before embarking on the study, and 

ñsampling does not take place at a single point in the inquiry process but is a recurrent featureò 

(Jupp, 2006: online). The sampling decisions for grounded theory are also suited to hermeneutic 

phenomenology because purposeful or theoretical sampling allows for the selection of information -

rich cases for detailed study (Denzin & Lincoln, 2000; Patton, 2002). Therefore, sampling 

decisions complimented a hybrid research methodology as the samples chosen were participants 

who could illuminate the phenomenon of holistic and sustainable personal leadership development 

and the impact thereof. This sampling method is also suited to the interpretive research paradigm 

(Llewellyn, Sullivan & Minichiello, 1999; Lester, 1999). Different sample groups were selected for 

specific purposes as outlined in Table 1.2. 

 

Requi re ments of Research Participants  

All participants gave written permission for data to be solicited using pre- and post-assessments. 

This data was gathered over a period of 12 months using the EQ-i2.0 (to measure levels of EI) and 

BeQÊ (to benchmark levels of employee engagement). The EQ-i2.0 and BeQÊ pre-assessments 

were completed before the intervention commenced. Each assessment took approximately 

one hour to complete. The EQ-i2.0 post-assessments were completed within one month of the 

participant completing the intervention. It was  decided not to complete a BeQÊ post-assessment 

because the participants had indicated that they did not answer the pre -assessment honestly. This 

was because at the time the culture at both Barloworld and BASF at the time was so negative with 

extremely low trust  due to restructuring and lack of transparency around sales targets and various 

key performance indicators.  

In addition, each participant had to commit to attending all modules of the intervention, and had 

to have their m anagerôs written permission to be allowed to attend all modules. They also 

committed to : (1) completing the homework assigned during the intervention, (2) keeping a self -

reflective journal throughout the intervention, (3) participating in focus groups and/ or individual 

interviews during or after the intervention and (4) completing a final presentation assessment of 

their personal journey that was video -recorded. They also agreed to answer additional questions 

the researcher might have to gain clarity or dee per insight into aspects of their self -reflections. 

Participants were made aware that the content of the assessments, homework, journaling, focus 

groups and videos would be used for research purposes only with the sole objective of meeting 

the aims and objectives of the study. They were informed that information gained from the 

interview would be confidential and reference to their experiences would be done in an 

anonymous fashion. Although certain comments from interviews and journals will be used to 

support research findings, they will not be linked to an individual.  The participants were also made 

aware that they could with draw at any time without penalty.  
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Table 2.1  Research Steps  

 

Research Step  Purpose  Data Collection Method  Data Analysis  

1. Provide a measure of the 

participantôs EQ levels 

before and after the 

intervention and tell the 

story of their lived 

experience of the 

intervention and its impact  

To create insight into the impact 

of the holistic development 

journey on the individual  

EQ-i2.0 (pre- and post-

assessment) 

Personal reflections 

throughout intervention  

Focus group 

Researcherôs observations 

Video of final reflections at 

the end of the intervention  

Descriptive 

statistics 

Phenomenology 

Coding: Open, 

selective, axial  

2. Provide a measure of 

employee engagement 

before the intervention and 

determine the impact after 

the intervention  

To derive insight into the impact 

of the holistic development 

journey on the organisation  

BeQÊ (pre-assessment) 

Managerôs Questionnaire 

Descriptive 

statistics 

Phenomenology 

Coding: Open, 

selective, axial 

3. Repeat Steps 1 and 2 above 

in the same organisation 

with a different group of 

participants attending the 

same intervention 

To compare the findings in the 

first group with a second group 

in the same organisation to 

strengthen the research findings 

As above for Steps 1 and 2 As above for 

Steps 1 and 2 

4. Repeat Steps 1 and 2 above 

in a second organisation 

To compare the findings in the 

first organisation with a second 

organisation to strengthen the 

research findings 

As above for Steps 1 and 2 As above for 

Steps 1 and 2 

5. Obtain insights and 

information from at least 

eight of the participants 

who had previously 

attended the intervention 

(one year after the 

intervention)  

To derive insight into the 

sustainability of the development  

Participantôs Questionnaire 

(one year after 

intervention)  

 

Phenomenology 

Coding: Open, 

selective, axial 

6. Conceptualise a framework 

using data gathered from 

six learning and 

development experts 

To create understanding of the 

ways in which a leader can be 

developed holistically and 

sustainably 

In-depth interview Coding: Open, 

selective, axial 

7. Conceptualise a framework 

using data gathered from 

six learning and 

development experts 

To derive insights into what 

prerequisites or design principles 

are required for an intervention 

to be effective 

In-depth interview Coding: Open, 

selective, axial 

8. Integrate, synthesise and 

analyse all data gathered 

including literature  

To construct theory from the 

data in order to conceptualise 

and refine the framework for 

holistic and sustainable personal 

leadership development 

Literature review 

All of the above 

Coding: Open, 

selective, axial  

9. Obtain insight and 

information from the 

researchers self-reflecting 

journal and field notes  

To report on the researcherôs 

personal journey during the 

research process 

Researcherôs self-reflecting 

journal entries 

Researcherôs observations 

Field notes 

Coding: Open, 

selective, axial 
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The research steps depicted in Table 2.1 will now be described in detail below.  

Step 1 

Nine employees of Barloworld, who had been nominated to attend a personal development 

intervention with a focus on EI, were used as the research sample to create insight into the 

impact of the holistic development journey on the individual. Non-probability purposive sampling 

was used because participants were selected based on their availability to participate in the study 

and because they were representative of the population (Terre Blanche et al., 2006). Barloworld is 

a multinational corporation, headquartered in South Africa. It operates a cross 24 countries 

worldwide. It has two divisions: (1) Barloworld Equipment and Barloworld Handling, and (2) 

Barloworld Automotive and Logistics. It has many unrelated businesses, ranging from mining, 

information technology and building materials to motor  vehicles. In recent years, it has 

repositioned itself as an industrial brand management company. As such, it represents a diversity 

of industries. 

Initially the intention was to sample four of the nine participants owing to funding limitations. 

Eventually, all nine participants were used as the research sample (out of nine participants), and 

raised the additional funding to increase the robustness of the research results. All were eager to 

participate in the research. They were informed of the requirements  of the study (described in the 

written consent-to-participate form, refer to  Appendix D). They were also informed that there 

were limits to confidentiality, meaning that ñwhile researchers are generally able to offer 

anonymity, such as using pseudonyms, it can be harder for the qualitative researcher to offer total 

confidentiality since a personôs narrative about an experience may be unique to them, thus 

offering more likelihood for possible identificationò (Biggerstaff, 2012).  

The sample was a mixture of participants from various grade levels in the organisation and various 

ethnic groups, gender and age; so they were representative of a diverse workplace (see Table 2.2 

Research Sample Barloworld Group 1). This ensured that the sample was as representative of the 

population as possible, as the aim was for a research óoutcomeô that was transferable to other 

corporate companies with diverse staff compliments. Data was collected by using the EQ-i2.0 pre- 

and post-assessments as well as the participantsô journal entries, homework tasks required 

between modules, focus groups, video assessments and individual interviews (if necessary). 

Table 2.2  Research Sample  Barloworld Group 1  

Company Grp Participant Pseudonym Age Gender   Race  

Barloworld 1 P1 Danny 30 M  C  

Barloworld 1 P2 Jaco 42 M  W  

Barloworld 1 P3 Precious 27 F B 

Barloworld 1 P4 Nolu 41 F  B  

Barloworld 1 P5 Ayanda 29 M  B  

Barloworld 1 P6 Sandra 29 F  C  

Barloworld 1 P7 PJ 27 M B  

Barloworld 1 P8 Stefan 21 M  W  

Barloworld 1 P9* Lebo 38 F  B  

*NOTE: One participant did not complete the intervention  
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Step 2 

This sample for Step 2 was the same sample that was used in Step 1. In other words, all 

participants who completed the intervention were included to gain insight into the impact of the 

holistic development journey on the organisation. Data was collected by using the BeQÊ (pre- and 

post-intervention) to determine the impact of the intervention on the organisation. In addition, 

two managers were sampled to gain their insights into the development of the in dividuals who 

were attending the intervention and the impact this had on the organisation. 

 

Step 3 

Step 3 was a repetition of Steps 1 and 2 at the same organisation (Barloworld) by using a further 

nine research participants (out of a group of nine who were  selected to attend the intervention). 

Again, non-probability purposive sampling was used since the employees of Barloworld had been 

nominated to attend a personal development intervention with a focus on EI, and they were 

available to participate in the s tudy (Terre Blanche et al., 2006). Step 3 of this research was 

conducted for the purpose of achieving more robust research findings regarding the impact of the 

holistic development journey on the individual and organisation. The sample was a mixture of 

participants from various grade levels in the organisation, and varied in terms of ethnic group, 

gender and age; so they were representative of a diverse workplace ( see Table 2.3 Research 

Sample Barloworld Group 2). This ensured that the sample was as representative of the 

population as possible, as the aim was for a research óoutcomeô that was transferable to other 

corporate companies with diverse staff complements. 

Table 2.3  Research Sample Barloworld Group 2  

Company Grp Participant Pseudonym Age Gender   Race  

Barloworld 2 P1 Annie 22 F B 

Barloworld 2 P2 Ella 54 F W 

Barloworld 2 P3 Khaya 33 F B 

Barloworld 2 P4 Markus 25 M W 

Barloworld 2 P5 Viloshni 36 F I 

Barloworld 2 P6 Zodwa 27 F B 

Barloworld 2 P7* Angie 54 F B 

Barloworld 2 P8* Josias 25 M B 

Barloworld 2 P9* Thuli 40 F B 

*NOTE: Three participants did not complete the intervention  

 

Step 4 

Step 4 was a repetition of Steps 1 and 2 using 12 research participants (out of a group of 20) 

from a different organisation. The organisation used was BASF Construction Chemicals (BASF). 

BASF is the worldôs leading chemical company with 376 production sites across the globe and 

serving customers in almost all countries, covering all industries. BASFôs headquarters are in 

Germany. It has a culture very different to that of B arloworld, adding a richness to the research 
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findings because of this diversity. Again, nonprobability purposive sampling was used as the 

employees of BASF had been nominated to attend a personal development intervention with a 

focus on EI, and they were available to participate in the study (Terre Blanche et al., 2006). The 

reason for using eleven participants was because the organisation added eight additional 

participants at the last minute, and they were not able to complete the necessary pre -intervention 

assessments. In addition, the research sample had already been expanded from the proposed 

40% of the group of 12 participants (and the additional funding raised had been exhausted). Step 

4 was done for the purpose of achieving more robust research findings. Fortunately, again the 

sample was a mixture of participants from various grade levels in the organisation, and varied in 

terms of ethnic group, gender and age so they were representative of a diverse workplace (see 

Table 2.4 Research Sample BASF Group 1).  

Table 2.4  Research Sample BASF Group 1  

Company Grp Participant Pseudonym Age Gender   Race  

BASF 1 P1 Katie 38 F  W  

BASF 1 P2 Laura 46 F  W 

BASF 1 P3 Muhammad 47 M  I  

BASF 1 P4 Sarafina 42 F  B  

BASF 1 P5 Vusi 25 M B  

BASF 1 P6 Thembi 35 M B  

BASF 1 P7 Anke 41 F  W  

BASF 1 P8 Zollie 31 F  B  

BASF 1 P9 Preesha 38 F  I 

BASF 1 P10 Mandy 39 F  W  

BASF 1 P11* Zeena 35 F  I  

BASF 1 P12* Julie 46 F B 

*NOTE: Two participants did not complete  the intervention  

 

Step 5 

The intention was to initially  draw a sample of eight participants from the 23 participants who had 

completed the intervention  but, in practice, it was opened it up to all participants. This research 

decision was taken for three reasons: (1) With the aim of overcoming a proneness to bias (by 

selecting participants favouring sustainability), (2) the aim of attaining more holistic data and a 

wider perspective, and (3) aiding the robustness of the research findings by representing the 

population more accurately.  

The focus of the questionnaire was to derive insight into the sustainability of the development or 

lack thereof. This means that all participants from Step 1 through to Step 4 were invited to 

complete an electronic questionnaire (refer to  Appendix I ) to determine the impact the 

intervention had on them a year after completing the intervention.  Of the 23 participants invited 

to complete, four people had left the employ of the company they were working for and one could 

not be contacted. In total, 1 7 past participants responded by completing the semi-structured 

questionnaire and returning it by email.  
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Step s 6 and 7  

Expert opinions were used for this step to create understanding of the ways in which a leader 

could be developed holistically and sustainably (Step 6), and to derive insights into the 

prerequisites or design principles that were required for an intervention to be effective (Step 7). 

Six participants were selected using expert sampling, which is essentially a specific sub-case of 

purposive sampling (Trochim, 2015). In other words, th e participants were selected based on their 

availability and suitability (against predefined criteria) to participate in this study (Terre Blanche et 

al., 2006). They had to meet the following criteria: (1) Expert in the field of OD with minimum 

15 years working experience, (2) a suitable qualification in the field of OD (PhD level was 

preferred), and (3) a notable track record of accomplishment in developing individuals and 

organisations (see Table 2.5 Research Sample: OD Experts). 

Table 2.5  Research Sample: OD Expe rt s 

Participant 
Years of 

Experience 
Level of 

Education 
Gender Race Current Position 

Rina 25 PhD F W Managing Director, Lecturer, Facilitator 

Louisa May 42 PhD F W Lecturer, Facilitator, Coach 

Tumi 20 PhD M B Leadership Development Professional and Coach 

Naleisa 16 PhD F B Psychologist and Facilitator 

John 27 PhD M W CEO and Professor 

Pete 25 PhD M W Director, Leadership Development Coach, Facilitator 

 

Step 8  

This step in the research did not require a specific sample but rather used all data collected from 

all the previous steps plus literature to enable the identification of  themes emerging from the data 

and, therefore,  to construct and continuously refine the framework for holistic and sustainable 

development. It must be noted that analysis of the d ata began as soon as the first piece of data 

was collected. 

 

Step 9 

The researcher herself was the sample for this step in the design as Step 9 was for the purpose of 

reporting on the researcherôs personal journey during the research process. Data was collected in 

the form of the researcherôs personal journal kept throughout the process as well as the extensive 

field notes she had made throughout the research journey.  



 

  48 

2.4  Data Collection  

The research involved the collection of multiple forms of research data, including pre- and post-

assessments (EQ-i2.0 and BeQÊ), participantsô self-reflection journals, focus groups, video-

recordings, questionnaires, in-depth interviews, literature review, researcherôs self-reporting 

journals and field notes. This was done to add to the robustness of the research findings and 

increase the trustworthiness of the study (Guba, 1981; Brewer & Hunter, 1989; Shenton, 2004).  

Providing a number of different sources of data also assists in minimising distortion from a single 

data source or a biased researcher, as may be the case when data is based on a single application 

of only one measure (Field & Morse, 1985). 

The data collection methods were dominantly qualitative data collection methods allowing for as 

much data and as many variables to be recorded as possible. The only statistical/mathematical 

quantitative data collection tools used was the EQ-i2.0 and BeQÊ, which were added as a support 

for the qualitative data. The use of these assessment instruments does not constitute a mixed-

methods approach, as the research study is essentially a qualitative study with the EQ-i2.0 and 

BeQÊ adding supporting data to further enrich the picture of the impact of holistic development 

on the individual and the organisation respectively. In addition, a  multi-model method of data 

collection was preferred because of the value and robustness it added to the research (Emig, 

1971; Viljoen-Terblanche, 2008; Onwuegbuzie, Leech & Collins, 2010). Each type of data 

collection method is now briefly discussed below. 

 

2.4.1  EQ-i2.0  Assessment  

EQ-i2.0 relates to an individualôs potential for success and well-being, but is not a direct measure of 

it. As a result, a thorough understanding of the EQ -i2.0 provides insight into a personôs potential 

and the depth and breadth of h is or her processes for dealing with thoughts, feelings and 

emotions, and for interacting with the outside world (Shoen, 2013). The version used for this 

research is a revised version of the Bar-On EQ-i (Bar-On, 1997). The EQ-i2.0 has updated norms 

and undergone rigorous reliability and validity testing ( refer to  Appendix A). This tool was used as 

solicited data to pre- and post-assess the levels of EQ of the 18 research participants from 

Barloworld and the 11 participants from BASF. 

The EQ-i2.0 features one overarching EI score, broken down into five composite scores: Self-

Perception, Self-Expression, Interpersonal, Decision Making and Stress Management. Each 

composite is then broken down into 15 sub-scales. While, in the earlier version, individual items 

loaded on multiple subscales, in the new EQ-i2.0, items only load on one subscale (MHS, 2011). 

The following diagram (Figure 2.3 EQ-i2.0 Model: The 1-5-15 Factor Structure) includes a 

description of the five composite factors and their subscales. 
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Figure 2.3  EQ-i2.0  Model: The 1 -5-15 Factor Structure  

(Multi-Health Systems, 2011:1) 

 

The test was administered by two consultancies (Mandala Consulting and Colin Wilford of Profiles 

SA) both accredited to administer the EQ-i2.0. This was important because according to the Health 

Professions Act, Act 56 of 1974 (Section 37), only registered psychologists are permitted to 

perform psychological acts in relation to evaluation, testing and assessment, and instruments that 

tap psychological constructs must be used, interpreted and controlled by psychologists. 

The final assessment results, and not the raw data , were received. These scores contributed to 

determining the impact of the intervention on the individual. Although this assessment is a 

quantitative assessment instrument, using it did not make this a mixed -methods study as mixed-

methods research is a research design whereby the researcher collects, analyses and mixes 

(integrates or connects) both quantitative and qualitative data in a single study or a multiphase 

inquiry (Creswell & Plano Clark, 2007). This was not how this study was designed nor the research 

approach intended. The approach of this research remains qualitative and the EQi2.0 results were 

solicited data used to add another dimension and aid in the robustness of the research findings.  
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2.4.2  BeQÊ Assessment 

The BeQÊ (Appendix B) is a ñscientifically and academic validated measurement tool, which has 

been developed for multi -cultural and diverse environments, to identify and measure the 

individual, group and organisational assumptions and dimensions that impact on engagement and 

commitment of employeesò (Viljoen-Terblanche, 2007:7). Figure 2.4 The BeQÊ Model provides an 

illustration of Viljoenôs (2017) model.  
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Figure 2.4  BeQÊ Model 

Adapted from Organisational Change and Development: An African Perspective (Viljoen, 2015a:3)  

 

The BeQÊ has been conducted in 42 different countries and ñmeasures the interplay between 

assumptions and constructs that contribute to the unleashing of individual voices, contributions 

and giftsò (Viljoen, 2015a:157). It was administered pre-intervention to two samples of Barloworld 

research participants (Step 4 and Step 5) as well as to the BASF participants (Step 6) to ascertain 

the dynamics and energy within the system before the intervention took place and to support 

focused intervention. This was important to ascertain because ñthe overall engagement score, as 

described by the BeQ, measures the human energy in the system to perform and correlates 

directly with business results ï the higher the human energy to perform, the better the business 

indicatorsò (Martins, Martins & Viljoen, 2017:244).  

As the originator of the instrument, Viljoen -Terblanche (2008:131) confirms, ñThere is both a 

quantitative and a qualitative aspect to the BeQÊ instrument, and both play a role within a 

systemic model on the dynamics between the individual, group and organisation within the 

context of the national culture .ò Although it has a quantitative aspect, using it did not make this a 
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mixed-methods study as mixed-methods research is a research design whereby the researcher 

collects, analyses and mixes (integrates or connects) both quantitative and qualitative data in a 

single study or a multiphase inquiry (Creswell & Plano Clark, 2007). This was not how this study 

was designed, nor how the research approach was intended. The approach of this research 

remains qualitative and the BeQÊ results were solicited data used to add another dimension and 

aid in the robustness of the research findings. Tables and charts were used to present the data 

graphically, and add to the picture of the  lived experience of the participants and the impact of the 

intervention on the organisation . 

 

2.4.3  Parti cipantôs Self -Reflections  

As Polkinghorne (2005:138) states, ñData required to study experience require that they are 

derived from an intensive exploration with a participantò and exploring human experience is not 

easy because it is ñmulti-layered and complex.ò Such self-reflection reports have, however, had a 

long history in psychology, and have been a prominent manner for gaining an understanding of 

human experience in the social sciences for many years (Danziger, 1980; Van Manen, 1990; 

Polkinghorne, 2005) and these reports result in languaged data. Languaged data or discourses are 

not ñmirrored reflections of experienceò (Polkinghorne, 2005:139) because our human capacity to 

become aware of, recall and reflectively discern experience is limited and, therefore, is a limitation 

to the data collection of which the researcher was aware. Despite this limitation, self -reflection 

remained ñnecessary and valuable for inquiry about human experienceò (Polkinghorne, 2005:139) 

and the researcher attempted to mitigate the limitation by collecting multiple pieces of self -

reflection data throughout the intervention, as well as supporting this with the EQi 2.0 results.  

The research participants who completed the learning intervention (two groups from Barloworld 

totalling 18 participants and one group from BASF of 11 participants) were required to keep a 

journal of personal reflections, throughout the intervention, and to complete homework assigned 

to them requiring self -reflection. Both journal entries and homewor k reflections were submitted 

electronically (in Microsoft Word format) between each module of the intervention (providing 

several pieces of data).  

 

2.4.4  Focus Groups  with Participants  

Morgan (1988, 1997) was one of the first researchers to publish literature about focus  group data 

collection and, over the past 20 years, it has become an increasingly popular means of collecting 

data in qualitative studies (Greenbaum, 1998). This choice was made, not only to collect data 

simultaneously from multiple individuals in a safe environment (Krueger & Casey, 2000), but for 

its original intended purpose as ña form of group interview that capitalises on communication 

between research participants in order to generate dataò (Kitzinger, 1995:311), and authentically 

capture the experiences and opinions of the group. The use of focus groups was also preferred 

because they have high face validity, are cost effective and quicker than individual interviews 

(Marshall & Rossman, 1999). 

During research Steps 1, 3 and 4, a focus group was conducted with the participants of Barloworld 

Group 1, Barloworld Group 2 and BASF respectively. The researcher was an active participant in 

the group discussions. The focus groups were the typical duration of between one to two hours 

(Morgan, 1997; Vaughn et al., 1996) and were based on the research aim and questions. 
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Although there is differing research opinion on the optimal size of focus groups, between six and 

twelve participants are often favoured, enabling each member to share his or her thoughts but 

having enough members to create diversity (Krueger & Casey, 2000; Morgan, 1997). Fortunately, 

each research sample was the optimal group size with Step 1 having nine participants, Step 3 

having nine participants and Step 4 having 11 participants. This ensured that the participants of 

the intervention were able to come together for the desired purpose of gathering ñunderstandings, 

opinions and views, or to explore how these are advanced, elaborated and negotiated in social 

contextò (Wilkinson, 1998:87). In addition, the researcher attempts to gain insights into the 

research questions during the discussions and to explore the research topic whilst studying the 

effectiveness of the group dynamics for additional data (Viljoen, 20 08). 

The focus group was conducted towards the end of the intervention to explore the participantsô 

experience of the journey and to hear their stories . They were asked: ñWhat have you 

experienced (or noticed) regarding your personal leadership development since this programme 

began?ò and questions (refer to  Appendix F) to gain insight into the attributes the participants felt 

were prerequisites for the programme to be effective. Repeating this process with Barloworld 

Group 2 (Step 3) and then again at BASF (Step 4) was to achieve data saturation, which means 

that no new data or themes emerged from additional data collection (Glaser & Strauss, 1967). The 

researcher was aware that this repetition might still not be sufficient to achieve data saturation 

and reserved the right to increase the numbe r of focus groups if needed. 

Although Onwuegbuzie, Dickson, Leech and Zoran (2009) advise that the researcher may present 

material including video, articles and pictures to which the group responds, the focus groups in 

this study were conducted by simply posing questions and the group responding. The groupôs 

responses were recorded and transcribed with their permission. Every effort was also made to 

record more than only the text generated by the group; such as where participants chose to sit, 

sub-group formation and data on anyone who disagreed within the group (if necessary). This was 

done to increase the rigour of the research and chances of obtaining rich data (Sim, 1998). As 

with in -depth interviews, the researcher planned, designed, conducted, transcribed, analysed and 

then reported. Every effort was made to ensure the appropriate skills were used, including putting 

the group at ease, creating a safe environment, maintaining an open mind , and using effective 

questioning and facilitation. It was done, ho wever, with the awareness that the researcher could 

not impact the research and was part of the process. Field notes were used to document 

thoughts, feelings, potential bias and concerns the researcher might have had during both the 

focus groups and in-depth interviews. 

 

2.4.5  Participant sô Final Presentation Video-Recording  

Each participant was also required to deliver a seven-minute presentation at the end of the 

intervention as an overall reflection of his or her journey. The guideline for their presentation w as 

simply to present their personal experience since they had begun the programme, and what had 

happened for them during the programme or stood out for them. Each presentation was video-

recorded (with their expressed and written permission) , and was transcribed to enable the data 

gathered to be analysed. The data was analysed by using a blend of hermeneutic phenomenology 

to create insight into the impact of the intervention on the individual and grounded theory to 

construct theory from the data to conceptualise and refine the framework for holistic and 

sustainable personal leadership development. Data analysis will be discussed in Section 2.7. 
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2.4.6  Manager sô Questionnaire  

During Step 2 of the research, four managers of the participants who attended the intervent ions 

(two managers were selected from Barloworld and two managers from BASF) were asked to 

complete a questionnaire about the participantsô development since attending the development 

programme (Appendix G). Some closed questions were included, but most we re open-ended 

questions regarding their perception of the participantsô development and the impact and 

sustainability thereof. This data was collected for the purpose of deriving the managersô insights 

into the impact the intervention had on the individual , the team and/or the organisation. To 

compensate for the lack of interaction, the self -administered questionnaire, depended on ñthe 

questions and written instructions to elicit accurate responses and motivate the respondent to 

participate in the studyò (Bradburn, Sudman & Wansink, 2004:11). In addition, the researcher 

called two of the managers to probe further and gain deeper understanding of their responses.  

 

2.4.7  Participantôs Questionnai re  

During Step 5 of the research, a year after the intervention, a self-completed questionnaire (refer 

to Appendix I ) was used to obtain insights and information from the participants who had 

previously attended the intervention. When the intervention commenced there were 29 

participants in total. Of those, 23 completed the intervention and, of those, 17 completed the 

questionnaire. The aim was to produce valid and meaningful results so the questions used were 

clear and precise and ñasked consistently across all respondentsò (Bradburn, Sudman & Wansink, 

2004:9). ñSocial desirability bias is a significant problem in survey researchò (Bradburn, Sudman & 

Wansink, 2004:11); this was mitigated by the historical rapport between the researcher and 

participant as well as the fact that they were put at ease prior to completing the ques tionnaire and 

reminded that there was no right or wrong answer and no judgement.  Participants were reminded 

to be frank from the outset , and each person was given the opportunity  to refuse to participate . 

This was done to ensure that the data collection in volved only those who were genuinely willing to 

take part, and who were prepared to offer data freely  (Shenton, 2004).  

 

2.4.8  In -depth Interviews  with OD Specialists  

In-depth interviews were used for Steps 6 and 7 of the study. In-depth interviews are often 

referred to as unstructured interviews (Hancock, 1989; Cohen, Manion & Morrison, 2000) and 

involve conducting intensive individual interviews with a small number of respondents to explore 

their perspectives (Boyce & Neale, 2006). This has become an increasingly popular method used 

by researchers when conducting social and educational oriented research (Berry, 1999; Daniels & 

Cannice, 2004; Polkinghorne, 2005; Viljoen-Terblanche, 2008; Trochim, 2015), and is particularly 

well suited for exploratory and theory -building studies. In Steps 6 and 7 expert opinion was 

obtained from six OD specialists. The common approach of asking open-ended questions in a 

conversational manner was used (Hitchcock & Hughes, 1989; Trochim, 2015), and then probed 

where necessary to obtain additional that was data required (Briggs, 1986; Viljoen-Terblanche, 

2008; Onwuegbuzie, et al., 2010). This method was selected for this step of the study because it 

enabled the researcher to have an interpersonal conversation with a partner about a the me of 

mutual interest (Kvale, 1996 cited in Viljoen -Terblanche, 2008). The focus of the conversation was 

exploring the research participantôs perspectives and insight (Boyce & Neale, 2006) into how a 
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leader could be developed holistically and sustainably, as well as the prerequisites or design 

principles required for an intervention to be effective as this was oriented towards answering the 

research questions. 

Viljoen-Terblanche (2008:271) emphasised in her research that both Creswell (1994) and Spradley 

(1979) warned that researchers making ñthe assumption that the information needed for the 

research project is stored in the psyche of the respondent may be flawed .ò The researcher was 

very aware of this assumption and cognisant that knowledge gained in an in terview might have 

been co-created during the interview , and, therefore, tacit knowledge was unleashed (Wilkinson & 

Young, 2006; Ponterotto, 2006).  

In synthesis of the guidance offered by Kvale (1996), Viljoen -Terblanche (2008) and Trochim 

(2015), the researcher was aware of the importance of observing the following guidelines for the 

interviews to be as effective as possible:  

1. Written consent was obtained and participants were informed of the purpose of the study and 

the fact that they could withdraw at an y time without penalty. Ethics will be discussed more 

fully after all data collection methods have been discussed. 

2. Sufficient planning and development of the interview instrument to ensure the highest quality 

and most appropriate research data could be collected. 

3. Suitable venues free from distraction and interruptions were used.  

4. Sufficient time was allowed for discussions, and the researcher ensured steering the 

discussion where necessary so that time could be used effectively. 

5. Interviews were recorded and transcribed with participantsô consent. 

6. Every effort was made to create an environment that was safe, trusting and open (including 

the researcher maintaining an open mind) to allow the participants to share their opinions and 

experiences freely.  

7. The interviewer was sufficiently trained to use appropriate questioning and interviewing 

techniques (for example, starting with facts and moving into opinions, probing without 

leading, steering where necessary to keep control of the interview process, opening and 

closing effectively) to allow the participants to share their perceptions freely.  

8. The researcher planned, designed, interviewed, transcribed, analysed, verified and then 

reported. 

The researcher was also aware that the number of in-depth interviews that wer e originally 

proposed for each step in the research design might not generated the necessary themes and 

insights (related to the research propositions), and that the sample would then have needed to be 

extended, or the method adapted. This openness and flexibility are critical for grounded theory 

research to be effective, as the development of a theory is a process (Strauss & Corbin, 1990). 
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2.4.9  Literature Review  

The purpose of the literature review aspect of this study (used during Step 8 of the research) was  

to compare the analysis of data arising from the study regarding holistic and sustainable personal 

leadership development with related literature (Fraenkel & Wallen, 2006). I n other words, the 

literature was ñanother source of data to be integrated into the constant comparative analysis 

processò (Glaser, 2004:12) because data can be added as a data-gathering method during 

grounded theory research (Viljoen-Terblanche, 2008). Therefore, t he main literature review did 

not precede this research, as ñgrounded theory requires that literature is not reviewed before 

commencing a research study because to do so could lead the researcher into making 

misconceived assumptions about what issues warrant further investigationò (Hickey, 1997:371). In 

addition, the researchôs main concern and its solution could not be derived from literature, or the 

choice of grounded theory would have been pointless (Christiansen, 2011). Despite this, it did not 

mean that the researcher approached the study with an óempty headô but rather with an open 

mind (Dey, 1999) and, therefore, investigative literature studies were undertaken when defining 

the research topic.  

The study favours Onwuegbuzie, Collins, Leech, Dellinger and Jiaoôs (2010:173) definition of a 

literature review as ñan interpretation of a selection of published and/or unpublished documents 

available from various sources on a specific topic that optimally involves summarization, analysis, 

evaluation, and synthesis of the documents.ò Care was taken to ensure that the literature review 

was not ñmere disjointed summaries of a haphazard collection of literatureò (Boote & Beile, 

2005:9) but rather a ñsystematic, explicit, and reproducible method for identifying, evaluating, and 

synthesizingò data (Fink, 2009:3). The researcher observed the importance of discursive 

comparison ñmarked by analysis and analytic reasoningò that was ñconceptually and not 

contextually delimitedò (Christiansen, 2011:online). In other words, emerging concepts from the 

grounded theory were compared with pre -existing concepts almost as if they were ónew dataô that 

might modify or refine the theory. According to Christiansen (2011) this kind of literature review , 

which is preferred, may correct the pre -existent literature according to grounded indications, give 

directions for new research, synthesise much of the literature, and thus in a sense, transcend it.  

 

2.4.10  Researcherôs Self -Reflective Journals  

Self-reflective journal entries were collected throughout the research process to encourage 

reflexivity and increase self-awareness. Some were written up during the process of facilitating the 

intervention, others were audio -recorded after an intervention and required transcription while 

some were reflections and insight gained and written up during the data analysis process. This 

reflexive approach enabled the researcher to report on her personal journey through the research 

process and to document thoughts, feelings, potential bias and concerns she might have had 

during both the focus groups, in -depth interviews and entire research process in general to be 

aware of the potential effects on data collection (Goffman 1959). Literature that reports the 

process of the qualitative researcherôs experience as data is rare (Koch, 1994). This was done to 

show how the research outcomes ñoriginates in the various choices and decisions researchers 

undertake during the process of researchingò (Mruck & Breuer, 2003:3).  

Reflexivity during qualitative research has become accepted and even encouraged (Etherington, 

2004; Ortlipp, 2008; Biggerstaff, 2012); researchers are urged to talk about themselves, ñtheir 
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presuppositions, choices, experiences, and actions during the research processò (Mruck & Breuer, 

2003:3). However, in hermeneutics, researchersô ability to describe and interpret their experiences 

is an integral part of the research process (Guba & Lincoln, 1989). It is not advisable to use this 

method alone because it is not reliable enough (Button & Lee, 1987; Kieren & Munro, 1985), but it 

forms a vital and valuable supplementary aid to t he research process, contributing to the 

transparency of the process and aiding the robustness of the research findings (Ortlipp, 2008).  

 

2.4.11  Researcherôs Field Notes 

Ortlipp (2008) emphasised that writing journals and field notes is a very personal process, and 

each researcher develops his or her style. The researcher did, however, follow some guidelines 

regarding the major elements of field notes that should be kept distinct from one another (Chiseri -

Strater & Sunstein, 1997; Ortlipp, 2008). These elements are: (1) Jotting down brief words or 

phrases during the intervention , focus group or interview, to be expanded on later, as was 

relevant to this study; (2) description of everything remembered about the research situation in 

the event it might spark somethi ng about the phenomena under study later; and (3) reflection on 

what was learnt of a personal nature and the experience of conducting this research.  

Another reason for detailed field notes was to make the researcherôs potential bias explicit and to 

share it transparently with the reader in an attempt to add to the richness of the research. It was 

ñto control researcher values through method or by bracketing assumptions, the aim is to 

consciously acknowledge those valuesò (Ortlipp, 2008:3). 

The researcher has deliberately put the collection of data using self-reflective journals and field 

notes at the end of the data collection section. This is now followed by data analysis as the act of 

writing field notes or reflecting could be considered data analysis rath er than data collection. 

During this research study, the researcher acknowledges that these methods are at times both 

collection and analysis, and their aim is to make the processes of data collection and analysis as 

visible and transparent as possible (MacNaughton, 2001).  

 

2.5  Data Analysis  

Data analysis is the process of making meaning from the collected data (Simon, 2011), and 

involves the researcher immersing herself in the data, holistically examining it, organising it, 

synthesising it, allowing themes and patterns to emerge, interpreting and discerning what need s 

to be shared, and how to present this to the reader ( Bogdan & Biklen, 1982). Data analysis has 

been described as both an ñartò and a ñdanceò (Crabtree & Miller, 1999), and is an iterative, 

reflexive process (Stake, 1995). As with most qualitative studies and true to the interpretivist  

paradigm, an inductive ñbottom-upò approach to analysing the data was adopted (Creswell, 2005, 

2012). This means that the data collected was examined to identify more  general themes that 

were used to interpret and gain meaning from the data with analysis beginning as soon as the 

first piece of data was gathered ( Stake, 1995; Patton, 2002; Creswell, 2012). The focus was emic 

in nature and ñon the interrelated aspects of the setting, group, or person under investigationò 

where the ñsocial context of events, thoughts, and actions becomes essential for interpretationò 
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(Schutt, 2011:322) . In essence, the process of data analysis was about understanding and making 

sense of data to formulate answers to the research questions (Creswell, 2012).  

 

2.5.1  Hermeneutic Phenomenology  Strategies  

The use of hermeneutic phenomenological data analysis began as soon as the first piece of data 

was collected from the Barloworld Group 1 participants. For this group, t he data included their 

self-reflective journal entries, focus group transcriptions, transcriptions of their final video 

reflections (recorded at the end of the intervention)  and later the questionnaires they completed a 

year after the in tervention. In other words, all data from research Step 1 through  to Step 4 was 

used (excluding the EQ-i2.0 and BeQ assessments) to understand the way in which the world 

appeared to the research participants (Marton, 1994) , and how they experienced their 

development. The perceptions of the participants attending and experiencing the intervention 

aimed at the holistic and sustainable development of leaders were of special interest during this 

study (Scott & Usher, 2011). The researcherôs field notes (made throughout the intervention ) were 

also included in the analysis. Once the themes had emerged from Barloworld Group 1, the process 

was repeated with Barloworld Group 2 and finally with the BASF research participantôs data. 

Initially , all data collected was analysed per group and as dealt with separately to check for 

similarities and differences.  

The specific design of a hermeneutic phenomenological study was not followed to the letter  in this 

thesis on holistic and sustainable personal leadership development. ñResearch in a post-modern 

era and interdisciplinary field requires a hybrid (blended) research methodology (Deleuze & 

Guattari, 2001)ò (cited in Viljoen-Terblanche, 2008:282). Therefore, the methods of hermeneutic 

phenomenology and grounded theory (discussed in Section 2.5.3) overlap during the following 

phases: data collection phase, the data analysis phase and during the summary, implications and 

outcomes phase. Eventually all data from all three groups, their managers and the experts were 

combined by using content analysis, but this was only at the final stage (Step 8 of the research, 

see Table 2.1). This was done so that all data was combined to integrate perspectives and gain 

meta-insights and build the theory of holistic and sustainable personal leadership development by 

using grounded theory, as well as to answer the research questions. ñA combination of different 

research methodologies makes it possible to attain greater insightsò (Viljoen-Terblanche, 

2008:282).  

Unlike the prescribed methodology of the positivist sciences, hermeneutic phenomenology does 

not follow prescribed rules but rather  applies guiding principles that researchers must keep in 

mind (Moustakas, 1994; Creswell, 2012). Therefore, the data analysis process comprised the 

following broad steps: Firstly, the researcher immersed herself in the data and transcribed 

interviews, focus groups, video-recordings and organised field notes, ñoften including, for 

example, indications of pauses, mis-hearings, apparent mistakes and even speech dynamics 

where these are in any way remarkableò (Biggerstaff & Thompson, 2008). The meticulous reading 

and re-reading of data were required (Glaser, 1992). Any thoughts, observations and reflections 

of the researcher were noted in the transcript and the resear cher was aware of the importance of 

maintaining an open mind, because an attitude that was open enough was needed to allow 

unexpected meanings to emerge from the data (Giorgi, 2011; Lopez & Willis, 2004). Being open-

minded is not the same as ñbracketingò (Terre Blanche et al.,  2006) in accordance with 

Heideggerôs (1889-1976) notion that it is not completely possible to suspend preconceived ideas 
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and judgements. Instead, the researcher made note of explicit personal bias that she became 

aware of, and continually attempted to increase transparency. In so doing, she entered into the  

hermeneutic circle (Heidegger, 1927) or spiral (Gadamer, 1976), see Figure 2.5 below. 

 

Figure 2.5  The Hermeneutic Circle  

(Alvesson & Sköldberg, 2000:66) 

 

Figure 2.5 above is Alvesson and Skºldbergôs (2000:66) version of the hermeneutic circle where 

the researcher ñmoves from the parts of experience, to the whole of experience and back and 

forth again and again to increase the depth of engagement with and the understa nding of texts 

(Annells, 1996; Polkinghorne, 1983)ò (cited in Laverty, 2003:9). It is based on the notion that to 

understand the whole, one must understand the part s and to understand the parts, one must 

understand the whole and the context in which the whole finds itself. The circle is also referred to 

as a spiral or cycle (McAuley, 2006). A spiral probably better describes the process, as it is open at 

the beginning as well as the end where openness is indicative of the researcherôs mind when 

engaging with and interpret ing the text (Dahlberg, Dahlberg & Nyström, 2008). It is very much a 

dialectic process (Cohen, Kahn & Steeves, 2000) where ñmovement between parts and whole 

occurs within texts, across texts and between the stages of the research process so that the 

process of understanding is circular and iterativeò (Crumbley, 2009).  

An important second step was to identify emergent themes through reading, re -reading and 

coding. Here the technique used by Lin (2013) was followed, and combined conceptual 

phenomenology guidance with constructivist grounded theory analysis principles (Charmaz, 2014; 

Strauss & Corbin, 1998) to facilitate data coding. ñOpen codingò was used to allow themes to 

emerge from the data (Strauss & Corbin, 1990) , the naming and categorising of phenomena 

through close examination of the data ( De Vos, Strydom, Fouché & Delport, 2005) were tentative 

at this stage as the theme needed to cut across the data before it could be confirmed (Simon, 

2011). Ajjawi and Higgs (2007) refer to these prim ary constructs are óparticipantô constructs. 

ñWithout this first, basic analytical step the remainder of any analysis is difficult, if not impossibleò 

(Burden & Roodt, 2007:15)  so computer-assisted qualitative data analysis software (CAQDAS) 

called ATLAS.ti (Muhr, 2004) was used to assist with the process of organising and coding. 

Because of the limits of computer programmes and the danger that the richness of the data could 
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be lost, ATLAS.ti was complemented by manual coding (Burden & Roodt, 2007), and ATLAS.ti was 

used as a ñresearch assistantò (Hwang, 2008). 

Thirdly, secondary constructs or researcher constructs were identified (Ajjawi & Higgs, 2007), 

which were abstractions of the first -order constructs, and grouped them into sub -themes. This 

was again a combination of ATLAS.ti and manual analysis, and involved using the researcherôs 

theoretical knowledge, personal experience and reflexive practice (Strauss & Corbin, 1990; 

Urquhart, 2013). Ajjawi and Higgsô (2007) method of keeping an audit trail  was modelled. A 

computer file for each second-order construct was created, and all relevant extracts from the 

focus group transcripts, participantsô journal entries and video-transcriptions were filed 

appropriately. Following these abstractions, the sub-themes were grouped into broader themes; 

the themes were elaborated on and compared with literature and existing knowledge. This 

complex stage is often referred to as ñaxial codingò (Strauss & Corbin, 1990 ) and ñinvolved 

continuously moving backwards and forwards between the literature, the research texts and the 

earlier analysis, moving from parts to whole following a process informed by the hermeneutic 

circleò (Ajjawi & Higgs, 2007:625). Data analysis is a complex, iterative process, and not linear as 

it might app ear (Creswell, 2009; Viljoen-Terblanche, 2008; Simon, 2011).  

Lastly, synthesis and theme development was possible from Stage 1 to Stage 3 of the analysis. 

Through the process of developing a tentative understanding of the phenomena, testing it against 

reality and constantly revising it, the participantsô learning journeys (Steps 1, 2, 3 and 4) could be 

ñreconstructed in their own wordsé to illuminate the journey and highlight key findings from the 

dataò (Ajjawi & Higgs, 2007:626). This emerged as a master table (supported by network 

diagrams) where the themes were presented in a logical way, outlining the key elements of the 

participantsô experiences. Evidence from the text was supplied to best support the essence of the 

personôs experience, including feelings and thoughts (Biggerstaff & Thompson, 2008). The 

interpretation of developing leaders in holistic ways, as well as the design principles and impact 

thereof, evolved. It ñhelped identify meanings that the participants could  not articulate, 

considering the complexity and tacit nature of the phenomenon being  investigatedò (Ajjawi & 

Higgs, 2007:625), and enabled a ñmove beyond the partiality of our previous understandingsò 

Finlay (2003:108). Kvale (1996) describes this place at the end of the hermeneutic cy cle as one of 

sensible meaning, free of inner contradictions, for the moment of inquiry by making both the 

research participants and ourselves the objects of study. 

During the above analysis, it was important for the reader to be aware that each step of th e 

research was completed separately to add a richness and academic rigour that allowed the 

themes emerging from each step to be compared with the next and, in so doing, answer the 

various research questions effectively and adequately. There was no blurring of the data collected 

at each step; it was discrete and was analysed separately as shown in the research design table. 

It is important to note that the theory generation part of this study was not based on the raw data 

but on the concepts and categories that were being developed from the data . This was only 

achieved in Step 8 by synthesising and analysing all data from Step 1 through to Step 7 by means 

of content analysis and grounded theory (Strauss & Corbin, 1990) as will be outlined and 

discussed in Section 2.5.3 below.  
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2.5.2  Integrating Grounded Theory  Strategies  

This study attempts to describe the different dynamics that enable holistic and sustainable 

personal leadership development from various perspectives (the participantôs, the organisationôs 

and the OD expertôs) to draw meta -insights and construct a framework for this phenomenon. 

Therefore, all data gathered from all data collection methods including literature was assembled 

into themes and categories. It is important for the reader to note that the data analysis process 

that was followed during grounded theory had  many overlaps with hermeneutic phenomenology 

and content analysis, and unlike the prescribed methodology of the positivist sciences, grounded 

theory does not follow prescribed rules but rath er guiding principles that researchers must keep in 

mind (Moustakas, 1994; Creswell, 2012). As such, the use of hermeneutic phenomenology, 

content analysis and grounded theory was not completely discreet and conducted in a linear way 

but rather the iterative integration of methods that enabled bringing all data together to enrich 

understanding and deepen perspectives. As Deleuze and Guattari (2001) point out, ñresearch in a 

postmodern era and interdisciplinary field requires a hybrid (blended) research meth odologyò 

(cited in Viljoen-Terblanche, 2008:282). 

Hermeneutic phenomenology and grounded theory typically begin with a research situation and 

data (Viljoen-Terblanche, 2008), as was the case with this research. Therefore, both hermeneutic 

phenomenology and grounded theory began from the moment the first piece of data was 

collected. As such, the data analysed from Step 1 through Step 5 started with the researcher (and 

co-researchers) immersing themselves in the data. The second step was to identify emergent 

themes through reading, re-reading and coding. Here the technique used by Lin (2013) was 

followed, and combined conceptual phenomenology guidance with grounded theory analysis 

principles (Charmaz, 2014; Strauss & Corbin, 1998) to facilitate data coding. Open coding was 

used to allow themes to emerge from the data (Strauss & Corbin, 1990) . The naming and 

categorising of phenomena through close examination of the data (De Vos et al., 2005) was 

tentative at this stage as the theme needed to cut across the data  before it could be confirmed 

(Simon, 2011). Thirdly, and in the same way it was done for the phenomenological analysis, 

secondary constructs or researcher constructs were identified (Ajjawi & Higgs, 2007) , which were 

abstractions of the first -order constructs, and grouped them into sub -themes. This was again a 

combination of ATLAS.ti and manual analysis, and involved using the researchersô theoretical 

knowledge, personal experience and reflexive practice (Strauss & Corbin, 1990; Urquhart, 2013). 

This process was discussed in more detail in Section 2.5.2. Figure 2.6 below is a deliberate 

duplication of Figure 2.2 to make it easier for the reader to view t he significant number of 

overlaps and similarities in the hermeneutic phenomenology and grounded theory p rocess, as well 

as the differences within the context of this discussion . 
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Figure 2.6  Similarities and Differences in the Hermeneutic Phenomenology 

and Grounded Theory Process es 

 

In Figure 2.6 above, the reader can see that there are many similarities and overlaps (shown in 

grey). Namely, for both hermeneutic phenomenology and grounded theory, the researcher began 

with the research questions, and then sampled and recruited participants, collected data, 

immersed herself in the data and began the process of open coding. In other words, up to and 

including open coding, the researcher followed the same process as it pertained to both 

hermeneutic phenomenology and grounded theory. It is at this point, where the process diverged 

to accommodate the differences. The main differences (shown in white) emerge during focused 

coding and categorising. For the hermeneutic phenomenological aspect of this research, the 

researcher was able to move on to illuminating and illustrating the phenomena of holistic and 

sustainable personal leadership development and the participantsô learning journeys were 

ñreconstructed in their own wordsé to illuminate the journey and highlight key findings from the 

dataò (Ajjawi & Higgs, 2007:626) as discussed in Section 2.5.1. Hermeneutic Phenomenology 

Strategies. However, during grounded theory, as shown in Figure 2.7 above, it was necessary to 

check that no new themes emerged from the research participantsô stories ensuring data 

saturation had been reached (Glaser & Strauss, 1967; Creswell, 2002) and to use theoretical 

sampling to return to collecting data where necessary (Charmaz, 2006). Any new data collected 

facilitates comparison of the emerging categories.  

Another main difference between hermeneutic phenomenology and grounded theory is that a 

central feature of grounded theory is constant comparative analysis (Bitsch, 2005). In other 

words, when the researcher noted an event, she ñcompared it to other events with respect to 

commonalities and differences. Constant comparison serves to uncover and explain patterns and 
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variationsò (Bitsch, 2005:79). One of the quality control procedures in grounded theory is the 

search for negative cases and qualifying material (Glaser & Strauss, 1967). At this point in the 

process, literature was used to aid in the  constant comparative analysis and to achieve theoretical 

sensitivity (McCann & Clark, 2003). By referring back to the literature, the researcher gains 

valuable information that allows inferences to be drawn from the data. Moreover:  

Once the themes have been collected and the literature studied the researcher is 

ready to formulate the theme statements with which to develop a story line. 

When the literature has been interwoven with the findings, the story that the 

interviewer constructs will be one that is able to stand with meritò (Viljoen-

Terblanche, 2008:291)  

It must be noted that it was only toward the end of the analysis, during Step 8, that all data from 

all three groups, their managers and the experts could be combined. Only then through the 

process of developing a tentative understanding of the phenomenon of holistic development, 

testing it against rea lity and constantly revising it , the inductive analytical abstract categories 

emerged and the theory was constructed and the framework for holistic and sustainable personal 

leadership development evolved. This is where hermeneutic phenomenology and grounded theory 

differ. The former is focused on interpreting and sharing the lived experience of participants while 

grounded theoryôs goal is to develop a ñsubstantive and/or formal theoryò that will be outlined in 

Chapter 4 that ñtakes into account all the variations in the data and conditions associated in these 

variationsò (Hood, 2007:154).  

 

2.5.3  Content Analysis  

Content analysis was used prior to the coding process that blended the use of hermeneutic 

phenomenology and grounded theory. This was necessary to enable the inductive analytical 

abstract categories to emerge and the theory to be constructed so the holistic and sustainable 

personal leadership development framework could evolve, it was important to synthesise and 

integrate all data as well as literature. To achieve this the study followed Viljoen-Terblancheôs 

(2008) example of integrating content analysis as an analysis technique ñto incorporate the data 

which had been obtained via the different data gathering efforts into a holistic attempt to explore 

the phenomenon in questionò (Viljoen-Terblanche, 2008:286). In other words, content analysis 

was used for all data collected from 1.10.5.3 Participantsô Personal Reflections, 1.10.5.4 Focus 

Groups with Participantôs, 1.10.5.5 Participantôs Final Presentations (Video-Recorded), 1.10.5.6 

Participantôs Letters, 1.10.5.7 Managerôs Questionnaire, 1.10.5.8 Participantôs Questionnaire, 

1.10.5.9 In -Depth Interviews with OD Specialists, 1.10.5.10 Literature Review and 1.10.5.11 

Researcherôs Self-Reflective Journals. 

Content analysis ñtakes the communications that people have produced and asks questionsò 

(Kerlinger, 1973). Therefore, it is considered an unobtrusive or non-reactive method of social 

research concerned with making valid and replicable inferences from text (Krippendorff, 1980) so 

ñit is important that the classification procedure be reliable in the sense of being consistent: 

Different people should code the same text in the same wayò (Weber, 1990:12). To facilitate 

consistency, the support of two external research psychologists was employed during coding 

because ñthe success of a content analysis depends greatly on the coding processò (Hsieh & 

Shannon, 2005), and the development of a good coding scheme is key to trustworthiness (Folger, 

Hewes & Poole, 1984). This proved to be invaluable to this research process. Coding is primarily to 
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organise large amounts of text into fewer content categor ies (Weber, 1990) where categories are 

ñpatterns or themes that are directly expressed in the text or are derived from them through 

analysisò (Hsieh & Shannon, 2005). 

The data typically used for content analysis is journals, letters, diaries, newspaper ext racts, 

poems, short stories or any other documents. For this study, all data was included to incorporate 

the various forms of data gathered into a holistic attempt at exploring the phenomenon of holistic 

and sustainable personal leadership development. The steps provided by Mayring (2000) were 

followed during the process of content analysis. It is important to note that Mayring (2000) 

proposed two different procedures for qualitative content analysis; the procedure used in this 

study and most suited to the research approach is inductive category development or conventional 

content analysis whereby the codes and categories are derived from the data rather than using 

predetermined codes or categories. The process followed to allow for inductive category 

development is shown in Figure 2.7 below:  

 

Figure 2.7  Step Model of Inductive Category Development  
(Mayring, 2000) 

As shown in Figure 2.7 above, the process started with the research question; followed by the 

determination of category and leve ls of abstraction; the development of inductive categories from 

material; the revision of categories and the final working through text and the interpretation of 

results (Mayring, 2000). In practice, the process of content analysis was started by hand and the 

transcripts were read and re-read and brief notes made in the margin as interesting or relevant 

information emerged. The researcher then went through all notes made in the margins and listed 

the different types of information found. Next, came reading through the list and categorising 

each item in a way that offered a description of what was represented. This is where the support 

of the two external research psychologists was useful in testing the researcherôs interpretation of 

the data. The researcher then identified whether or not the categories could be linked and listed 

Research Question, Objectives 

Determination of category definition  
(criterion of selection) and levels of  
abstraction for inductive categories. 

Step-by-step formulation of inductive categories 

from the material, regarding category definition 

and level of abstraction. Confirming of  

old categories or formulating new categories. 

wŜǾƛǎƛƻƴ ƻŦ ŎŀǘŜƎƻǊƛŜǎ ŀŦǘŜǊ мл  

50% of the material 

Final working through the texts 

Interpretation of results, quantitative  

steps of analysis (e.g. frequencies) 

Formative check of 

reliability 

Summative check 

of reliability 
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major categories (or themes) or minor categories (or themes). It was then important to compare 

and contrast the various major and minor categories.  This process was repeated over-and-over for 

each piece of data and then all the categories or themes were then examined in detail and 

considered for their relevance. Once all data was categorised into minor and major 

categories/themes, the categories were reviewed to ensure that the text wa s categorised 

correctly. Some categories could then be merged, while others required sub-categorisation or 

splitting of a category to distil the essence of the data. The process of content analysis is lengthy 

and required repeatedly going over the data to ensure thorough and trustworthy analysis 

(Mayring, 2000). Once completed, the final aspects of grounded theory were integrated.  

 

2.5.4  Descriptive Statistics  

Descriptive statistics were used to provide simple summaries about the research participants and 

the results (pre and post) of their EQ -i2.0 and analyse their BeQÊ pre-assessment measure. 

Descriptive statistics differ from inferential statistics, in that descriptive statistics aim to summarise 

a sample, rather than use the data to learn about the population that the sample represents 

(Trochim, 2015). Tables were used to present the data and add to the picture of the lived 

experience of the participants and show how their emotional intelligence did or did not develop 

during the intervention as well as illustra te what the organisational climate and culture was like at 

the start of the intervention.  

 

2.5.5  Internal Audit  

Reflexivity during qualitative research has become accepted and even encouraged (Etherington, 

2004; Ortlipp, 2008; Biggerstaff, 2012)  because it forms a valuable supplementary aid to the 

research process, contributing to transparency and aiding the robustness of the research findings 

(Ortlipp, 2008).  Lincoln and Guba (1985) suggested that a single audit could enhance both the 

dependability and confirmability of the project , and they recommend that the process of research, 

as well as the product, data, findings, interpretations be considered . Lincoln and Guba (1985) also 

identified six categories of records that could be included in an audit. These are as follows: (1) 

Raw data (fie ld notes, video and audio-recordings); (2) data reduction and analysis products 

(quantitative summaries, condensed notes, working hypotheses); (3) data reconstruction and 

synthesis products (thematic categories, interpretations,  inferences); (4) process notes 

(procedures and design strategies, trustworthiness notes);  (5) materials related to intentions and 

dispositions (study proposal, field journal);  and (6) instrument development information (pilot 

forms, survey format, schedules).  

All of Lincoln and Gubaôs (1985) above-mentioned sources of data were included with the slight 

adaption of (2) . Because the study was qualitative in nature, it was more appropriate to keep an 

audit trial of the decisions made during the data reductio n and data analysis process. She agrees 

with the notion of Lincoln and Guba (1985) that often the most important information for an audit 

is found in the researcherôs personal diary and reflects the researcherôs thoughts, feelings, ideas 

generated by contact with informants and ñcontains questions, problems and frustrations 

concerning the overall research processò (Krefting, 1991). The reflection and audit process was 
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also started at the beginning of the research project . This was ongoing throughout the research 

process and will be presented as her story behind the story in Chapter 8. 

 

2.6  Conclusion  

This chapter discussed the constructivist interpretive research philosophy, inductive qualitative 

approach, multi-step design and blend of methodology (hermeneutic phenomenology and 

grounded theory) used to address the research problem. It motivated blending hermeneutic 

phenomenology and grounded theory to meet the objectives, as well as the research aim of 

constructing a framework for holistic and sustainable personal leadership development. It also  

answered the open-ended nature of the research questions where the ñfocus [is] on processes, 

patterns and meaning within context and that require the crucial examination of subjectivity of 

experience andé inquiry from their research participantsô point of viewò (Tweed & Charmanz, 

2012:133). The issues of ethics and trustworthiness that often concern qualitative research 

(Creswell, 2013) were addressed. Credibility, transferability and consistency were considered 

(Hammersley, 1992; Guba and Lincoln, 1994) through academic rigour, reflective practices and 

triangulation of multiple data sources with the intent to ñdeepen and widen oneôs understandingò 

of the depth and breadth of the re search problem (Olsen, 2004:1). 

Chapter 3 will now show how the post -intervention investigation examines the success of the 

holistic development intervention and the data gathered from the in -depth interviews and focus 

groups is reported. The lived experience of the research participants is shared and the synthesis of 

holistic and sustainable development is documented. 
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3 Chapter 3: Stories and Lived Experience s of the Participants  

3.1  Introduction  

The purpose of this chapter is to share the story of  the data gathered from the research 

participants. This will include the participantsô EQ-i2.0 results, their BeQ results, their self-reflective 

journals, the focus groups, the participantsô final video reflections, the managersô and participantsô 

questionnaires and the in-depth interviews conducted with the experts (comprising 209 

documents and over 1200 pages of data in total) . The study will aim at providing a rich narrative 

account of the lived experiences of the participant s during the personal leadership development 

intervention, their managersô perspectives as well as the voice of the learning and development 

specialists. Much of this chapter will include extracts from the verbatim transcripts but not the 

entire transcript as the volume of data gathered is too large to include it in full .  

All transcribed content was done verbatim, and any correction of spelling and grammar in written 

journals was only done where necessary to prevent misunderstanding (and with the permission of 

the participant). Participantsô actual words have been retained (for authentici ty) even though they 

may have been repetitive, inappropriate or misspelt. The researcher also resisted the temptation 

to embellish, explain or rephrase the individual writings. As the researcher embarked on writing 

this chapter she acknowledged the enormity of the task and felt challenged and humbled. In total, 

34 research participants willingly shared their stories and experiences, and made themselves 

vulnerable and open in the process. The researcher thought deeply about ways of sharing their 

stories in the most honest, ethical and respectful way possible, and hoped that the writing that 

followed would give true credit to their experiences.  

 

3.2  Participantôs Background 

A total of 29 participants (over three separate groups and time intervals) started the inte rvention. 

Of the 29, 23 participants completed  it. There were numerous reasons for non-completion, the 

saddest being Lebo (BW1), who died unexpectedly of Leukaemia halfway through the programme. 

Both Barloworld groups, as well as the facilitator, were affe cted greatly by her loss. Thuli (BW2) 

was instructed to prioritise another project. Angie (BW2) developed major health issues and could 

not attend. Josias (BW2) was disruptive and opinionated from the outset of the intervention and 

did not want to particip ate in group activities. The facilitator and the group tried to work with him 

for the first few modules but he began to compromise the safety of the group. After discussions 

with his manager, she revealed that he had behaviour problems at work and his lack  of 

interpersonal skills was causing major frustration with colleagues, peers and management. She 

shared that the impulsive, opinionated and uncooperative manner in which he approached the 

class was the way he behaved in the office too and, despite feedback, he was unwilling to see the 

problem. We agreed that excusing him and dealing with his challenges in another forum was best 

for the group. Julie and Zeena (BASF) were assigned to new work projects and, therefore, unable 

to meet the time commitments. The stories that follow are limited to those who completed the 

programme unless the inclusion of the others is relevant or necessary to highlight a group 

experience or process.  
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3.3  EQ-i2.0  Assessment Results  

All 23 participants completed the EQ-i2.0 pre- and post-intervention. A clinical psychologist who 

was trained and registered to administer the results transferred the participantsô results to them. 

Participants responded that they found great value in obtaining their assessment results and learnt 

a great deal about themselves and EI in the process.  

To interpret the scores of the EQ-i2.0 it is important to note that 100 is the mean and the 90% 

Confidence Interval is between 96 and 104. According to MHS (online), this refers to the fact that:  

All measurements contain some error. Confidence Intervals take this error into 

account by providing a range of scores, at a specific level of probability, within which 

an individualôs true score is expected to fall. For the EQ-i2.0 a 95% Confidence 

Interval was calculated which allows you to say that 9 times out of 10 the 

individualôs true score would fall within the range shown. For example, if the 

participant's Total EQ score is 100. The 95% confidence interval for this score is 96 -

104, which means that nine times out of te n the participant's true score would be 

between 96 and 104 (MHS: online). 

The mean is 100 with effective functioning falling between the scores of 86 and 114. Below 86 is 

considered to indicate a low EQ while anything higher than 114 is considered very high (MHS, 

2011). When interpreting the results it is important to note that the post -assessment score must 

be more than three points below or three points above the original pre -assessment score to 

indicate a statistically significant change. In other words,  as soon as there is more than a three-

point to five-point deviation in either direction, the resulting decrease or increase starts to become 

statistically significant. While a difference between five and ten points is considered very 

significant.  

 

3.3.1  EQ-i2.0 Barloworld Group 1  

Barloworld Group 1 completed the intervention  first (eight of nine participants completed). The 

pre- and post-assessment results are shown in Table 3.1 below: 

 

Table 3.1  Barloworld Group 1: Pre -  and Post - I ntervention EQ -i2.0  Results  

BW Grp 1 Pre-test Post-test Difference 

BW1 P1 101 107 6 

BW1 P2 66 92 26 

BW1 P3 77 83 6 

BW1 P4 117 117 0 

BW1 P5 112 116 4 

BW1 P6 48 103 55 

BW1 P7 114 118 4 

BW1 P8 92 118 26 

 

From Table 3.1, we can see that six of the eight  participants started out with scores within the 

effective functioning range (between 86 and 114) , and almost all showed a significant increase in 
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their post-assessment scores. Only P4, who already scored very high with a pre-assessment score 

of 117, did not show any increase in her post-assessment score. P2 and P3 both started below 

effective functioning; P2 had a very significant increase of 26 points, while P3 increased by 6-

points and almost reached the effective functioning range. P6ôs post-score (48 points) was 

severely below effective functioning. The researcher and clinical psychologist (Ansune), from 

Mandala Consulting, had never seen such a low score before. After Ansune met with P6, her 

professional opinion was that the participant was suffering from clinical depression and might 

need to be exclude from the research because it could negatively skew the results. Ultimately, the 

decision was made to include the participant because, through the guidance and support during 

the intervention , she realised that she and her son needed to seek the support of a clinical 

psychologist. After the intervention, she showed the most significant transformation that  the 

researcher has ever seen and her colleagues (eight in total) said, ñSandra is like a totally different 

person. She used to cry all the t ime or have emotional outburst s at work.ò Sandra also said that 

her son had major anger issues and would not talk to her or his teachers at school and now he 

was doing much better  and talking again. P6ôs manager also reported that she was now 

emotionally stable at work and, the year following the intervention, she did so well that she was 

promoted to Team Leader. Overall, seven of the eight participants in this group showed an 

increase in their post-intervention scores, with their average increase being 18.14 points. 

 

3.3.2  EQ-i2.0  Barloworld Group 2  

The second group to complete the intervention was Barloworld Group 2. Of the nine participants 

that started, six completed. . Their pre- and post-assessment results are shown in Table 3.2 

below: 

 

Table 3.2  Barloworld Group 2: Pre -  and Post - I ntervention EQ-i2.0  Results  

BW Grp 2 Pre-test Post-test Difference 

BW2 P1 101 98 -3 

BW2 P2 95 103 8 

BW2 P3 64 84 20 

BW2 P4 88 95 7 

BW2 P5 102 103 1 

BW2 P6 101 109 8 

 

As shown in Table 3.2 above, all participants but one (P3), had pre -intervention scores within the 

effective functioning range (between 86 and 114). P3ôs post-assessment result was 22 points 

below effective functioning; her increase was significant (20 points) and almost resulted in a post-

assessment score within the effective functioning range. P1 dropped 3 points in the post-

assessment; although this is not considered a statistically significant difference, it is interesting to 

observe how her scores shifted in the various composites and explain her overall drop in score. 

P1ôs Self-Expression score increased by 13 points, her Assertiveness score by 12 points while her 

Interpersonal Relationship and Empathy scores both decreased by 12 points each. In other words, 

her scores became more balanced across the various composites and she started expressing 

herself more. This was an important shift for P1 as she started the programme stating that she 

was a people pleaser and always felt like she was at the mercy of everyone and everything around 

her, which resulted in her feeling ho peless and helpless. These changes in P1ôs behaviour and 
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scores did result in two close relationships coming to an end, which was very painful for P1 and 

explains the decrease in Interpersonal Relationships. In addition, she was very close to Lebo (P9) 

who passed away from Leukaemia during the intervention and this profoundly affected P1 and 

was another reason for her overall decrease in score. Overall, five of the six participants in this 

group showed increased post-intervention scores and their average increase was 8.8 points. 

 

3.3.3  EQ-i2.0  BASF 

The third group to complete the intervention were from BASF. Of the 12 participants that started 

the programme, 10 completed. Their pre- and post-assessments results are shown in Table 3.3: 

 

Table 3.3  BASF: Pre - and Post - I nterven ti on EQ-i2.0  Results  

BASF Pre-test Post-test Difference 

BASF P1 76 85 9 

BASF P2 97 107 10 

BASF P3 95 92 -3 

BASF P4 101 103 2 

BASF P5 106 117 11 

BASF P6 103 115 12 

BASF P7 91 103 12 

BASF P8 107 104 -3 

BASF P9 89 95 6 

BASF P10 110 107 -3 

 

As shown in Table 3.3 above, only P1 started the intervention with an EQ score below average 

functioning. Her score was 76 points before the intervention  and increased by 9 points to almost 

reach effective functioning. Three participantsô (P3, P8, P10) post-assessment scores decreased by 

3 points; this is not considered statistically significant and all participants remained within the 

effective functioning parameters (between 86 and 104 points). The score decrease for P8 is 

interesting because her Empathy score dropped the most (from 74 to 63) and the post -

intervention score is a more realistic assessment because, at the start of the intervention, she was 

not aware of how low her empathy actually was. P10ôs decrease (from 110 to 107) can be 

explained by the fact th at she received very traumatic news just before the end of the intervention 

that her husband had stage four pancreatic cancer. P8 started the intervention thinking that 

everyone around her was the problem, and by the end of the intervention, she had a much  more 

realistic sense of self and others. This could explain the drop rather than the increase in score as 

before the intervention she had a less realistic view of herself. Overall, seven of the 10 

participants in this group showed an increase in their post-intervention scores, with their average 

increase being a statistically significant 8.86 points. 

When the results of all three groups (Barloworld Group 1, Barloworld Group 2 and BASF) are 

combined, 19 of the 24 participants showed an increased score after the intervention. The 

average increase in the post-assessment scores was 12.26 points. This is considered a very 

significant increase in their EQ post-intervention.  
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3.4  BeQÊ Pre -Intervention Results  

Initially, the intention was  to conduct Viljoenôs (2018) BeQÊ assessment pre- and post-

intervention, but four months after the commencement of the intervention,  the participants 

admitted that they had not answered th e assessment honestly. Both Barloworld and BASF were 

undergoing significant organisational changes and several participants felt like they were being 

punished by being sent on this training course, or that the organisation thought there was 

something wrong with them. Because this assessment asks questions about management and the 

organisation as a whole, they felt their jobs could be at stake if they answered honestly. As a 

result, no BeQÊ post-assessment was conducted. When reviewing the overall results of a teamôs 

BeQ assessment, it is important to note that scores either indicate that the team is Disc onnected 

(30-44%), Apathetic (45 -59%), Involved (60 -74%) or Engaged (>75%) ( Viljoen, 2015b). 

 

3.4.1  BeQÊ Barloworld Group 1  

This was the first group to participate in the research and, therefore, the first to comp lete the 

BeQÊ assessment. The BeQÊ pre-intervention results for Barloworld Group 1 (comprising nine 

participants) are provided in Table 3.4 below:  

 

Table 3.4  Barloworld Group 1: BeQÊ Pre- I ntervention Results  

Respect 71.78

Resilience 85.22

Regard 93.47

Corporate Citizenship 78.67

In-flow 78.33

Support 71.94

Teamwork 79.72

Diversity 81.94

Accountability 68.33

Supervision 70.43

Trust 56.85

Ethics 57.96

Alignment 82.54

Inclusion 71.67

Adaptability 68.33

Business Orientation Doing 69.26

Total BeQ 74.58

Emotional
Presence
81.38%

Emotional 
Containment

73.46%

Organisational 
Gestalt
70.21%

 
 

In Table 3.4 above, t he overall BeQ score of 74.58% indicates that this group is very close to 

Engaged (which requires a result higher than 75%) but this was not a true indication of how the  

group felt as Barloworld was restructuring the organisation at the time. They did not feel they 

were being treated with respect ( indicated by the score 71.78%) and the organisation was losing 

goodwill (reflected in the Corporate Citizenship score 78.67% as well as In-flow 78.33%). The 

lowest scores for this group are Trust (56.85%) , which makes sense given the restructure and 

lack of transparency surrounding the changes being made. The Ethics score (57.96%)  was also 

very low and reinforced the groupsô admission that they did not feel safe in the workplace and 
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questioned the ethics of some of their managers. In addition, this group had experienced much 

internal conflict before the workshop, and the trust between members was low too.  

 

3.4.2  BeQÊ Barloworld Group 2 

This was the second group to participate in the research. The BeQÊ pre-intervention results for 

Barloworld Group 2 (comprising nine participants) are provided in Table 3.5 below:  

 

Table 3.5  Barloworld Group 2: BeQÊ Pre- Intervention Results  

Respect 92.00

Resilience 85.50

Regard 97.50

Corporate Citizenship 86.00

In-flow 93.75

Support 87.50

Teamwork 90.00

Diversity 91.88

Accountability 85.50

Supervision 93.33

Trust 60.83

Ethics 74.17

Alignment 88.57

Inclusion 80.00

Adaptability 73.75

Business Orientation Doing 82.78

Total BeQ 86.54

Emotional
Presence
90.24%

Emotional 
Containment

90.19%

Organisational 
Gestalt
79.90%

 
 

In Table 3.5, t he overall BeQ score of 86.54% indicates that this group is  Engaged (which requires 

a result higher than 75%) . Yet this was not a true indication of how they felt . Barloworld was 

restructuring the organisation at the time the team participated in the assessm ent, and many 

important senior leaders in the business had been given a ógolden handshakeô (the team explained 

that this meant they were forced to leave the organisation). As  a result the team did not feel they 

could trust their leadership; this is reflected in the low Trust score (60.88%) . They also felt that if 

they answered the assessment honestly they might lose their  jobs. Safety at work was 

compromised, but the group tri ed to hide it for fear of retribution.  

 

3.4.3  BeQÊ BASF 

The group from BASF was the third group to participate in the research. Again, like the previous 

two groups, they were briefed thoroughly on the purpose of the assessment and the fact that all 

results were strictly confidential and would not be shared with anyone outside of their group and 

only used for research purposes. They were encouraged to answer honestly and to the best of 
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their abilities, and were informed that there were no right or wrong answers. T he BeQÊ pre-

intervention results for this group (comprising 12 participants) are provided in Table 3.6 below:  

 

Table 3.6  BASF: BeQÊ Pre-Intervention Results  

Respect 83.50

Resilience 92.00

Regard 95.63

Corporate Citizenship 82.50

In-flow 87.50

Support 75.00

Teamwork 81.25

Diversity 86.88

Accountability 77.50

Supervision 76.11

Trust 50.00

Ethics 59.17

Alignment 87.86

Inclusion 56.25

Adaptability 65.00

Business Orientation Doing 68.89

Total BeQ 78.05

Emotional
Presence
87.98%

Emotional 
Containment

78.65%

Organisational 
Gestalt
69.42%

 
 

Table 3.6 shows the overall BeQ score of 78.05% indicat ing that this group is Engaged (which 

requires a result higher than 75%). Yet this was not a true indication of how they felt . They 

explained that BASF was operating under a very ócommand and controlô autocratic style of 

leadership, in addition there w as restructuring happening and they had also enforced a Force 

majeure, meaning that unforeseeable circumstances were preventing them from fulfilling their 

contractual obligations to their clients. As a result, they did not answer the assessment honestly 

(despite being briefed that the results would remain con fidential, and would not be disclosed to 

their management) because they feared for their job s. We can see their feelings reflected in their 

low Trust score (50.00%) , low Ethics (59.17%) and low Inclusion (56.25 %), which reinforces the 

groupôs admission, and indicates that they did not feel in cluded, and did not trust the 

organisational leadership. 

During the transferring of the results, all three groups were very surprised that their scores were 

so high and said that they would not consider their team (or o rganisation at large) to be engaged. 

This surprise resulted in the admission that several individuals had not been honest when 

completing the BeQÊ assessment. As such, it is interesting but not surprising to note that the 

scores for Trust, Ethics and Adaptability are the lowest across all three groups.  
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3.5  Participantôs Self -Reflections  

Of the 23 participants who completed the personal leadership development intervention, 15 

participants kept and submitted regular self -reflective journal entries. The participants were not 

asked to record anything specific in their journals but simply to document anything they felt like 

sharing. All participants, except Jaco (who had kept a journal before) , expressed that the y found it 

difficult to make time for journaling  and, when they did, they  often were not sure what to write. 

The participants were constantly reminded that there was no ócorrectô way of keeping a journal 

and that it was their personal space to share their thoughts and feelings. The journal entries 

submitted showed that most participants used journal ing to share their challenges and successes 

and to describe their feelings. The data for all three groups was analysed separately but the story 

of the data  and the results of the data analysis (Chapter 4) will be re ported together.  

 

3.5.1  Challenges  

Much of the challenges the participantôs shared (65%) were of a personal nature and related to 

the experience of interpersonal conflict. Everyone who journaled shared at least three examples, 

such as: ñMy day started out so bad, lost my temper with my daughterò; ñHad such a fight with 

my girlfriendò; ñMy wife and I are arguing a lotò; ñMy friend is being mistreated by her boyfriend 

over and over again, I donôt know what to doò; ñHad ówordsô with my husband regarding a 

household matter .ò Other comments were not related to specific events, but were more about 

patterns of behaviour being recognised: ñI am aggressive, stubborn and when it comes to 

arguments I say my piece and donôt really listen to the other people. This got people angry and 

now they seem to avoid meò; ñI r ealise again I need to share my feelings if I want the right 

actions back to me. I expect my wife to see my emotions without telling herò; and ñI need to stop 

mothering my boyfriend and just be his girlfriend, it st resses me out and we end up fighting .ò 

The remainder of the challenges (35%) were work related. Interpersonal conflict at work was one 

theme that emerged, and was shared by eight participants on numerous occasions. Some 

examples included: ñI had a very frustrating and disappointing conversation with my disciplinary 

line manager where he told me that I had to change the outcome of my Account Managerôs 

appraisal to a better performance rating because he had already submitted this rating to HR 

before we had done the appraisalò; ñA manager from another department is testing my patienceò;  

ñThe tension in the office has been unbearable and I have had to apply all of my emotional 

intelligence to stop myself from blowing upò;  ñFeeling irritated at work ï a long outstanding issue 

still not resolvedò; and ñI f ind it extremely difficult to smile and interact with people. I am tempted 

to just tell people where to get off.ò 

Another challenge emerging from work-related issues was uncertainty about restructuring  and/or 

retrenchments (as both Barloworld and BASF were experiencing significant organisational change 

at the time of the intervention) : ñThe week has been emotionally draining, due to the growing 

concern of retrenchments in our divisionò (Jaco). Also echoed in, ñI have not been happy with the 

reorganisation with external and internal sales as it adds complexity to an already complex 

businessò (Anke) or ñWe lost four colleagues today, one to retirement and the other three to 

resignations. This makes it nine people gone in the last two to three  months. It worries me 

because it causes pressure on all the other people in the departmentò (Ella). ñMorale on site is low 

because of the site being closed down but I am determined not to let this impact  on my own 

emotional well-beingò (Mandy).  
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The feeling of being under extreme pressure to perform was another emergent theme of work 

challenges. This was shared by 14 participants: ñI f eel like I am running a marathon every day for 

the past three weeksò; ñIôm so tired today, had to work the whole weekend because of half year.ò 

ñI am not the only one in the team who is frustrated and feeling overworked ï which offers a 

sense of comfort in that it is ónot only meô.ò ñMy manager arrives late in the afternoon from leave 

and without greet ing and then craps on me and two colleagues for a small thing . He canôt see the 

pressure we are under and the negative impact he has on us. We are losing good people.ò 

 

3.5.2  Feelings  

All participants shared their feelings while journaling. During the first modu le of the intervention,  

they were taught about the value of recognising, labelling and understanding oneôs own and 

otherôs feelings, as well as the positive impact of journaling . Therefore, it was good to see the 

participants mention that they were ñfocusing on identifying and labelling specific emotions and 

what is driving them.ò They said things like: ñI am f eeling very down, missing my late father. I 

just want to be aloneò; ñI feel liberatedò; ñI had an unpleasant performance review last week 

which left me feeling defeatedò; and ñI went from feeling ashamed to feeling in control of my life.ò 

The list of feelings shared is extensive and ranged from, ñexcitedò to ñangry, vulnerable, anxious, 

appreciated, appreciated, sadò and so on. The feelings shared the most in relation to work were 

feelings of ñfrustrationò (46 instances), ñworryò (32 instances), ñvictimisationò (25), ñhurtò (24) 

and ñstressedò (14). There were also high instances of participants feeling ñhappierò (30 

instances), ñmore confidentò (26) and ñpositiveò (14) as the intervention progressed.  

 

3.5.3  Successes  

Participants not only shared their challenges, they shared their successes and how they were 

applying what they were learning . There was an overarching theme from all participants of taking 

responsibility (including ñthoughts, actions and outcomesò) but the ways in which that showed up 

were very different for each participant. For some it meant: ñI managed to speak up confidentlyò 

or ñthis ónoô thing is workingò or ñI am waiting before responding.ò While some needed to learn to 

speak up, others were learning to hold back and manage the impulse to react immediately. The 

learning paths were very different and each  participant shared multiple examples, such as: ñI have 

really been trying to find my c entre this week, and I think I have been doing well. One of my 

friends commented that I seem to listen more. She also said that she can see a difference in the 

way I approach people and my engagement with others is much better.ò Another shared, ñI am 

being more conscious of my emotional responses and it is allowing me to take ownership of 

them.ò Overall, 13 participants mentioned using breathing techniques. For example, ñI took a deep 

breath and I chose to have a good dayò; and ñDeep breathsé I sat down and wrote all the 

problems she brought up and discussed possible solutions with my manager to prepare myself for 

our meeting later today. Normally I would have just been like a lioness and told her what I think 

of her.ò One participant was less specific but shared, ñThis EQ thing is working.ò Another ñtook 

responsibility and went negotiating with authorities to get better campsite. ò  

Throughout the journals, there was evidence of participants noticing where they had been at the 

start of the intervention and th e progress they had made, such as, ñIn the past, this colleague 

would really rub me the wrong way a nd I would leave work all tense. R ecently, I managed to 

learn how to avoid their comments and not let them nest in my mind. ò ñThe EQ course is proving 
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fruitf ul for me in a way that itôs taught me to value another humanôs point of view.ò ñIôve stopped 

playing the victim and taken control of my life.ò In addition, ñI am not dependent on others for my 

own sense of well-being.ò ñIt has been a busy, stressful yet v ery productive week and I am feeling 

energised by having met (or beaten) deadline after deadline. I have focused on balancing my life 

this week by doing the things that I love after work (instead of collapsing in an exhausted heap on 

the couch) and I am seeing the positive results in the way this has influenced my outlook on l ife.ò 

The list of examples were plentiful . The participantsô journal entries stored electronically in a safe 

facility and can be made available on request. 

 

3.6  Focus Groups  

During research Steps 1, 3 and 4, a focus group was conducted with the participants of Barloworld 

Group 1 (eight participants), Barloworld Group 2 (six participants) and BASF (10 participants) 

respectively. The researcher was an active participant in the group discussions. The focus groups 

were the typical duration of one to two hours (Morgan, 1997; Vaughn et al., 1996) and were 

based on the research aim and questions. Each focus group was conducted towards the end of 

the intervention to explore participantsô experience of the journey and to hear their stories. Their 

inputs will now be shared; the headings that are provided are according to the questions asked 

during the focus groups (refer to  Appendix F). 

 

3.6.1  Focus Group 1  

Participants ô thought s at the beginning of programm e 

In this group, only Jaco started the programme wanting to attend and he still uses the words 

ñkind ofò. He said, ñI knew I had a lot to learn and Iôm uncertain when it comes to emotional stuff, 

so I kind of wanted to come.ò The remaining participants started with negative thoughts. For 

some it felt punitive; Danny was the first to open -up, ñit felt like, a sort of punishment, something 

to get me in line and, not to make it overly punitive, letôs rope the whole group into this whole 

thing.ò Sandra added, ñThe first time I heard I was going for an EQ development course, it was 

like OK, punishment and torture and then she [ Sandraôs manager] said the course was nine 

months, I thought this is now business!! Sheôs really planning on torturing me.ò Stefan admitted, 

ñWhen I started, um, nine months ago I did not want to be in this team. [Chuckles] Iôm honest. 

There were two people in this team, which I really did not want to be with and it felt it was like a 

punishment for me to come into this group.ò Precious did not feel punished but she did feel 

ñscared and nervousò and ñdidnôt see the necessity in trainingò. While Nolu felt ñforced to come by 

my manager.ò PJ felt similarly, ñWhen Helen [participantôs manager] spoke to me about training 

that she had received which turned out to be highly invaluable  and life-changing; I thought there 

was a tinge of exaggeration in her assertion. Then we started the training with two tests. I'm 

personally not a big fan of those tests, so as soon as I got it, I'm looking at it, it re minded me of 

psychometric tests that I had gone through in previous times, and I'm like óoh my god, I'm going 

to be bored with some psychoanalysis stuff which I don't particularly enjoy or need .ôò 

It must be noted  that the participant s did not share this openly at the start. In fact, they tried to 

hide their apprehension and concerns. The researcher (who was also the facilitator of the 

intervention) sensed that the participants were initially very apprehensive and guarded , but after 

four modules of the intervention, they started to open up and share.  
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Participantôs experience s regarding their  development since the  programme began  

All participants in this focus group contributed and shared multiple stories and/or examples 

regarding their development. They had increased self-awareness, other-awareness and were 

ñmore accepting of other people and let go of things I canôt control.ò Comments were made that 

this was done by ñself-talkò, ñreally listeningò, ñbeing presentò, ñfocusing on what is really 

importantò, ñbetter understanding of other peopleò, ñ awareness of different personality types and 

why they do things the way they do them ò. This meant they had to ñchallenge beliefs,ò ònot judg e 

othersò and ñlearn to let goò. This journey was not necessarily easy, and required vulnerability. 

Jaco shared, ñI think the other important point is the exposure, that being vulnerable. Itôs hard but 

I  think in the long term, I think you will assist yourself and your team with exposure.ò 

Six of the eight participantôs commented on the importance of recognising and coming to terms 

with emotions, ñThe biggest learning curve was the way that I look at the emotions, donôt be 

afraid of itò (Jaco). ñWhen I joined, one of my highlights was on emotions because I remember 

the first day whe n we asked ñhow did you feelò, and so forth and I thought I feel like Iôm 

emotionless.  Because Iôm an HR person, I always thought I have to block myself and pretend as 

if I donôt have feelingsò (Nolu). ñAs early as the first module, I was moved by the learning 

material, which centred on the role of emotion. I have spoken at great lengths how this was 

probably my biggest learning pointò (PJ). This brought participants to a place of acceptance and 

greater peace. Ayanda shared, ñI pursue peace through acceptance and non-judgement what I or 

anyone else feels.ò  

All participants then spoke of the importance and benefit of learning to manage emotions. For 

example, ñInstead of having somebody cutting in front of me, Iôd rather now wait and give them a 

way instead of me trying to force my way through. I feel betterò (Precious). ñI am calmer, more 

patient. Donôt cry as much anymore. Listen not with the intent to answer but to understand. Take 

more risksò (Sandra). Danny even went as far as to say, ñI was a bit of an asshole, sorry, if I can 

use that word, like a proper, proper asshole at times. I think I have learnt not to be that person. 

Itôs just like okay, just wait a couple of seconds and then respond, itôs not auto response anymore, 

so thatôs something I really learnt.ò 

 

Differences in participant sô personal lives  

Everyone in this focus group felt that his or her personal life was very different. A range of 

reasons and examples were supplied. For three participants it was how they were as parents, ñI 

really pay attention to my daughter now and I can feel we are closerò (Precious). ñBefore theyôll 

[her children] come and tell me things and I wouldnôt even listen. I feel so bad about that now. I 

was never interested in my sonôs soccer so itôs quite exciting and Iôm finding myself more into itò 

(Nolu). ñMy relationship with my kids is totally differentò (Sandra). For Stefan and PJ it was the 

power of goal setting, Stefan moved into his own place and began taking care of his health while 

PJ had bought his first car. I t was evident that the changes participants had made were very 

context specific and related to their development needs.  

Managing emotions effectively and relating better with others were other key areas of difference 

shared by all participants. Ayanda said, ñIôve learnt to pursue peace, which is chill and live. You 

know things happen around you if you can change them do your best, if you canôt let it be.ò For 

Sandra, ñPersonally Iôve changed dramatically where, at first, it wasnôt easy to just sit and have 

discussion with meé now Iôm not as angry as I was... Itôs much better with my son also because 

with my son, why he was as angry was because I was angry. So I was kind of projecting on him 
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without even noticing it. Itôs been life-changing.ò Danny realised, ñit is okay to cut people out of 

my life and I donôt have to feel bad about it, so Iôve lost the bad influencesò (Ayanda, Markus and 

Stefan ï all young, male participants echoed this). ñIôve learnt to lighten up and itôs normal for you 

to have a bad day, itôs not like God doesnôt like you or the world is out to get you. Not everything 

that happens to me is personalò (Precious). PJ said, ñI find that now I am much more willing to, 

talk about things as and when they happen like there and then, previously I used to give you 

strike one. And when you get to strike threeé I would come down on you like the walls of the 

seven kingdoms. So, ja, now I find that you know Iôm still learning I havenôt perfected that but if 

something happens I will shut up and think about m y response. I find it works more and it wei ghs 

a lot less on the heart yesò (PJ). 

 

Differences in participantôs work lives 

The answers were diverse and personal but the nicest thing to hear was just how much they were 

using the techniques and tools learnt back in their professional (and personal) lives. They all 

agreed with Stefan when he said, ñI think EQ helped a lot, cause the way that the group and the 

colleagues are working together now is in a way better space that it was, I think the whole team 

needs it.ò Jaco realised, ñthat your EQ needs to be balanced. It doesnôt help to have high empathy 

and low assertion because I donôt hold people accountable, I am really working on that .ò While for 

PJ, ñThe course has sort of reaffirmed my positivityé so every time I come to work I said to 

myself óThis could be the dayô, it forces you to change.ò  

One of the common threads was realising what is in my control, letting go of what is  not and 

ñchange starts with me not themò (Precious). Ayanda realised ñthat their beliefs are not my beliefs 

and it is okay to be differentò and ñhonouring the diversity and embracing the fact that we are all 

different and have different beliefs, different thoughts, different perceptions, different ways of 

doing things. Itôs okayò (Stefan). ñSo Iôve realised, limit what you say about other people and mind 

your own businessò (Danny, Ayanda and Sandra).  

 

The most valuable part of the experience  

There was one key aspect of the programme that stood out for everyone, ñbeliefsò, ñthe module 

on beliefsò, ñdisplacing limiting beliefs for me because I feel you limit yourself by placing cap on 

what you are able to do in every aspect of your life. This was the most uncomfortable also but the 

most valuable part.ò Sandra shared the following : 

When we did the belief session, I became aware of how beliefs kind of restrict you. 

Then with me being restricted, I kind of restricted my kids as well because Iôd be like 

óListen, this is what we believe, it is this way and this is how itôs going to be.ô And 

then I had this expectation for my kids to be like óyou will conform to what we 

believeô. And I never gave them the ability to be themselves, and in a sense it was a 

disadvantage also because they have much more capabilities but I restricted that 

because of my belief system. I just like kept them in a nutshell where they wanted to 

explore other things, I was not w illing because I was too afraidé So, I kind of 

restricted them in that way. Whereas now itôs, I would say itôs a big change also 

because I see the two of them for who they are and not who I want them to be, so 

there is like a big shifté the biggest was the one thing for me.  
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Ayanda agreed that it was the most profound piece of learning for him because ñShifting beliefs 

have helped me, have helped my wife, theyôve helped people that I interact with, theyôve changed 

the way I looked at things. So they humble a person and they bring you down to earth to realise 

you also a human being whoôs struggling to find themselves.ò PJ added, ñI think itôs very easy for 

anyone and everyone to sort of impose their beliefs on other people so that module was really eye 

opening.ò ñBreathingò, ñstepping backò, ñlisteningò, ñreflectingò, ñreplacing destructive internal 

self-talkò and ñletting goò were mentioned in conjunction with shifting beliefs.  

ñGoal setting worked really well for me ja, but thereôs small pieces from every module that fits 

togetherò (Jaco). Stefan and Danny agreed, and three participants mentioned combining ñGoal 

setting and coaching, I realised what the pr oblem was and what I had to do with it, and Iôm 

actually getting it right.ò Danny said, ñMy vision board has made such a difference, Iôve put it 

where I can see it every day and it inspires me.ò  

The value of continual practical and applicable learning over the nine-month period was 

emphasised by every participant. Jaco summed it up for the group by saying, ñIôve learnt a lot, 

um, for me the nicest is I can apply every day, I can apply the tools that  I have learnt here. Itôs 

not theory thatôs in my cupboard and I didnôt notice. Every day, in meetings, in telephone calls, on 

emails, I can apply what I what Iôve learnt here. And with that I am the difference and Iôm making 

the difference.ò 

 

The leas t valuable part of this process  

From an assessment perspective, they all enjoyed and found immense value in the EQ-i2.0 but did 

not enjoy the BeQÊ because they felt threatened by it and did not complete the assessment 

honestly. From a content perspective, all participants took something away from each module and 

expressed that all modules formed important part s of their development , and they were not able 

to discern anything that was the least important to them. Only Stefan commented, ñI wouldnôt say 

the least valuable but it was personally not as important as the res t was the writing skills because 

I had English as my home language. So, I would not say it was not important, but it was my 

personal least important for me.ò 

 

Advice about this programme  

What stood out was how important the participantôs experience of being part of a group was for 

them, and in ñbelongingò, they ñfelt safeò to ñopen-up and shareò. All participants very specifically 

mentioned the importance and value in the ir group. For example, ñBeing in such an environment 

where we have a lot of people who behave differently, you learn from them you know as they are 

going through their learning.ò PJ appreciated that, ñduring the course, I got valuable feedback 

from the group. Most of the comments suggested that I was a little self -involved... The feedback 

proved useful because Iôm now aware of the behaviour.ò Ayanda resonated with PJ, ñI was so 

appreciative of what everybody said about me. Good, bad, whatever, and I liked hearing an 

honest point of view about me. And then for the first time in my life I never  got offended, for the 

first time in my life I looked at it and said this is what I need to work on, this is what I need to 

improve.ò Participants did not like changing groups or having someone from another group join 

their group. Sandra joined BW Group 2 for a module she missed and said, ñwe have a way we do 
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things and a bond we share on how we do things and they do it so different in a way that we felt 

like the outcasté. Itôs like weôre more open than the other group.ò  

Other than that , there were no other suggestions to enhance the programme, the facilitator was 

experienced as ñknowledgeableò, ñpassionateò, ñopenò, and ñyouôve really got great materialò. Two 

participants compared the programme with other EQ programmes their family had attended and 

Sandra shared her observation as follows: 

[The other programme]  doesnôt bring them out as a person or make them focus on 

the negative and the positive side. For me this course was about finding myself and 

for them it is just telling them that this who youôre supposed to be and itôs also called 

EQ. So from feedback that I got from him [participantôs brother] your course is 

completely different. So, please keep your course just like it is because it really helps 

people. It has changed my life and the people in our t eam are different . 

 

3.6.2  Focus Group 2  

Participantsô thoughts at the beginning of programme 

This group did not express that they were directly apprehensive about the programme but Viloshni 

did share that she wondered whether she needed the training or whether it was the people 

around her that needed it. The group remembered that they started the programme with 

challenges like: ñI was in a bit of a rut and frustrated that I did not accomplish what I wanted to ò 

(Thuli and Ella) or ñThere was a major career change for me and I was bombarded by all the 

travelling that had to be done, so all of that caused anxiety for meò (Viloshni). Zodwa ñdidnôt care 

what people thinkò while Annie, Khaya and Markus all expressed worrying a lot, caring too much 

about what other peopl e thought and the stress of trying to please others all the time.  

 

Participant sô experiences regarding their development since the programme began  

All participants in all focus groups contributed and shared multiple stories and/or examples 

regarding their development. Several people said they had increased self-awareness, other-

awareness through ñself-talkò, ñreally listeningò, ñbeing presentò, ñfocusing on what is really 

importantò, ñbetter understanding of other peopleò, ñ awareness of different personality types and 

why they do things the way they do themò. This journey was not necessarily easy for participants,  

and the sometimes struggled with the  vulnerability it required. Viloshni shared, ñIt has been hard 

for me to open -up to other people and ask for help but with this course Iôve opened up quite a bit 

to listening to other people and also looking at, listening to what theyôre telling me about me.ò 

Almost all participants agreed (six did not comment) on the importance of recognising and coming 

to terms with emotions. ñI have realised that I have to own up to whatever emotion it is. For 

example, being sad, because the more I try and make myself happy when I am sad, then I vent 

out on the wrong peopleò (Zodwa). This brought participantôs to a place of acceptance and greater 

peace. ñI realised that I can feel my feeling and I can be amiable but still be respecting and 

confident enough so I am more comfortable with myselfò (Annie). While Markus recognised that ñI 

used to be like an extrovert, always with peo ple, buté I donôt enjoy it. I enjoy being with myselfé 

focusing on my career and life changes. So, ja, itôs my big change. Iôm losing friends but that is 
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good. Iôm losing the bad ones.ò Khaya also began accepting herself, ñIt has made me more 

confident about myself and who I really am .ò 

Another thing they learnt  was managing emotions and interacting better with others through 

ñpausingò, ñbreathingò, ñknowing when and how to talk upò. Zodwa commented, ñI try to calm 

myself down sometimes so that Iôm not the person who wants to dominate all the time. So that 

keeps me focused. Because I found that in as much as being a driver is okay, sometimes itôs also 

okay to just listen to other people and what they have to say and learn from them.ò 

 

Differences in particip an t sô personal lives  

All groups felt that their personal lives were very different. A range of very diverse reasons and 

examples were supplied. Khaya said, ñI found my voiceò and for Annie, ñThe NO thing really 

works.ò Zodwa shared, ñIôve stopped being a mother and started being a girlfriend.ò Viloshni uses 

coaching with both her children and husband and is pleased that ñit stops me nagging my 

husbandò. She is also able to ask for help, which she never could before and shared that ñit has 

been empowering.ò Zodwa mentioned, ñIôve changed my mind and how I feel and my whole life 

has changedò (Zodwa). Markus has ñlost the bad influencesò and added, ñI donôt know if, sounds 

weird, but if it is the programme or just a mind change maybe it was something you said b ut I 

donôt know. But ja definitely my life has changed but I donôt know what it is or why.ò 

 

Differences in participant sô work lives  

Again, everyone felt his or her work lives were very different. Thuli shared, ñI am more focused 

and set goals for myself and my team. They actually commented that they could feel that there is 

a leader in the room.  Not only that, Iôve decided to delegate more so I donôt take on too much.ò 

Markus and Ella also agreed that setting goals had made a big difference . Khaya said, ñFrom my 

side itôs more business writing skills as well. It has really helped me a lot.ò Viloshni concurred, 

ñThe business writing has been a huge eye-opener. I think, no matter how long youôve been 

writing, especially coming from a legal environment, it rea lly adds value. I also battled to cut down 

my PowerPoint slides and now my presentations have really improved. The business writing really 

stood out for me. It was very good.ò Annie agreed and Ella added, ñI am writing in a more human 

way and people are responding to me betterò (Ella).  

 

The most valuable part of the experience  

This group found it difficult to isolate the most valuable part because they felt that everything was 

valuable. They appreciated business writing skills and another element that stood out for everyone 

was the module on shifting limiting beliefs. Markus and Viloshni also mentioned the benefits of 

ñbreathingò and the rest of the group agreed.  Four of the six participants also mentioned the value 

in creating a vision board. ñMy vision board has made such a difference, Iôve put it where I can 

see it every day and it inspires me.ò Only Markus shared that he did not enjoy the vision board 

process. Every participant expressed the value of continual learning. ñThis course is the best I 

have ever attended because it makes you think of so many aspects of yourself and others and the 

world, every part is valuable and I like that it is spaced over so many months so I can practise 

between sessions.ò 
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The least valuable part of this process  

From an assessment perspective, they all enjoyed and found immense value in the EQ-i2.0 but did 

not enjoy the BeQÊ because they felt threatened by it and did not complete the assessment 

honestly. From a content perspective, all participants took something away from ea ch module and 

expressed that all modules formed an important part of their development. They were unable to 

discern what content was the most important and felt each part of the programme was valuable. 

The learning and insights gained by the participants were spread through each module, and they 

spoke less about the content and more about how they applied the tools and techniques. Viloshni 

and Markus did share that they  found it challenging to do the homework tasks and journaling 

even though they thought it  was beneficial. 

 

Advice about this programme  

What stood out was how important the participants ô experience of being part of a group was for 

them, and in ñbelongingò, they ñfelt safeò to ñopen-up and shareò. Viloshni thanked everyone for 

going through this  ñprofound journeyò with her and commented, ñWe were a room of strangers 

about eight months ago, and now we are friends.ò Participants did not like changing groups or 

having someone from another group join their group. Sandra joined BW Group 2 for a module, 

and although the group embr aced her, they preferred it when the sanctity of the original group 

was maintained. Another suggestion was to ñreduce the amount of homework between modulesò 

and ñmaybe combine themes, so we do homework three times during the course of the 

programme.ò Other than that, there were no suggestions to enhance the programme. 

 

3.6.3  Focus Group 3  

Participantsô thoughts at the beginning of programme 

Laura said, ñI had heard such great things about this programme that I could not wait to begin ,ò 

and Anke had ñdecided I wanted to do it.ò However, the remaining participants started with 

apprehension or negative thoughts about the programme.  Thembi shared that ñin the beginning, 

when I was told about EQ I thought aaaggg [shrugs and waves hands to show it wasnôt 

important], I donôt need this training.ò Mandy, Muhammad and Sarafina agreed. Katie had a 

ñrocky start with EQò and felt ñforced to come by my manager.ò 

It must be noted  that the participants  did not share this openly at the start. In fact, they tried to 

hide their apprehension and concerns. The researcher (who was also the facilitator of the 

intervention) sensed that the participants were initially very apprehensive and guarded but it took 

four modules of the intervention before they started  to open up and share. 

 

Participant sô experiences regarding their development since the programme began  

Participants contributed and shared multiple stories and/or examples regarding their development. 

Everyone felt they had grown tremendously, and had increased self-awareness, other-awareness 

and were able to manage themselves and others better by ñknowing when to speak upò, 

ñreplacing negative self-talkò, ñreally listening to othersò, ñawareness of others and understanding 

their personality styleò, ñfocusing on what is importantò and ñnot reacting so fast.ò This journey 
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was tough at times  and required vulnerability. Laura shared, ñThis journey has, at times, made me 

very uncomfortable. It has challenged my perceived beliefs or what I thought was me. Iôve been 

VERY uncomfortable at times. I donôt like bearing my emotions in front of people in general. But 

then it has also opened up a whole new me.ò Katie learnt ñnot to take feedback as criticism and 

take it personally but itôs been tough at times.ò 

There were two participants who, despite sharing that they had become more patient with others 

and less judgemental, said, ñYou almost feel like asking them to please come and join us at EQ 

training just to become a little bit aware because thereôs lots of people who need it.ò ñIn fact, in 

my circle, I would think to myself, so many people here require EQ, Iôm sorry but thatôs how I feel 

every time I converse or see something they update on their status. Iôm like óreally?ô okay, if only 

Sharon was around, youôd get help. Because not to say that I feel I am better than them or than 

they are right now but I feel that there is a step ahead. I can see the difference and most of my 

friends that know me can see there is something thatôs happening but they are not sure what it is. 

So, yes, itôs been a very good journey.ò 

 

Differences in participant sô personal lives  

Each focus group felt that their personal lives were very different. When this group was asked this 

question, all participants shouted together, ñYES! YES! YES!ò in response. There were a range of 

reasons and examples supplied. For three participants who had all struggled to assert themselves, 

they had realised that ñThe NO thing really worksò, ñmy siblings see me in a whole new lightò, ñI 

am more confident and people listen to what I sayò. Managing their emotions effectively was 

another key area of difference shared by all participants. ñI donôt take things personallyò (Katie) 

and ñI worry less about the small stuff. Decide what really matters and make plans.ò ñIôve stopped 

making excuses about why I canôt do things.ò ñI have more patience and can tactfully steer a 

conversation.ò  

 

Differences in participants ô work lives  

The answers were diverse and personal but all participants shared just how much they were using 

the techniques and tools at work and taking responsibility for changing their lives. For example, ñI 

am more approachable at work and people can see the differenceò or ñI have also learnt to just let 

go and realise a lot of things are not in my controlò (Sarafina). Six of the eight participant s 

mentioned learning to let go and realising what was in my control and what was out of my 

control. Muhammad realised that ñI can only change myself. To change situations around me, it 

starts with me . I never had a pro blem speaking out but have become more patient . I can also 

visibly see that everyone in this group has changed.ò Laura said, ñIôve stopped being the victim 

and taken control of my lifeò. Vusi took over a project no one had been able to make a success of 

and realised that he is a ñbetter influencer of my environment and the people around me. This has 

really added valueò because he ignored the nah-sayers and, to everyoneôs surprise, he completed 

the project in just one month.  Preesha added, ñI used to be a bit immature and not be taken 

seriously. Now I push back and ask relevant questions. HR is shocked in a good way.ò Anke, ñI 

have learnt to speak up and find that I am holding my customerôs more accountable. I donôt leave 

things hanging because I am too scared to ask. I am bolder with questions I ask and I get mostly 

positive feedback. I also think before I write .ò  
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The most valuable part of the experience  

There was an aspect of the programme that stood out for everyone, ñDisplacing limiting beliefs for 

meé once you learn to have that shift you open yourself up to bigger possibilities in your career 

and your personal life. That has been the most valuable part of this course for me. Most 

uncomfortable also but the most valuableò (Laura). Sarafina added: 

For me itôs really trying to, or understanding that we are different and trying to 

understand where the other person is coming from. And that because of our value 

systems, our experiences, just our different personalities that we are different 

people, and to be a lot more accepting of other people. Seriously, thatôs for me has 

been the biggest thing and itôs affected the way I see people, the way I relate with 

people, at work, in my private space and I feel some relationships, whether with 

family or partners could have been handled a lot better had I gone through this 

earlier in my life. You know because I was very strong headed, I am always right, I 

am Mafata, I loved conflict, and I really did [said with emphasis]. And now I try and 

hold back and, so it has really changed me (Sarafina). 

All other participants agreed that they could relate to others and manage conflicts better and 

ñbetter influence my environment and the people around me. And I think that has really added 

valueò and ñbeing in charge of myself and being in charge of how will I react to those people.ò 

The value of continual learning over the nine -month period was emphasised by every participant: 

Iôve been on various courses over the years, but for me the difference has been is 

that this one has been a concerted one in the sense that weôd have a course and 

then weôd all go back into our little comfort zones and then we have to keep coming 

back. So it kind of like forces you to reflect more often, more regularly, do the 

homework, read your notes again, th at type of thing. So I think that for me has 

been a major difference. Obviously itôs got lots of different aspects to it but itôs not 

like a once off, you know like someoneôs ticking a box somewhere. It really makes a 

difference. It changes lives (Muhammad). 

The group all agreed and Mandy added, ñBecause itôs ongoing, itôs not just one module then that 

section ótickô type thing. Itôs continuously learning about yourself and using what you learn.ò 

 

The least valuable part of this process  

From an assessment perspective, they all enjoyed and found immense value in the EQ-i2.0 but less 

so the BeQÊ, because they were from different departments and teams they did not feel like it 

was an accurate reflection of the climate of their team. Katie also admitted that she did not 

answer honestly, because she was afraid there would be a backlash. Four others agreed. Laura 

felt that  ñOverall, learning about emotions and how they affect self and others, communicating 

effectively, understanding and valuing different social sty les, awareness of sub-conscious filters 

and belief systems, setting goals, creative problem-solving, coaching and presentation skills all 

came together in a holistic way. The only disconnect was business writing skills. I think it is 

valuable but as a stand-alone.ò Three other participants agreed with her. Muhammad, Anke and 

Sarafina shared that they found it challenging to do the homework tasks and journaling even 

though it was beneficial so ñmaybe it could be minimised somehowò (Anke). 
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Advice about this p ro gramme  

What stood out was how important the participantôs experience of being part of a group was for 

them and in ñbelongingò, they ñfelt safeò to ñopen-up and shareò. All but two participants very 

specifically mentioned the importance and value in their  group. Katie shared first, ñWe had fun. 

We shared knowledge. We formed a bond so precious that we felt comfortable enough to share 

things about ourselves that would have otherwise stayed hidden.ò Laura remembered: 

When I first saw the group I was like óoh my word, how on earth is this group of 

complete unknowns all going to relate to each other and interconnect and how on 

earth is this going to work?ô I mean from that first day I just so remember sort of 

looking at each other and going what do we have in c ommon and the only thing we 

could find was purple, we both had purple on. And now it is just such a sense of 

sadness that the journey comes to an end as a group, certainly not as individuals. 

And that this group will dissolve because weôve connected on so many levels and to 

me that has been exceptionally rewarding and I really want to thank each and every 

one of you for that. You guys have been amazing, Iôve learnt so much from each and 

every one of you. And I thank you for that, I thank you for your honest y, I think you 

for the laughs, the tears, the different perspectives have been inspiring and that I 

value enormously. Thank you. 

Muhammad also felt that, ñpeople sharing their experiences and what happens in their lives made 

me realise that we're all human and we're all going to have pain or problems or success I'm 

actually grateful to be part of this group.ò Participants did not like changing groups or having 

someone join their group. Anke remembered being excited arriving for training because:  

The whole morning I thought, oh, Iôm gonna see Mandy, Iôm gonna see Laura, Iôm 

gonna see Katie, until I walked up the stairs and realised Iôm actually in the other 

group. Iôm not gonna see you guys on that day. And umé thatôs a nice group and 

theyôre probably fine together but I like our group and the conversations that weôve 

had and I think as individuals weôve had conversations we wouldnôt have had 

otherwise and run things by each other or we go and vent with each other. I 

thought, Iôm actually so glad Iôm in this group. 

Vusi felt the same way:  

I enjoy engaging with everyone. I had a chance to attend a wonderful session with 

the other group but I really missed this group. So I'm glad I was in this group, there 

was a lot of sharing of knowledge and ideas. I was probab ly the youngest one here 

but I never felt inferior. I felt that I was also valued, my ideas were heard and my 

opinions were valued so I think it was quite a good space for me. Thank you.  

Laura concluded, ñThis course is the best I have ever attended because it makes you think of so 

many aspects of yourself and others and the world, every part is valuable and I like that it is 

spaced over so many months so I can practise between sessions.ò The others agreed. 

3.7  Participants ô Video Reflections at End of Interven ti on  

During the last module of the intervention, p articipants were given five to seven minutes to share 

the final story of their  development throughout the programme. The content that was shared 



 

  85 

during the focus groups discussion (that took place  two month s prior to the participantôs final 

presentations, see Section 3.6 of this chapter), contained the same themes that re-emerged 

during the final presentations. For example, all participants reflected on where they were at the 

start of the programme . Moreover, all participants shared that becoming aware of beliefs, 

understanding how they shape reality and how each personôs beliefs differ was a key to improving 

their relationships. Challenging beliefs and integrating new beliefs or the beliefs of others changed 

their worldview. For example, Danny expressed that before the intervention  he had been very 

closed-minded, argumentative and not prepared to listen . As a result of the intervention, he 

changed his behaviour and perspective, became more open-minded and achieved more fulfilling 

relationships. While presenting his final story, t he change in Dannyôs behaviour is evident in his 

body language illustrated in Figure 3.1 Video Still Before (Closed and Argumentative) vs. After 

(Open-Minded and Fulfilling Relationships). Note that all before versus after stills show participants 

wearing the same clothes because the recordings did not happen before and after the intervention 

but were recorded at the end of the intervention and simply illustrate the participants telling  their 

story of where they were before the intervention versus after the intervention.  

 

 

 

 

 

 

 

 

 

 

Figure 3.1  Video Still: Before (Argumentative  and Closed ) vs. After (Open -Minded)  

 

Apart from the tools provided to shift limiting beliefs and set goals, there was very  little reference 

to the actual content or tools provided during each module. Five people spoke of business writing, 

four people spoke of coaching, three people spoke of learning to present their ideas and six 

people spoke of being assertive. In other word s, what each participant took away and used was 

secondary sharing. Participants spoke more about how they had changed since the beginning of 

the programme and the impact it had had on their lives, their self -awareness and their 

relationships. For example, two-thirds (16 participants) have changed the way they approached 

conflict and 22 participants said the programme was ñlife-changingò or that they ñsee the world 

differentlyò. The life-changing experience PJ had during the programme is  depicted by his body 

language in Figure 3.2. 
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Figure 3.2  Video  Still: The Programme was a  Life Changing Experience  

The process of shifting and seeing the world differently was depicted in Stefanôs final presentation 

video, shown in Figure 3.3 below.  

 

Figure 3.3  Video Still: Expanding Worldview s and Seeing People Differently  

As shown in Figure 3.3, Stefan drew various diagrams on the flip chart to show that perceptions 

can be deceiving and provide a limited view of the world. He shared that through the programme 

his major victory had been that h e was able to open his eyes, see the world, and people 

differently. This is illustrated by his change in hand gestures and facial expressions. 

All participants were grateful for the safe space that was created to change , and expressed the 

importance of the facilitator and gratitude for her ñexpertiseò, ñpassionò and ñvarious roles you 

playedò as well as enormous gratitude to the group  for their support . Thirteen participants also 

explicitly acknowledged that this process would be ongoing for them and ñdevelopment takes a 

lifetimeò. Viloshni summed this up by saying, ñSo for me these are lifelong methods. The course 

will have a lifelong effect and to you Sharon I think youôve mentored and coached and done a 

whole lot. And youôve also shared your life with us. So from our side best of luck to you and yeah 

hopefully we all get to meet again and whenever we do we can share experiences and continue to 
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learn and grow because that's what it is about.ò Their final presentations were very emotional and 

humbling and they expressed enormous gratitude for the programme. Stefan shared: 

EQ has been moulded into my core and I take what you have taught me with me 

every day and use it to the best of my abilities . We are all going to miss you a lot 

because you have changed so many peopleôs lives in this office and have been there 

for us all, so thank you for that  (Stefan).  

Khaya added, ñThat file is my future; I always refer back to it whenever Iôm stuck with something 

and know that I will find the answer on how to tackle the i ssueò and ñI truly appreciated the EQ 

course, more than anything, it taught me how to be human towards humans. It  humbled me and 

changed my life more than I can expressò (Ayanda). Precious said, ñI wish I had this EQ training 

when I was young, I would be s uch a winner now.ò Her feelings are expressed in Figure 3.4 Video 

Still: Expressing the Feeling of Being a Winner below. 

 

Figure 3.4  Video Still: Expressing the Feeling of Being a Winner  

In Figure 3.4 above, Precious was very excited and animated (shown by her hand gestures and 

facial expressions) because she was dancing while expressing how the programme had helped her 

to gain the knowledge and tools to become a winner.  

 

3.8  Participantôs Letters 

Five participantôs kept in regular contact after the intervention  and wrote to share their progress 

and gratitude (see letters in Appendix G). Laura wrote, ñThank you again for the enormous impact 

you have had on my life. I find myself quoting you often to those around me. ò Laura made major 

career advancements during the 18 months following the programme and would write asking for 

advice or to share her successes. She eventually re-engaged the researcher as her coach because 

of the enormous benefit she received from it during the intervention and she felt she needed the 

support again. This is reflected in Lauraôs email to her boss to obtain approval for the coaching: 
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Having participated in a very broad range of development opportunities in my 25 -

year career, I can honestly say that the combination of the personal coaching and 

training with Sharon has had the biggest impact on me. Since undergoing the 

private coaching sessions, I have become more self-aware and more effective in 

both my professional and personal life. Two significant professional achievements 

that I can directly att ribute to the skills I learnt is that I took a conscious decision to 

re-evaluate my professional career, make some finely tuned changes and have 

subsequently been promoted into a more senior position. I would like to resume 

personal coaching with Sharon to support me in my new role ( Laura). 

PJ also wrote regularly to share his progress towards his goals while Stefan wrote with life 

updates and said, ñThank you for being so supportive and guiding me to be who I am today . I am  

truly thankful for everything yo u have done for me and the team.ò Stefan often commented on 

the huge changes and improvements the team had made since the intervention.  

 

3.9  Participant sô Questionnaires (One Year Later )  

A year after the intervention, the intention was to draw a sample of eight participants from the 23 

participants who had completed and invite them to complete a semi -structured questionnaire to 

determine the impact of the intervention one year later and the sustainability of the results ( refer 

to Appendix H).. However, in practice, the invitation was  extended to all participants who had 

attended. Of the 23 participants invited, 17 returned the questionnaire by email. Stefan (BW1, P8) 

replied to say, ñI will go through all the information and I will write a piece for you on what's 

happening in my life. Thank you for being so supportive and guiding me to be who I am today. 

Iôm truly thankful for everything you have done for me and the teamò but his actual completed 

questionnaire was never received. Three participants kept promising to send their questionnaires 

but ultimately did not respond. Muhammad had left the employ of BASF to pursue a new 

opportunity and could not be reached. Thembi had been promoted and indicated that he was 

doing well, and had even won an internal award for best customer service but he could not 

complete the questionnaire as he was extremely busy. 

 

Promotions or Career Advancement  

Of the 17 participants who responded, all participants answered that they felt the programme had 

developed them as leaders and 13 had been promoted since completing the programme. Together 

with Thembi, this came to 14 promotions, and more than half of the total number of research 

participants. To achieve their promotions, Ella and Khaya both left the employ of Barloworld 

because the IT environment at Barloworld was very uncertain. Khaya shared, ñI am now at PG 

Group and working as a senior WM/MM SAP Consultant still in IT industry. I left Barloworld 

Equipment end of January 2016 because there was no direction on whether the IT departm ent will 

be outsourced or whether we would be retrenched. I would never have had the confidence to 

leave if it wasnôt for this training.ò Laura was promoted to Communications Manager of CCE 

Europe Manufacturing Sites and said: 

This promotion came about as a direct result of the EQ training course that equipped 

me to take ownership of my professional journey. I took the conscious decision to 

disengage from the negative influences that were making me miserable in my job 

(while I loved what I did it was the pe ople who I was surrounded by that were not 
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my happy space) and move to a space where I am appreciated and considered a 

valuable contributor to the business and the team. The new position was created as 

a result of my initiative and it was not a company str uctural change.  

Laura has since been noticed by the MD of BASF as a ñrising star who is doing great things for the 

organisationò and has since been promoted again. She is now the Head of Communications and 

Transformation, which is significant career growt h in a very short period, and says, ñthe EQ 

training and coaching with Sharon helped me fast track myself to more success than I couldôve 

imagined possibleò (Laura).  

Preesha remained in the same position but reported that, ñmy portfolio of work has increased in 

volume and responsibilities.ò Vusi too remained in the same position but was selected to visit the 

BASF Head Office in Germany to gain experience and training. This is considered an honour that is 

reserved for individuals who show significant potential. Viloshni was not promoted but she shared 

an important achievement by saying, ñI think by the end of the course I had reconciled myself 

with knowing that I had already achieved what I had initially set out to achieve when I took on 

this role. I think th at it all paid off, and though 2015 was a truly hectic year both personally and 

professionally, it was by far one of the most incredible years of my life from a growth and 

development point of view. We finished our EQ course a day before the BWE Smart Partner 

awards, and I was chosen as the overall winner of the event. I represented the Division at the 

CEO Change-maker awards in November last year. I must say that it was a pinnacle and defining 

moment for me, both from a career and personal point of view. I  know that you will enjoy the pics 

attached.ò Two pictures of Viloshni winning and receiving the CEO Change-Maker Award are 

depicted in Figure 3.5. 

 

Figure 3.5  CEO Change Maker Award Winner 2015  
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The images in Figure 3.5 depict Viloshni receiving the highest award any employee at Barloworld 

can obtain. In addition to the work promotions, awards an d achievements, the participants shared 

how different their lives had become and how the y continued to ñwithout realising apply a bit of 

each module on a daily basisò (Ella). There were things  they had not managed to change. Ella felt 

she was still bad at time management but overall they had continued to grow the year following 

the intervention , and all participants felt the programme had developed  them as leaders. Sandraôs 

story follows and the remainder of the participant transcripts and their powerful transformative 

stories are available in Appendix K. 

Where do I start? This has been such a life-changing journey. A journey that brought 

me to a place I never imagined I would be, a place of forgiveness. This journey has 

taught me to reflect on where I have been and where I am now. I cannot rewrite my 

story or life but I have made the choice to make this a brand new start on an old 

path. I am not as compulsive anymore I learned to step back take a deep breath and 

collect my thoughts, to listen with empathy and understand that I wonôt always be 

able to help. I am calmer, more patient. I donôt cry like I used to anymore. I listen not 

with the intent to answer but to understand. I also take more risks. This programme 

has most definitely developed me as a leader because it taught me to have a voice in 

a more diplomatic way and I can now motivate and uplift others  (Sandra). 

 

3.10  The Managers ô Perspectives  

Ten participants reported to the same manager, and 14 participants had changed jobs or had 

been promoted after the  programme so it narrowed the number of managers available to 

participate significantly. However, six managers were invited t o participate and four responded 

(two fro m Barloworld and two from BASF). They were asked to rate the programmeôs 

effectiveness in developing personal leadership capacity as well as describe the changes they 

noticed, and whether the results of the intervention had been sustaina ble (refer to  Appendix I  for 

the detailed questionnaire). 

All four managers felt that the programme had been successful in developing their team membersô 

personal leadership capacity. Three of the four rated the success a 9 out of 10 while Caroline from 

BASF felt that in some areas the success was an 8 out of 10 but in other areas only a 5 out of 10. 

She said that, ñThembi put a lot more thought into his emails and monthly reports than he did 

before. He was less confrontational and dealt with conflict bett er.ò She just felt that sometimes 

this change in his behaviour depended on who he was dealing with and he was more courteous to 

managers than he was to some members in his team. However, she added ñOverall, there was a 

very positive impact. He received an award from the Internal Sales team based on his attitude and 

support. Thembi has also been promoted and is, unfortunately, just about to leave my team.ò  

Sam from Barloworld also saw a big difference in her team:  

I took over as the groupôs manager a little while after they had attended the EQ 

training but I had interacted with the m before becoming their manager. The team 

consisted of 12 individuals on my arrival. I was immediately aware of two very 

different levels in the groupé some of the team showed a maturity and 

professionalism that the others were showing less of. Those stronger individuals 

have definitely progressed due to the fact that they have embraced the tools in EQ ï 

six of them were promoted into positions outside of the team and Sandra has been 
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promoted into a supervisory position within the team. So, yes, this programme has 

definitely developed their personal leadership capacity. 

Dineo agreed, and describe the changes she noticed in Viloshni as follows: 

After attending the course, she was more aware of her team dynamics and 

personalities. She is more engaging with her direct reports as opposed to ñtelling 

themò what to do. She is more open to listening to different ideas. Before the 

programme, the one consistent feedback I received from both he r peers and internal 

clients was that she was fixated on her way and refused to see any other side or, for 

that matter, listen to otherôs view. After the course, she became more engaging with 

otherôs views and I could see she was consciously restraining herself in meetings 

(she normally would talk over others). In fact, she asked the team to try to 

determine which personality types they were so we could try to understand how we 

can relate to one another better.  

Sam agreed with the increased maturity and abi lity to engage others differently. She observed 

that her team ñhad the maturity to handle difficult situations and conflict in the team. They are 

also able to interact with a higher level within the organisation with professionalism and maturity.ò 

She also elaborated further on Sandra: 

The new supervisor (Sandra) has been placed in many difficult situations moving 

from colleague to line manager and I have watched her handle some difficult team 

situations. I also know how emotional and impulsive she was befo re starting the 

programme so I was surprised when she was promoted but when taking over the 

team I soon saw the enormous change in her. She is a very different person.  

Paul (Lauraôs manager) also saw tremendous growth and maturity in Laura: 

Laura was struggling on a personal level with the management style of her 

functional manager. A number of factors had led to her indicating that she was 

considering leaving the company. The programme (along with the coaching between 

modules) all happened at the right ti me for her. As a result, she took the initiative to 

change her working situation internally. She stopped thinking that she was a óvictimô 

of the situation who had no influence or co ntrol. She adapted her mind-seté She 

has gained in confidence through this process and continues to do so as she sees 

the positive impact that her change in mind -set is having. Laura now believes in who 

she is and the valuable contribution that she makes to the site leadership team and 

to the company. She is being recognised for her contributions in various fields and is 

a sought after member of global communities within the company. She has recently 

been approached to take on a senior role in the organisation that, when she 

implements her influence, will have a positive impact on  the business. 

Regarding sustainability and impact on the business, Sam (Barloworld) said: 

The team often quoted EQ and the modules covered. In answer to whether this 

development has been sustainable, I would definitely say yes but I also think that 

has a dependency on the type of individual and their drive and ambition. Those who 

are willing to understand themselves better and therefore grow are definitely able to 

sustain their development. The impact on the business has been that EQ has 
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allowed us to take new recruits to the business and ñfast-trackò them to promotions 

in other areas of the business. 

Dineo felt that the development was ñsomewhat sustainableò and from time-to-time she could see 

that some of t he old behaviour patterns reoccurred. She expressed that:  

It would be nice if there were refresher courses for people who have done the 

course. Overall, the impact this programme has had on the team and/ or 

organisation is that it has improved the team dynamics. It would have been great if 

other members had also done the course as well. 

Caroline (BASF) felt that the development was sustainable and Thembi had even been promoted 

as a result. Lastly, Paul (BASF) said that the results were definitely sustainable and added: 

The difference between this programme and the other óquick hitô training 

programmes is that it was run over an extended period of time which allowed for 

the concepts to be practised and brought to life in real work situations. The 

homework components ensured that there was óafter classroomô learning taking 

place, reinforcing the topics under discussion. Regular communication and coaching 

sessions with the facilitator between training sessions also ensured better learning.  

 

3.11  The Experts ô Voice s 

Six OD specialists, who were experts in the field o f leadership development in South Africa (and 

worked internationally) , were interviewed. They all had more than 15 yearsô experience, and 

qualification at a PhD level. The selected experts consisted of an equal number of male and 

female participants, including one African male and one African female. This was in an attempt to 

include a diversity of cultures and perspectives. The intention was to continue with more 

interviews, if data saturation not have been reached, but this was not necessary. The voice of the 

experts, their rich stories, insights and expertise have been summarised below according to the 

interview question schedule (Appendix H). 

 

The meaning of holistic development  

All experts shared that holistic development involved taking a ñsystemsò perspective or approach 

to development and is a journey of authenticity ñinvolving everything surrounding an individual 

and the individualôs relation to different social systems and the sustainability of that individual in 

that spaceò (Rina). During their discussions, five of the six experts mentioned the importance of 

Sengeôs systems theory and three of the six referred to Wilberôs (2007) integral theory. The 

researcher resonates with Johnôs contribution that  holistic development means: 

I am a free human, and being freely connected to the ecosystem should make, if Iôm 

tuned in that way, should make me more responsive, and responsible, in the way I 

take the lead and manage things. Holistic development means you are probably more 

prone to embrace what you donôt understand, to embrace the shadow of life. You are 

probably more inclined to collect ideas, and to connect things.  So the focus will 

probably be less about you, but about you being, sort of being engaged in the world 
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in a different way. Itôll be, I think, less of a self-centred you, and more of an aware 

and responsible you (John). 

The notion of holistic aspects of self was elaborated by Rina as ñbody, mind and soul 

development, or as Jung would have described, the intellect, the doing side  and the being side 

both together .ò Naleisa echoed this, ña holistic sense of self involves mental, physical, spiritual and 

emotionalé I think it's about recognising that óthe selfô comprises many aspects and so who we 

are, at any particular moment , is informed, is nourishedé yes nourishedé by that energy that 

comes from these four components.ò Louisa May commented, ñWe are absolutely holistic. We are 

open systems, open energy systems. I believe that we have various life dimensions (spiritual, 

physical, mental, emotional and so on). And you've got to manage all of those , all of the time 

because if you neglect one ï because we're a system ï it affects everything else.ò Tumi agreed 

but felt that education as large did not recognise this type of development:  

Holistic development means tapping into your authentic humanness. We human 

beings, we are whole, and we are, in ourselves and of ourselves, holistic. Yet we tend 

to pick on and focus on certain aspects of ourselves [like physical or mental] and 

leave out the rest because maybe we donôt understand it. The current programs in 

our education system, globally in fact, is not enough, does not even approximate 

human qualities in their wholeness. So holistic development is something that the 

world needs to open up to. Develop the whole person, bring them into bare... Into 

realising that youôre greater than the you youôve always thought you were (Tumi). 

 

Ways in which an individual can be developed in a holistic way  

All six experts said that there was no single magic formula for developing people in a holistic way, 

and John and Naleisa both admitted, ñI am a bit cautiousò and ñI am a bit wary of the supposition 

that I would be developing people because people develop themselves.ò Louisa May added, ñYou 

can take a horse to water but you canôt make it drink and people can only be developed if they 

reach their own level of awareness.ò Louisa May felt that something needed to ñtrigger themò; 

Rina felt ñdissatisfaction with what was must be bigger than my resistance or I will not engage 

truly in it. I will just filter things through my thinking.ò Pete too resonated with this and shared 

that we need to go through ñcrucibles or moments of crisis to change and to realise that being 

vulnerable or going through these things does not make us weak.ò 

ñFor me there is no other way to do this than to create a space that makes things quite personalò 

(Rina) and practitioners needed to ñcreate a space to let people express themselvesò (Tumi). 

Naleisa also resonated, ñAs a practitioner, I am more of a companion and I create space within 

which people can walk this journey.ò Pete too ñcreates a safe environment within which people 

can start to share some of their crucible experiences and what they walk through in terms of 

adversity.ò John did not mention creating a safe space but did say one can only ñfacilitate 

awareness and óIô as the individual must become involved in the holistic development of myself.ò 

Rina was the only one to mention at the point that ñthe theory you plant on top of it, or the 

content, for me, is actually not that important. It is about the journey I do believe that any course 

or quick fixes or the on ce off team building is a rah rah and not necessarily sustainable. So for me, 

it is a journey and for me the journey must lead to personal sign ificance.ò 
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Again, all six experts agreed that to develop leaders in holistic ways requires the process of 

ñindividuationò (Rina). ñWe need part of the programme to focus on who you are and what gives 

you joy but we donôt do that enoughò (Tumi). John agreed and said: 

We need to probe the construct of reality in the mind of the other because 

holistically, my whole-ism, my whole, will be different from yours é and if you can 

facilitate awareness of mindful potential and mindful experience and allow that to 

emerge, that could be powerful. But, that means, that our world would have to have 

very little appetite to actually be in charge of what this development would be. It 

would mean that I just want to make sure that you come to that point of magic of 

what is YOUR reality. That almost ñahaò moment and say that Iôm actually connected 

to many things (John). 

John felt that organisations did not yet have the appetite to allow people to embark on an 

unknown journey of individuation. Pete agreed and shared the following : 

I f we create that environment, in the safety, then we can start to have real 

meaningful conversation about what that means for them as individuals and as 

human beings. So that becomes a rule; fostering trust, managing of conflict, creating 

shared meanings, those kind of things that are often not the things that people 

necessarily think about, top of mind, when they think of a leadership development 

program. But from the people going to the program, they're often the things that 

they need the most, although  they won't necessarily be the first to admit it  (Pete). 

Tumi resonated with John and said, ñWe do not focus on this [individuation] enough because 

weôve got targets, weôve got balanced scorecards, weôve got all sorts of things that narrow it and 

limit it to, like, óWe want to deliver in this financial year.ôò 

 

Essential prerequisites, design principles  and/ or tools  

All practitioners felt that entering the system from a place of wellness and ñnot assuming that it is 

brokenò (Tumi) was very important . Rina creates ñsacredness and the sacredness lie in the 

seriousness and the sacredness allows inclusivity and to do this I attempt to make everyone in 

every training program feel okay .ò Louisa May agreed, ñPeople need to be allowed to make 

mistakes and just be humanò. Pete concurred with creating ña sacrosanct space, a safe spaceò and 

Tumi included that ñwe create and hold this safe space for our clients to do their profound, 

personal development work. And itôs our responsibility, huge responsibility, to nurture that space 

for them to do the work. Itôs powerful work for them. I mean, how sacred is that? Youôre 

supporting someone to find themselves.ò Naleisa also ñcreates a safe space and in working with 

another gives people permission to be seen and when another person sees us, it almost affirms 

us. It gives us a sense of what I'm saying, thinking, feeling is valuable and it's to be respected. 

So, for her ñthat interaction, that constant interaction is very very important to me when I design 

something.ò John added the importance of ñentering into the realm of the unknown and the 

unexpected in being with other people. And, not having any expectation other than being aware 

and just being there and saying óI amé [long pause] and, may I aské who are you?ô Thatôs all.ò 

Challenging paradigms and beliefs also emerged as being important. Rina said: 
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The sacred space and valuing each member asks of us to acknowledge the games we 

play, the unconscious dynamics, the impact of personalityé whatever the topicé to 

understand that I may be different from you. I think that acknowledgment of 

diversity of thought and the stimulation thereof leaves people with a  sense of they 

are understood (Rina). 

Tumi ñchallenges existing paradigms, existing stereotypes. Even challenging someoneôs makeup, 

what they think, who they think they are and how they think they operate and how the world 

works. We are so programmed and conditioned weôre not even aware of it because we are a part 

of it.ò He ñraises awareness through questioningò and uses integral coaching to support people to 

ñfind their highest purpose because with it comes their greatest joyé and the magic of it is that 

you already have it in you.ò The work of a coach is to help clients ñintegrate themselvesò through 

ñsupporting people to find themselvesò. John also values ñfacilitating awarenessò by ñasking 

questions ï it is the most important piece.ò 

The use of narratives and stories to increase awareness and create a space to work together was 

important for Rina, Louisa May, Naleisa and Tumi because ñwe resonate with storiesò. ñNarrative is 

important because people like to share. They learn when they discuss stuff. So a lot of group 

worké let them solve their own problems and get them to recognise things that they didn't ev en 

know about themselvesò (Louisa May). Tumi uses ña lot of stories because I come from an African 

format of working with leaders. Storytelling is powerful. I tell anecdotal stories that just raise 

awareness and customise them to suit and fit the client so that they work for the m.ò This means it 

is important to ñknow your audience ï that is terribly importantò (Louisa May). ñKnow that you 

never know it all and each client is different; thereôs always something new emerging from the 

system. Always be open to learning and to embracing new stuffò (Tumi). Louisa May, Pete, Tumi, 

Naleisa and Rina customise the programme to suit the clientôs unique outcomes and Tumi 

reinforced that:  

If itôs [a specific intervention or tool] not working, donôt hang onto it so much. This is 

why, as coaches, practitioners, interveners in organisational systems, we need to 

have the biggest toolbox ever and have every tool in thereé If we only  carry 

hammers, everything suddenly looks like a nail (Tumi). 

All experts agree that they are ñnot precious about toolsò (Pete) or ñvery low on methods and 

toolsò (John). They can be ñanythingò (Rina) but must be backed by a ñstrong on conceptual 

frameò (John) and ñtheoretical underpinnings that then gives people permission [and confidence] 

to play with the theoryò (Naleisa) because ñit gives them opportunity to look for ways to marry 

that back in their own reality and workò (Pete). Pete even said he had moved away from being the 

ñsage on a stageò and it is much more about  the following :  

Co-creation and team dynamics than taking ownership. I think there is a far greater 

risk as a leadership development practitioner doing it this way because you can't 

always guarantee that you're gonna get what you want to. Because this is not a 

McDonald's drive-through, it's much more of an  experience. I think the richness of 

that experience means the outcomes of far more lasting and far more positive a nd 

far more dramatic (Pete). 
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How do you know development has taken place?  

Tumi used a ñdip-stickò pre- and post-behaviour measurement, and said that it was  difficult to 

measure the ROI of an intervention if you did not know the ñcurrent state of the client versus the 

desired state. Knowing this helps the client to see the shift; it is clear and visible to everybody.ò 

Similarly, Rina includes formal assessment measures like EQ pre and post or BeQ culture 

measurements, but says: 

On a different level, itôs in the stories and how those stories manifest, sometimes 

many years later. Those things are sometimes I think ï it brings the magic. The 

practitioner can feel it. Maybe you cannot claim it is you really. As a catalyst, you just 

maybe have been given the experience and the catalyst is supposed to withdraw 

itself after the intervention but it does make me happy  (Rina). 

Louisa May also listens to the change in peopleôs stories, and notices that they ñstop blaming and 

complainingé and start taking responsibility for their lives.ò  

Naleisa and Rina mentioned that ñimmediate evaluation can be short-sightedò and people might 

even negatively evaluate the programme negatively because it challenged them and they felt  

vulnerable. After Day 1, they either ñlove it or hate it buté fast forward to the end of the 

programme [it was a continual modular process spread over one year],  they were now one of the 

ones who rated it most highly, as transformativeò (Naleisa). Naleisa linked this to  the fact that : 

It  canôt just be a quick dip of the toe into a particular topic and then hoping and 

praying that people will have got ten it and I'm going to be inputting immediatel y and 

making big changes in their lives. Learning is a process and as we interact with the 

material and take it to their real world, that's where the test comes. And so, I think 

it's important to have processes that are ongoing in some way (Naleisa). 

Pete agreed and contributed: 

Continuous assessment is needed; it cannot be once off, so weôve moved away from 

the big project that needs to be done in week 15. We hit the ground running in week 

one and this then starts to create a portfolio of evidence througho ut the 9-month or 

12-month programme. They start to know to themselves and apply and integrate 

across personal, work, family, community and so on (Pete). 

John was different to the other experts in that  he spoke of a shift in energy and said: 

When the development happenedé thereôs an energy barometer that moves. I s it 

excitement? Is it discomfort? Is it engagement? And there may be other wordsé itôs 

not about positive or negative, buté movement. If things are the same, then I donôt 

think anything of that.  A nd unfortunately , mostly, things are the same (John). 
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Ensur ing  learning or develop ment is sustainable  

Although it was mentioned in all of expertsô interviews at some point, Rina was the only expert 

who (in response to the question of sustainability), rei nforced the design and development of the 

programme and emphasised having a ñsolid theoretical underpinning, so you work with 

psychological constructs or adult learning principles. If your ontology, your epistemology, your 

philosophy is solid then one can really trust your process because youôve ensured from the design 

aspect that the necessary learning happens.ò Taking a blended approach was also only mentioned 

by Rina and she defined it is as follows: 

Blended for me is in the methodology. I like to design  something that ensures the 

individual has exposure, the group have some work to do, the organisation ï using 

technology in different ways. Some things will be very practical; other things will be 

very theoretical. And then in between, content models. So f or me, blended is all this 

together, and technologyé more and more I will refer to apps, using of apps, using 

of online questionnaires, online resources, those types of things (Rina). 

Pete and John did say that they attempt ed to integrate online tools and resources before and after 

the intervention.  

What stood out from all six experts, and was mentioned through a number of questions and 

especially related to sustainability, is that it must be a ñjourney rather than a once-off 

interventionò (Rina). Louisa May experienced the following:  

I f you go in and you do a quick intervention and that's it, it'll be interesting maybe 

one out of the 25 will really stick to it. The rest, six months later, you need to retrain, 

because as human beings, we revert to type because fundamental things (like a 

crisis) have to happen before people actually change. A real depth of intervention 

must be between six to nine months, with ongoing integration and practical 

application to make the learning stick  (Louisa May). 

Naleisa agreed, ñThe journey must connect what they are learning in the class with their inner and 

outer worldsò. Pete attempted to connect the learning by creating what he called ñlearning pathsò 

and emphasised that ñwe are really moving away from a once off event to a journeyò. John 

agreed that the process needed to be ongoing and connected to participants outside world, but 

admitted:  

Weôve managed to get pass rates to this beautiful high level, therefore saying they 

are successful but whether they are successful out there, I think the verdict is still 

out. I hope we can let people really embrace the notion of asking and probing, as 

opposed to telling and answering. And, we are not doing enough of that yet. I think 

we should do much more in our post alumni space of keeping the questioning going. 

And weôre not doing enough of that yet (John). 

Tumi also said that sustainability is a ñtricky oneò and processes had to be customised for the 

client. Pete resonated and felt that sustainability, ñis probably the biggest pot of go ld at the end of 

the rainbow, or t he Pandoraôs Box for leaderships practitionersò and as a result too many did not 

even try to ensure that interventions were sustainable but sold the quick fix instead. 
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Track ing  the success of an intervention  

Rina and Louisa May again mentioned that  the success of an intervention is often based on 

academic success or result, and is ñtracked by evaluation forms and wheth er the person graduates 

or not.ò Naleisa is more dependent on tracking ñwork resultsò, which Rina felt is also very 

important for her because ñif you donôt show them the impact of your interventions on bottom 

line, or culture, or personal growth, you wonôt have a long relationship. You need to quantify 

because they cut the soft stuff first in most on organisat ions.ò Pete agreed that he would like to 

track the ongoing results of the participant s after the intervention but ñclients often do not want to 

pay for that .ò John honestly admitted that he felt that they were not tracking long -term success of 

interventions, and that a good tracking mechanism could make a big difference.  

Louisa May and Tumi were also interested in the changes or stories emerging from the system. ñI 

hear and see the success in their stories and lifeò (Louisa May) while Tumi said, ñthe system will 

tell you and show you if youôve been successful.ò Four of the experts also mentioned, ñAnother 

way of measuring success is when the client doesnôt need you anymore.ò 

 

Pitfalls practitioners should avoid  

ñI think the biggest risk is that we have preco nceived assumptions about what works, and that we 

donôt meet the system where they are at. I also think if we use off the shelf modules, we óplakô 

[stick] it in, rather than understanding the s ystem and working through thatò (Rina). Pete agrees 

that you cannot ñsimply try to take a model and expect that it's going to be the same for every 

situation.ò Tumi echoes both Rina and Pete when he said the following : 

The first one is you donôt know shit. Thereôs no better way to put it. For me, you will 

be shocked, you will be surprised all the time  at how much knowledge and wisdom is 

already in the client system. Tap into that. Suspend your own knowing, you will learn 

more, you will be more impactful.  Do not assume that something is broken because 

then your orientat ion is towards fixing. People systems have their own equilibrium, 

their own format of health that we may not resonate with, we may not understand 

from our external perspective (Tumi). 

Naleisa concurred, ñthinking the information I have is sacrosanct and canôt be challenged is a 

major pitfall . I think if I can just put it in one wor d, if we can avoid assumptions and rather let me 

óaskô because when I assume I bring all sorts of untruth to the learning space.ò 

Naleisa, Tumi and John also reinforced a concern about practitioners trying to be ñan authorityò, 

ñthe General in this change thingò and ñin controlò. We need to have our ñteaching based in good, 

hard, rigorous science and be an expert in itò (Louisa May) but then ñoperate from an authentic 

space of self and create space for people to take a risk and delve into their own truthò (Naleisa). 

ñThe problem with lifelong learning is, the longer you do it, the more you realise that actually you 

know very little and so I'm probably less confident now than I was w hen I startedò (Pete). 
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Additional tips or advice for developing individuals holistically and sustainably  

The advice from the experts was to firstly,  ñSharpen your own pencilò (Louisa May) and ñtake care 

of your own personal development. Your own robustness is so, so, so importantò (Rina). In 

addition to that is the importance of supervision and ñtaking time to declutter, to shift things back 

to where they belong and to grow inside after intervention, which we often donôt do if we just 

deliver. First part is what do I contain on behalf of this group? Is this frustration mine? Or is it the 

systemôs? And those types of reflections. I think itôs importantò (Rina). Louisa May and Naleisa 

both agreed that practitioners needed to take care of their own developmen t and well-being as it 

is the only way we can go into an intervention wholly accepting of another and from a place of no 

judgement to ñallow people to be who they areò (Louisa May). We still have to be able to lovingly 

ñchallenge and chase people to get to the core of who they are. We must help them to unlearn 

centuries of learning, where weôve told them who they are notò (John). 

The second piece of advice from John, Pete, Rina and Tumi was to take a ñsystemic approachò 

and ñbe contextually smart. The thing  that works in one space wonôt necessarily work in another 

space and it is understanding of that context that will make your intervention fit either  congruent 

or not congruentò (Rina). Tumi added: 

There are no perfectly fitting leadership solutions anywher e. Some of the broader 

solutions to leadership challenges around the world come recommended from the 

well-known, most popular models, especially the American ones because theyôve 

done more research, more writing on it. Those are useful, but they are not th e óbe 

all, end allô and one-size-fit -all. They are meta-models, meta-tools, frameworks and 

benchmarks that we should definitely look até We need to take that and customise it 

carefully into our own specific conditions. South African and African workplaces have 

something unique and different, thereôs a stronger communal spirit that has been 

suppressed for so long, among most of the workforce, even managers that have 

risen up to that, black and white. It  is a big part of who we are, and when we tap 

into that,  things work out much easieré We need to take our context, cultural, social 

environment, into account in developing our leaders. When we do that, we realise, in 

fact, the rest of the world is actually searching for thaté the world needs more 

humanised workplaces and we have Ubuntu right front of us . We live it;  we work it  

(Tumi).  

Naleisa agreed and ñhopes that we are able to help organisations develop into higher purpose 

organisational systems rather than just money driven. There's more to life than money.  We need 

to get back to being human and living our purpose.ò 

Rina was the only expert to mention that she was also ñvery pro-accreditation. So being involved 

with the Institute of People Management (IPM), South African Board of People Practices (SABPP) 

and the American Psychological Association (APA) so you can ensure you have a good network but 

also that you are tapped into current ethical practices .ò This researcher agrees that this is very 

important because you align yourself with best -practice, integrous standards.  

Rina also concluded by sharing her feelings about the study:  

I would also like to add that I think itôs an important study. I think your work is quite 

important. I think itôs under-published. I think thereôs a gap for that. And I think your 

work is excellently pitched, so ultimately I think it will contribute to the validity of our 

field. Itôs making it less ófly-by-nightô and less consulting orientated. But that scholar -
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practice dilemma and I think thatôs a paradox that the whole world is struggling to 

define. I think itôs manifesting beautifully in your study (Rina). 

John also included his feelings and hoped that the following would be remembered in the context 

of this study: 

Be aware, in the notion of holistic engagement, that there will alw ays be part of 

reality that exists that you canôt see, and therefore, you donôt need to give it a full 

answer. Because in the learning, people may not be able to share what is really 

there, because they are maybe not ready to give what is there. You may ju st get 

what they are able to give you, but that may no t necessarily be who they are (John). 

 

3.12  Conclusion  

This chapter provided a summary of the various slices of data collected throughout this research. 

This included the EQ-i2.0 and BeQ results of the 23 part icipants who completed the intervention, as 

well as their lived experiences through the intervention (obtained from their self-reflective 

journals, focus groups and final video presentation transcriptions). A year after the intervention 

the participants and their managers shared the impact and sustainability of the result of the 

intervention via a questionnaire. Lastly, the voices of six leadership development experts sharing 

their thought s on holistic and sustainable personal leadership development were also included.  

From the summary of all the data, the intervention appeared to have been successful and the 

results sustainable. Participants had many similarities and common themes that emerged in their 

development experiences, such as gaining an expanded worldview and skills for better 

understanding and managing their emotions and relationships with others better. While other 

development experiences were unique and personal, and often a participant took away something 

from the intervention that no one els e did. This reinforced that participants  development needs 

were often as unique as their fingerprint s. Overall, 14 participants were promoted after the  

intervention and their manager s felt that the intervention had a significant impact on the 

individuals, the organisation and the results were largely sustainable. It was interesting t o see that 

what the participant s shared about their development was echoed in their managersô feedback.   

This data was gathered with the aim of an swering the research questions and meeting the overall 

aim of the research. Chapter 4 will describe and discuss the analysis of this data and the results 

thereof. 
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4 Chapter 4: Data Analysis  

4.1  Introduction  

In Chapter 3, the data collected was presented to provide the context of the participantsô 

experiences of the phenomenon of holistic and sustainable personal leadership development 

within the field of study. After presenting the data in Chapter 3, it was reviewed numerous times 

to distil the essence of the data and interpret the participantsô experiences. This chapter will now 

explicate the details of the data analysis conducted based on a blend of hermeneutic 

phenomenology and grounded theory. This level of detail is important to ensure academic rigour 

(Oates, 2006) or trustworthiness (Guba, 1981). It will become apparent that the suggestions 

made by Silverman (2003) were observed. These included, but were not limited to, field notes, 

transcripts of interviews (used to reinterpret and check or re -check where necessary) and 

thorough and appropriate tabulation being used.  

The use of hybrid research methodology was dominantly influenced by the work of Viljoen -

Terblanche (2009), Annells (2006) and Rennie (2000). The use of a joint approach was predicted 

by Strauss and Corbin (1994), and has proven valuable in studying this complex phenomenon 

because it required much breadth and depth of study (William & Hutchinson, 1991; Annells, 2006; 

Viljoen-Terblanche, 2008). Kafleôs (2011) explanation of data analysis in hermeneutic interpretive 

phenomenology and Charmazôs (2006) constructive approach to grounded theory influenced the 

approach to data analysis. The sections that follow will start with the presentation of the 

descriptive statistics analysis of the EQ-i2.0 and BeQÊ results, and then outline the approach to the 

transcription of data, followed by the combined use of manual coding and ATLAS.ti. Then the 

details of the hermeneutic phenomenology and grounded theory coding process and results will 

follow. 

 

4.2  Data Transcriptio n 

The participantôs EQ-i2.0 results, BeQ results, self-reflective journals, one-year post-intervention 

questionnaires and their managersô questionnaires were all submitted in written format  so no 

transcription was required. The focus groups and final reflection presentations were video-

recorded and the expert interviews were recorded digitally, and therefore required transcription. 

Due to the high volume of data produced, some of the transcriptions were outsourced but the 

researcher quality-assured each one herself, and read all texts multiple times. She did this to 

ensure that she immersed herself in the data but avoided coding or jumping to broad 

categorisations prematurely (Charmaz, 2006). The researcher also transcribed each of the focus 

group discussions herself because she was the only one who could differentiate between the 

voices of the participants, and she wanted to remain close to the data  (Charmaz, 2006). 

 

4.3  Combined Use of Manual and ATLAS.ti Software for Analysis  

Coding started as soon as the first piece of data was collected, and the first 150 pages were coded 

manually. During this process ñeach unit of data was compared with each other unit in a process 

of constant comparisonò (Rodwell, 1998:58). In constructivist inquiry, inductive data analysis is 
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preferred because the findings need to be grounded in the data and ñno fixed parameters are set 

to guide analysis decisionsò (Rodwell, 1998:58). It soon became apparent that the large volume of 

data was going to be difficult  to manage manually, and would be extremely time-consuming for 

one coder. The decision was made to employ the support of two external research psychologists 

who were well versed in the use of ATLAS.ti. Their support not only ensured that the data could 

be analysed within a shorter period but introduced the resear cher to ATLAS.ti and enabled her to 

ñéextract, categorize, and interlink data segments from a large variety and volume of source 

documentsò (ATLAS.ti, 2010:5). According to Denzin and Lincoln (2005), computers are beginning 

to play a bigger role in the ana lysis of qualitative data.   

Learning to use ATLAS.ti was easier than anticipated and all initial manual codes were transferred 

to ATLAS.ti, and proceeded to use it to analyse all data collected through research Step 1 to Step 

8. Because the data comprised 209 documents totalling over 1200 pages, analysing the data 

without the use of a computer-based data management programme would have resulted in 

additional weeks, possibly months, of work (Sætre, 2010) . Not only was the use of ATLAS.ti less 

time-consuming and more efficient but the goal of the constant comparison was in part to reduce 

data and identify causal relationships between the categories, making computer-assisted analysis 

highly suited (Weng, 2012) . ATLAS.ti also adds to the rigour and trustworthin ess of qualitative 

inquiries (Tajuddin & Jauhar, 2015; Drisko, 2013), while allowing the researcher to draw her ñown 

constructions and interpretationsò (Charmaz, 2000:520). The researcher did return to manual 

analysis during selective coding and theory building. This was because the research project was 

interpretive in nature, seeking the meaning of subjective experiences , and Weng (2012) identified 

that the use of a ñmanual method provides room for creativity in the demonstration of a non-

causal framework that makes the most sense in meaning-makingò (Weng, 2012:8). The coding 

process followed will be explained in detail next.  

 

4.4  Data Coding  

Data analysis and data gathering were conducted simultaneously in a constant comparative 

fashion with the awareness that ñcoding is not a precise science; itôs primarily an interpretive actò 

(Saldaña, 2008:4) and involves the process of labelling segments of data to simultaneously 

categorise, summarise and account for each piece of data (Charmaz, 2006). Qualitative research 

has in fact ñevolved into a multidisciplinary enterprise, ranging from social science to art formò 

(Saldaña, 2008:2), and within the context of this study , coding for both  hermeneutic 

phenomenology and grounded theory places emphasis on ideas, concepts and themes arising 

from the data rather than fitting data into preconceived categories (Corbin & Strauss, 1990; 

Charmaz, 2006). The difference between the two methods is that the purpose of hermeneutic 

phenomenology is the understanding of the phenomenon or lived experience of the participants 

whilst grounded theory is used for developing or testing theory. Therefore, the coding techniques 

applied (open, axial and selective coding) can be, and were, used to facilitate all aspects of the 

study. Initially the p rocess started with the data gathered from Barloworld Group 1, then the data 

gathered from Barloworld Group 2 and then BASF (in other words, during Step 1 to Step 4 each 

groupôs data was analysed separately). Then the intervie ws with the OD experts were analysed. 

Then a year after the intervention, questionnaires of both participants and managers were 

collected and analysed, and finally all data could be integrated to construct the theory from the 

data. It was a lengthy processed that spanned a three-year period. 
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4.4.1  Open Coding  

4.4.1.1  Immersion in the Data  

Before open coding could begin, the researcher immersed herself in the data (Van Manen, 1997). 

This involved transcribing and organising texts and the iterative reading and re-reading of texts to 

begin preliminary interpretations that could facilitate coding (Ajjawi & Higgs, 2007). Employing the 

use of two external research psychologists enabled dialogue about the emerging coding 

framework, and served as a vehicle for reflection, expansion and revision of the emerging ideas. 

The value in the use of external coders was initially to spread the workload but went far beyond 

that in supporting the researcher to consider alternative interpretations , and added a richness and 

thoroughness in interpreting the data (Barbour, 2 001).  

4.4.1.2  Initial Coding  

Open coding then began by reading through the data several times and by breaking down the 

data into discreet parts to create  provisional labels (codes) for sections of text (also referred to as 

data or quotes) relevant to the research questions. Coding was not based on existing theory but 

on the meaning that emerged directly from the data. Sentences were taken apart to ñfind 

similarities and differences that could facilitate the identification of central i deas (mostly referred 

to as discrete concepts)ò (Taljaard, 2014:183). These central ideas were labelled with a particular 

name to become a concrete concept or basic unit of analysis (Strauss & Corbin, 1990). Re-

occurrences of a particular concept could then be identified and grouped to gether to form a 

category, which related to a specific phenomenon. It is important to note that the researcher 

agrees with Salda¶aôs (2008) notion that although a set of themes is a good thing to eventually 

emerge from analysis but ña theme is an outcome of coding, categorization, and analytic 

reflection, not something that is, in itself, codedò (Salda¶a, 2008:13). At this point there were 

ñother rich discoveries to be madeò (Saldaña, 2008:13) by simply staying with the data an d 

exploring phenomena like the participantôs process, emotions, values and so on.  

The initial coding for Barloworld Group 1 was done by hand to enable staying closer to the data 

and to follow Charmazôs (2006) advice of remaining open, keeping the codes short, simple and 

precise, comparing data with data and moving quickly and instinctively through the data . The 

researcher, together with the co-coders, discussed, interrogated and refined the codes until a 

suitable coding framework emerged. The example below (Figure 4.1) illustrates the initial manual 

coding process. The handwritten text in the figure (which might be hard to read in places) has 

been included in typed format to the right of the figure to ensure readability.  
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Considered EQ a 

punishment 

 

 

EQ lessons learnt 

- communicate 

- forgive 

- less impulsive 

- eye opener 

- beliefs ï 

recognised own 

belief system 

- how it impacts 

others (home/work)  

 

 

 

 

 
 

 

Faced issues! 

 

 

Recognised 

strengths she didnôt 

think she had in her 

Figure 4.1  Manual Coding of Data  

 

Figure 4.1 above is just one example of hundreds of pages that were coded manually (refer to  

Appendix L. Once the categories started to fill up and the coding framework had been established, 

the coding framework and all hand-coded data were transferred to ATLAS.ti because it would have 

become unmanageable to continue with all data collected (eventually amounting to over 1200 

pages of text) in a manual fashion . The process of constant comparative analysis (between 

participantsô data within a group and eventually across groups) was critical in ensuring that the 

theory generation was ñintegrated, consistent, plausible and close to the dataò (Glaser & Strauss, 

1967:102), and was also easier to manage in ATLAS.ti. Throughout the process of coding, the 

researcher allowed herself to be influenced by the data  and wrote numerous memos to aid her in 

building insights into the essence of the story emerging from the participantôs lived experience of 

the intervention as well as identifying the key variables in the research. 
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4.4.1.3  Revision or  Clean -Up of Codes  

This process was much more labour intensive than the research expected, and lasted many weeks 

as it involved reviewing every single quotation and code. It is important to note that throughout 

this process the coding scheme was refined by adding, removing, expanding and revising the 

coding categories. Sometimes codes flourished in a way that there was too much data, sometimes 

referred to as a monster code. In this case, the code needed to be broken down into sub -codes to 

better organise the data. The use of a Codes Primary Output Table (one of ATLAS.tiôs data 

analysis tools) was included to assist with the revision . This table was used to see the distribution 

of the codes across each participant and document type to begin to assess what could be a low 

frequency or monster code. A Code Co-occurrence Table was also used, with the aim of 

identifying and removing possibly redundant codes or codes that occurred repeatedly for the exact 

same quotation segment. 

The process started with 686 open codes (a small extract is shown in Figure 4.2) that was printed 

out to enable the meticulous and detailed recording of the audit trail  as codes were deleted, 

merged or revised. 

 

Figure 4.2  Extract of Audit Trail for Code Revision and Clean -Up 

 

Figure 4.2 above is an extract of 10 pages of codes that were meticulously revised and the audit 

trail recorded; 11 codes were deleted immediately because they were not used. The codes were 

then organised them by grounded-ness to assess each code one by one. It was possible to delete 

a further 31 codes based on their lack of grounded -ness. During this process, categories began to 

emerge and were used to organise the codes effectively. Constant comparative analysis and 

memo writing  were conducted throughout . By the end of the code c lean-up process, 383 codes 

that were relevant and appropriate for  this study remained.  
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4.4.1.4  Developing of Categories  

The initial process of coding the data started to provide clear evidence of emerging categories. An 

example of this is shown in Figure 4.3, taken directly from ATLAS.ti showing the way participants 

spoke of the lessons learnt during the intervention.  

 

Figure 4.3  Develop ment  of Categories  and Sub -Categories  

 

The following categories emerged from the data: Challenges the participants were facing, 

application of tools received during the  intervention, feelings participants experienced, growth 

experienced as a result of the intervention, the importance of group dynamics and having a space 

to learn and grow, the importance of the facilitator and feedback about the intervention and what 

worked and what did not work . Each category had sub-categories as shown in the example in 

Figure 4.3.  

 

4.4.2  Axial Coding  

According to Strauss (1987), the purpose of axial coding is to identify relationships between the 

open codes and categories with the purpose of  detangling and describing relationships on which 

the axis of the category is focused. Charmaz (2006) argued that this encouraged the use of an 

analytical frame (or structured scheme) that was not always useful and might ñmake grounded 

theory cumbersomeò (Charmaz, 2006:3) and too rigid . Her approach to linking categories and 

constructing a model was more flexible, and she referred to it as focused coding, which was 
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preferred during this study (the terms axial coding and focused coding are used interchangeably). 

The move to axial coding was not entirely a linear process but an emergent process that called for 

concentrated, active involvement in th e process (Charmaz, 2006). Data-to-data comparison helped 

with this coding phase and the researcher repeatedly asked, in relation to the research questions, 

ñWhat are the connections among the codes? What fits together, what does not really fit? Are 

there any large codes that still need to be sub-divided, recoded or reorganised? Are there any 

codes that can still be merged together?ò Where open coding fractured the data, axial coding 

reconnected the data in new more abstract and interpretive ways (De Vos, 1998; Birks & Mills, 

2015). During this phase, the aim was to understand categories with regard to  their relation to 

other categories and their sub-categories.  

Both ATLAS.ti and manual methods were used for axial coding. ATLAS.ti was useful for creating 

network views to visually understand categories in relation to other categories and th eir sub-

categories. This required sorting through co-occurring codes and actively considering how the 

codes linked together to explain the phenomen on of holistic and sustainable personal leadership 

development. By sorting through the codes, it was possible to discern which were ónice-to-knowô 

versus óneed-to-haveô. This process required reviewing the text or quotations for each code, to 

critically consider inclusion or exclusion. As a result, various network diagrams emerged from the 

data, such as the one depicted in Figure 4.4 below. 

 

Figure 4.4  Axial Coding Network Diagram Example  

Figure 4.4 shows the relationship the participant s experienced between journaling and applying 

breathing techniques to be open to feedback, and to be able to  admit their mistakes. This 

changed and expanded their worldview and they provided feedback that it was an eye-opening 

and life changing experience. Figure 4.4 was one of 22 network diagrams that were created. 

Manual printing and analysis was also used for various categories and sub-categories that needed 

comparing; for example, some of what had been coded as a ólesson learntô was actually an 

óapplication of a toolô or ógrowth of the individualô. The only way to discern, differentiate and piece 

together these codes into the correct categories was to print the codes side by side and then 

manually review each piece of text associated with each code to ensure it was correctly assigned. 
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After much active participation, deliberation with the co -coders and comparing concept to concept, 

to ident ify similarities and differences and to ensure consistency in the coding of concepts (Strauss 

& Corbin, 1998), the categories were restructured appropriately.  

It is important for the reader to note that the data analysis through this research was blended 

and, therefore, enabled the choice of hybrid research methodology, namely hermeneutic 

phenomenology and grounded theory. The use of axial or focused coding is applicable for both 

methodologies as during this phase of analysis the ñsecond order constructs were generated using 

the researcherôs theoretical and personal knowledge; these were abstractions of the first order 

constructsò (Ajjawi & Higgs, 2007:624) as is appropriate for hermeneutic phenomenological 

research. 

 

4.4.3  Selective Coding  

Selective coding is the final phase of data analysis, and involves choosing and integrating core 

categories as emergent themes by relating them to other categories and core categories (Jones & 

Alony, 2011). The themes were developed from the results of the open and axial coding  stages of 

analysis. During this stage, the following transpired : 

Themes and sub-themes were further elaborated and their relationship clarified by 

reading and re-reading all the data. This stage involved continuously moving 

backwards and forwards between the literature, the research t exts and the earlier 

analysis (Ajjawi & Higgs, 2007:625).  

In addition, the researcher  moved from analysing and understanding each part of the text in 

relation to the whole by  asking how the meaning of the part wa s informed by the whole and the 

context of t he whole. This process was dialectic and iterative and informed by the hermeneutic 

circle (see Figure 2.5 The Hermeneutic Circle). It enabled increased understanding of the texts 

and have deeper engagement with the data. In so doing, interpretation of the research 

phenomenon of holistic and sustainable personal leadership development evolved, and an 

understanding of the participantôs lived experiences emerged. ñThis in-depth interpretation helped 

identify meanings that the part icipants could not articulate,  considering the complexity and tacit 

nature of the phenomenon being  investigatedò (Ajjawi & Higgs, 2007:625).  

Where axial coding facilitated the organisation of codes and concepts established during the open 

coding stage into categories, selective coding now enabled the saturation of the core categories 

(Alemu, Stevens, Ross & Chandler, 2015). Both Glaser (2001) and Charmaz (2006) agreed that 

reaching data saturation was not seen as the point where the same pattern occurred ov er and 

over but ñthe conceptualization of comparisons of these incidences which yield different properties 

of the pattern, until no new properties of the pattern emergeò (Glaser, 2001,191). The researcher 

was conscious, active and erred on the side of being overly cautious in deciding the point where 

the categories were saturated and theoretical framework was worked sufficiently . Eventually the 

point was reached where the analysis did not bring any new categories, even though the stories of 

the participants still varied in their specific content, and data saturation was reached. This study 

was commenced with the awareness that there might not be enough participants or sufficient data 

to reach saturation but by the end of the study, more than enough data was collected and data 

collection and analysis could have stopped long before it did. The use of memos and constant 

comparative analysis was instrumental and ñduring each of these refinement and saturation 
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processes, the analysis moved from mere description to conceptualisationò (Alemu, et al., 

2015:534).  

According to Strauss and Corbin (1990), selective coding is complete when all inferred themes are 

integrated into one theme. In other words ña conceptual framework of themes builds up to a 

single storyline that covers all inferred themes (Holloway & Wheeler, 2002; Benecke, 2006; 

Schwartz, 2007)ò (cited in Taljaard, 2014:288). To complete the selective coding phase and tie the 

main themes together in to one central theme, again a combination of ATLAS.ti and manual paper-

based analysis was used. Another co-occurrence table was created but the purpose was differen t 

to that of the data clean -up process. The reason for re-doing the co-occurrence table was to focus 

on the relationship between code categories as an essential step to understand how these 

relationships related to the research phenomenon. In other words, it was not to determine code 

redundancy (as in the case of code clean-up), but for identifying and establishing the essential 

relationships to the phenomenon. The co-occurrence table was printed (because it spanned 

numerous pages, refer to  Appendix M) and used it together with post -its to make notes and draw 

all themes into one central theme with a coherent storyline.  

For this particular study, the analyses resulted in the emergence of five major conceptual themes, 

sometimes referred to as central or core categories. They represented the overarching themes 

discussed by all research participants in the context of holistic and sustainable personal leadership 

development, and enabled answering the research questions. The key themes are as follows: 

Importance of Cohort Learning, Importance of the Facilitator, Importance of Application of 

Learning in Real World, Need for Challenges and Vulnerability to Shift Paradigms and Learning is a 

Journey and Takes Time (No ñQuick Fixò). The next chapter explores the literature that was used 

ñas another source of data to be integrated into the constant comparative analysis process once 

the core category, its properties and rel ated categories have emerged and the basic conceptual 

development is well underwayò (Glaser, 2004:12). Therefore, the core categories are discussed 

exhaustively, and the relationships among the five core categories are elaborated. 

 

4.5  Content Analysis  

Content analysis was mostly used prior to the coding process (discussed in section 4.4 Data 

Coding) to synthesise and integrate all data including relevant literature. Viljoen-Terblancheôs 

(2008) example of integrating content analysis as an analysis technique was followed ñto 

incorporate the data which had been obtained via the different data gathering efforts into a 

holistic attempt to explore the phenomenon in questionò (Viljoen-Terblanche, 2008:286). Mayring 

(2000) proposed two different procedures f or qualitative content analysis. Rather than using 

predetermined codes or categories, inductive category development was used whereby the codes 

and categories were derived from the data . This approach was necessary to allow the research 

findings to emerge directly from the data and to make sure that ñkey themes were not obscured, 

reframed or left invisible because of the preconceptions in the data collection and data analysis 

procedures imposed by deductive data analysisò (Thomas, 2003). The theory that emerge d was 

then developed and built upon by using grounded theory (Charmaz, 2006). Despite its name, 

content analysis is more of a data reduction technique than an analytical one because it breaks 

down lengthy text material into more manageable units of data (Kohlbach er, 2006). The three 

phases suggested by Elo and Kynga (2008) were followed, these comprised the preparation 
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phase, the organising phase and reporting the analysing process and the results. The phases that 

were followed to break down and reduce the text wi ll now be discussed.  

 

4.5.1  Prepara tion Phase  

There are no defined rules for analysing the data. However, the key feature of all content analysis 

is that large volumes of text are classified into much smaller content categories (Weber , 1990;  

Burnard, 1996). The preparation phase starts with selecting the unit of analysis, and Graneheim 

and Lundman (2004) pointed out that the most suitable unit of analysis is whole interviews 

because they are large enough to be considered as a whole, while still small enough to p rovide 

context and meaning to the analysis process. The researcher, therefore, immersed herself in the 

data, interview by interview or video transcription by video transcription, and strove to make 

sense of the data by following  Deyôs (1993) advice of reading the data while constantly asking: 

Who is telling? Where is this happening? When did it happen? What is happening? Why? While 

immersing herself in the data, the researcher was attending to the manifest (visible surface 

content) as well as the latent or underlying content meaning (Graneheim & Lundman, 2004). 

 

4.5.2  Organising Phase  

Organising includes open coding, creating categories and abstraction (Elo & Kynga, 2008). This 

process was started by hand, marking keywords or phrases with a pencil, then highlighti ng in 

various colours to start placing the codes into the categories she identified. She attempted to 

make the coding process as simple as possible and engaged in constant comparative analysis as 

well as discussion and debate with the external researchers employed to assist with data analysis 

aspect of this research. This organising phase was extremely lengthy and involved the meticulous 

reading and reading of the texts. After some initial organising and coding by hand, the data was 

moved to ATLAS.ti to enable more effective management and ultimate use of the large volumes of 

data. 

The aim of grouping data is to reduce the number of categories by collapsing similar or dissimilar 

categories into broader higher order categories (Dey, 1993). ñThe purpose of creating categories 

was to provide a means of describing the phenomenon, to increase understanding and to 

generate knowledge (Cavanagh, 1997)ò (cited in Elo & Kynga, 2008:111). The process of 

abstraction was then to formulate a general description of the rese arch topic through generating 

categories (Polit & Beck, 2004). The abstraction process continued as far as was reasonably 

possible, keeping in mind that the intention was  to build on this initial understanding through the 

process of blending hermeneutic phenomenology and grounded theory data analysis strategies as 

discussed in section 4.4 Data Coding. An example of the research process of data abstraction is 

shown in Table 4.1 below. 
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Table 4.1  An Example of The Abstraction Process  

Sub-Category  Generic  
Category  

Main  
Category  

That innocent small little voice in my head telling me that I am 
not good enough. 

Chall_Negative  

self-talk 

Challenges 

Iôm in the habit of thinking that I will never be able to complete 

this in time, this normally result s in my not being able t o 
complete what needs to be completed. 

I am fighting negative self -talk to keep myself positive and 
coping. 

Negative self-talk is my biggest enemy ï outwardly I know 
what to say (perhaps creating an unauthentic façade) but my 

internal dialogue continues on a self-destructive path. 

Listening effectively has always been one of my challenges and 
I still have to make a huge effort to listen . 

Chall_Listening 

I do tend to zone out when the speaker is talking about a 
subject that does not stimulate my m ind. 

Quite often I tend to listen to only part of someone's 
conversation or request. 

I feel that I sometimes donôt get the same ñmessagesò as 

others when I listen, especially in the workplace . 

I donôt have patience with ñstupidò people, (not really the 

correct word) because I donôt want to explain myself over and 
over and over. 

Chall_Judgemental 

/ misperception of 
others 

Um, I didnôt take the time to get to know him, whatsoeveré I 
just though t he was a stuck-up old person [chuckles] who was 

very full of himself.  

I was very judgemental. 

In the beginning of this programme, I would probably think 

that this person is crazy or something like that , and move on 
from there and not even give them a chance.  

 

In Table 4.1 above many challenges that the participants were experiencing before the 

intervention commenced were uncovered. The number of challenges (an example of a main 

category) was a total of 21 sub -challenges or sub-categories. Three sub-categories are depicted in 

Table 4.1 by way of an example. The full list of final categories and sub-categories are available 

electronically for viewing and exploration in ATLAS.ti. 
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4.5.3  Reporting the Analysing Process and Results  

Interpret ing and reporting of the research findings was only done after the open, axial and 

selective coding processes (described in section 4.4 Data Coding) were completed. This was to 

allow for the essence of the story of the participant s lived experiences during the intervention to 

emerge (facilitated by hermeneutic phenomenology strategies) and to allow  for th e theory of the 

phenomenon to be built sufficiently by using grounded theory and the framework of holistic and 

sustainable personal leadership development to emerge.  

 

4.6  Descriptive Statistics  

Descriptive statistics were used to analyse the participantôs pre- and post-intervention EQ-i2.0 

scores. The theory of Emotional Intelligence and the specific definitions of the Bar -On EQ-i is 

detailed in paragraph 1.3.1 and the assessment overview in Annexure A. As outlined in the 

research steps (see Table 2.1), both pre- and post-assessments were conducted to show the 

impact of the intervention on the participants EI. The intervention was specifically designed to 

develop personal leadership capacity by focusing on the development of EI. Descriptive statistics 

were the preferred method of analysis because the required output was  to describe what the data 

showed, and not to try to reach conclusions that extended beyond the immediate data alone as is 

the case with inferential statistics (Troch im, 2006). The use of descript ive statistics also enabled 

presenting data in a manageable and graphic form.  

 

4.6.1  EQ-i2.0  Pre - and Post -Assessment Scores  

Barloworld Group 1ôs pre- and post-scores (in Figure 4.5) are now presented, then Barloworld 

Group 2 and finally BASF. 

 

Figure 4.5  Barloworld Grou p 1: Graph of EQ -i2.0  Pre -  and Post -Results  
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Figure 4.5 shows that the emotional intelligence development journey yielded positive results. The 

intervention was designed to enhance the emotional intelligence of the Barloworld e mployees with 

specific focus on enhancing Self-Perception, Self-Expression, Interpersonal, Decision Making and 

Stress Management. In the Barloworld Sample Group 1, of the eight employees who had been 

identified to take part in this study the total emotiona l intelligence scores of all but one improved. 

P4ôs score remained unchanged at 117, which is already a high score. The circumstances 

surrounding P6ôs very low pre-intervention score and how she achieved such a significant increase 

is outlined in 3.3.1 EQ-i2.0 Barloworld Group 1 and is one of the biggest improvements the 

researcher has experienced during the course of her career. In total, EQ increases by an average 

of 18.14 points.  

 

The graph that follows (Figure 4.6) illustrates the scores for the second group at Barloworld who 

participated in the same intervention designed to enhance their emotional intelligence.  

 

Figure 4.6  Barloworld Group 2: Graph of EQ -i2.0  Pre -  and Post -Results  

 

Figure 4.6 reveals that the emotional intelligence development journey for this g roup again yielded 

positive results. Of the six employees who participated in Group 2, the emotional intelligence 

scores of all but one improved. P1ôs score decreased by three points but overall she had a 

healthier EQ profile because she started out wanting to please people at all costs and her Self-

Expression Composite before the intervention was 78, which is considered to be outside of 

effective functioning (between 86 and 104 is the effective functioning range). After intervention, 

her Self-Expression Composite had increased to 91 ï within effective functioning rage). P1ôs 

Interpersonal Composite was also 119 before the intervention and decreased to 100 after 

intervention; this again brought it within the effective functioning range and ensured that her E Q 

results were more balanced. In total, EQ increased by an average of 8.8 points.  

The graph that follows (Figure 4. 7) illustrates the scores for the third group who participated in 

the study. This group was from BASF, and they participated in the same inte rvention designed to 

enhance the emotional intelligence.  
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Figure 4.7  BASF: Graph of EQ -i2.0  Pre -  and Post -Results  

 

Figure 4.7 shows that the emotional intelligence development journey for this group yielded 

positive results. Of the 10 employees who participated, th e emotional intelligence scores of seven 

improved. Three participantsô (P3, P8, P10) post-assessment scores decreased by three points; 

this is not considered statistically significant and all participants remained within the effective 

functioning parameters (between 86 and 114 points).  The score decrease for P3 can be explained 

by his unhappiness at work and his constantly having to deal with a very difficult manager . 

Muhammad left the organisation shortly after the intervention was completed. The score dec rease 

for P8 is interesting because her Empathy score dropped the most (from 74 to 63). Having gotten 

to know her during the intervention, the researcher can confirm (through direct observation) that 

the score after intervention is a more realistic assessment because, at the start of t he 

intervention, she was not aware of how low her empathy was. P10ôs decrease can be explained by 

the fact that she received news at the end of the intervention that her husband had pancreatic 

cancer, and she was under high degrees of stress and experiencing emotional turmoil. In total, EQ 

increased by an average of 8.86 points. When the results of all three groups (Barloworld Group 1, 

Group 2 and BASF) are combined, 19 of the 23 participants showed increased post-assessment 

scores (average = 12.26 points).  This is considered a very significant increase in their EQ. 

 

4.6.2  BeQÊ Pre- I ntervention Results  

The BeQÊ was measured before intervention to create context and to gain the participants ô 

perceptions. The results of the assessments were surprisingly similar across all three groups and 

almost all lowest scores (excluding one score in Barloworld Group 1) for each group fell within th e 

Organisational Gestalt Domain, which is determined by the perceived levels of trust, inclusivity, 

ethics and alignment in the organisation, as well as the focus on production, safely and wellness. 

Collectively this contributes to the perceived sustainability and perceived culture of the 

organisation (Viljoen, 2017). As shown in 3.4 BeQÊ Pre-Intervention Results, the Organisational 

Domain includes: Trust, Ethics, Alignment, Inclusion, Adaptability and Business Orientation Doing. 

Figure 4.8 below displays the results for Barloworld Group 1. 



 

  115 

 

Figure 4.8  BeQÊ Pre- I ntervention Results: Barloworl d Group 1  

 

Figure 4.8 illustrates that the lowest scores for this group are Trust (56.85%) and Ethics 

(57.96%). Most  of the other lowest scores, namely, Adaptability (68.33%) and Business 

Orientation Doing (69.26%) also fell in the Organisational Domain. This makes sense given the 

restructuring and the lack of transparency regarding the changes being made, and reinforces the 

groupsô admission that they did not feel safe in the workplace, and questioned the ethics of some 

of their managers. In addition, this  group had experienced much internal conflict before the 

intervention,  and the trust between members was low too.  Interestingly, the two highest scores 

(Resilience = 85.22% and Regard = 93.47%) relate to their perception of themselves, which is in 

stark contrast to their perceptions of  the organisation. Resilience refers to the ability of the 

individuals to deal with challenges effectively, and Regard refers to what extent they feel that they 

can contribute and add value to their work and thereby build thei r sense of self-worth and abil ity 

to add value (Viljoen, 2017). Thankfully, these scores were high, and likely were the reason that 

these employees had been able to remain employed within the organisation at this time.  

The following Figure 4.9 below represents the Barloworld Group 2 pre-intervention results.  
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Figure 4.9  BeQÊ Pre- Intervention Results: Barloworld Group 2  

 

As shown in Figure 4.9 above, all of the lowest scores, namely, Trust (60.83%), Adaptability 

(73.75%), Ethics (74.17%), Inclusion (80.00 %), Business Orientation Doing (82.78%) are in the 

Organisational Domain. This is not surprising given the restructur ing at Barloworld and lack of 

transparency during this process. The team did not see the process as being handled ethically, 

and did not feel included in decisions that were being made that affected them. As a result, there 

was extremely low trust , and the team did not feel th ey could approach their leadership. They also 

felt that if they answered the assessment honestly they might lose their job s. Safety at work was 

compromised, but the group tried to hide it for fear of retribution.  Interestingly, the two highest 

scores (In-flow = 93.75 % and Regard = 97.50%) relate to their perception of themselves, which 

is in stark contrast to their perceptions of the organisation. In-flow refers t o their ability to do their 

work in a reasonably seamless, yet energising/enabling way while Regard refers to the extent to 

which they feel that they can contribute and add value in their work and thereby build their sense 

of self-worth and ability to add value (Viljoen, 2017). If these scores had not been high under the 

circumstances I do not think they would have been productive and remained employed at 

Barloworld under such challenging circumstances. 

Figure 4.10 below represents the BASF pre-intervention results. 
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Figure 4.10  BeQÊ Pre- I ntervention Results: BASF  

 

As shown in Figure 4.10 above, all of the lowest scores, namely, Trust (56.25%), Inclusion 

(56.25%), Ethics (59.17%), Adaptability (65.00 %), Business Orientation Doing (68.89%) are in 

the Organisational Domain. This is not surprising given that the group explained that BASF was 

operating under a very ócommand and controlô autocratic style of leadership, in addition 

restructuring was taking place and they had also enforced a óForce majeureô, meaning that 

unforeseeable circumstances were preventing them from fulfilling their contractual obligations to 

their clients. As a result, they did not answer the assessment honestly (despite being briefed that 

the results would remain confidential and not be disclosed to t heir management) because they 

feared for their job s. We can see their feelings reflected in their low Trust sc ore (50.00%), low 

Ethics (59.17%) and low Inclusion (56.25 %), which reinforces the groupôs admission, and 

indicates that they did not feel include d and mistrusted the organisational leadership. 

Interestingly, the two highest scores (Resilience = 92.00 % and Regard = 95.63%) relate to their 

perception of themselves, which is in stark contrast to their perceptions of the o rganisation. 

Resilience refers to the ability of the individuals to deal with challenges effectively , and Regard 

refers to the extent to which they feel that they can contribute and add value to their work and 

thereby build their sense of self -worth and ability to add value (Viljoen, 2 017). Thankfully, these 

scores were high and likely were the reason that these employees had been able to remain 

employed within the organisation at this time.  

It is important to note that Viljoen (2017) asserts that culture d oes not change overnight and 

without real leadership intervention at all levels and people with a high EQ have a higher 

perception of culture. Therefore, it is putting these organisations at risk of losing critical talent.  
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4.7  Internal Audit  

The researcherôs self-reflective journal, field notes and memos written through the research 

process (especially during data analysis, interpretation and findings) were analysed by using an 

internal audit.  This was done because a single audit could enhance both the dependability and 

confirmability of the project (Lincoln & Guba, 1985). According to Krefting (1991), reflexivity is ñan 

assessment of the influence of the investigator's own background, perceptions and interests on 

the qualitative research processò (Krefting, 1991:218). Therefore, the researcher kept track 

throughout; her self -reflective journals kept during the interventions (separated into a journal for 

Barloworld Group 1, Barloworld Group 2 and BASF) can be viewed in Appendix N. In addition to 

her journals, the audit included the memos that both she and the external researchers recorded in 

ATLAS.ti during the coding process. Figure 4.11 below provides an example. 

 

Figure 4.11  Memos Recorded in ATLAS.ti  

 

Handwritten manual field notes questioning decisions about which categories to merge or split 

during the data analysis process were included, as well as revealing the decisions and the 

reasoning behind them. These were numerous and some were written on the printed co-

occurrence tables, others were kept in a research diary, and still others were recorded in a word 

document. Examples included the following : 

Researcherôs Field Note: 18 June 2017 

I am questioning how to split the lessons theyôve learnt because there are so many 

ï do I put it into the EQ -i domains or do I just l eave them all as lessons? Leaving 

them all as lessons seems too general and like there needs to be sub-groups. Just 

need to trust that I will get there and keep re -reading and working the data.   
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Researcherôs Field Note: 6 July 2017 

If my supervisor were to  look at the data, what would she see? I keep asking that 

question because I want to make sure I am not reading into anything that isnôt 

there. I can see that the facilitator is very important in the process of creating a safe 

space and challenging the group to open up and be vulnerable but I keep checking 

myself because I know my personal bias can easily creep in here. 

 

Researcherôs Field Note: 20 August 2017 

It has been such a grapple to see how to differentiate between the codes lesson / 

grow / prac / ap ply / self awareé I think I am finally starting to see the light:  

1. The apply and practices are TOOLS ï I eventually decided to merge them and 

code them with the prefix apply.  

2. The lessons are INSIGHTS or LEARNINGS ï kept the prefix lessons. 

3. The grow could be BENEFITS gained ï this is true and I have kept the prefix 

grow. 

The audit started from the beginning of this study and continued until the last word was written at 

the end of this thesis. In essence, the audit was concluded when the study was concluded an d all 

data was written up.  

 

4.8  Conclusion  

This chapter provided the reader with in -depth insight into how the data collected for this study  

was analysed. It began by explicating the data transcription process, then explaining how all data 

collected from Step 1 through Step 7 were analysed by using open, axial and selective coding in a 

way that facilitated the hybrid research methodology of hermeneutic phenomenology and 

grounded theory. This meant that the analysis moved from parts to whole to follow the proces s 

informed by the hermeneutic circle, as well as ensuring that data saturation had been reached and 

constant comparative analysis was observed during each of these refinement and saturation 

processes. It then proceeded with the descriptive statistics used for the EQ-i2.0 assessment results 

and BeQÊ assessment results. 

The data analysis process was also explained in terms of the codes, categories and themes that 

emerged as the data progressed through each stage of analysis, where they key themes were: 

Import ance of Cohort Learning, Importance of the Facilitator, Importance of Application of 

Learning in Real World, Need for Challenges and Vulnerability to Shift Paradigms and Learning is a 

Journey and Takes Time (No ñQuick Fixò). The following chapter will cont inue the process of 

making meaning out of the data, by presenting the literature according to  the themes identified 

through the selective coding process and showing how literature was used as a form of data that 

was integrated into the constant comparative  analysis process. 
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5 Chapter 5:  The  Literature  Review  

5.1  Introduction  

This chapter provides the support for the data collected through a focused review of current 

literature. As discussed in section 2.4.9 Literature Review, a preliminary literature review was 

conducted before the study commenced to provide context , but the  full literature review was 

delayed until later in the study to conduct a focused literary search when data analysis was 

underway. This was because a typical grounded theory study required literature not to be 

reviewed before commencing a research study as it could lead to making misconceived 

assumptions (Hickey, 1997:371). In addition, the  main concern and its solution could not be 

derived from literature, or the choice of grounded theory woul d have been pointless (Christiansen, 

2011). Furthermore, delaying the literature review allowed the emerging concepts from the data 

to be compared with pre -existing concepts almost as if these were ñnew dataò that might modify 

or refine the theory (Urquhar t, 2013). According to Christiansen (2011) this kind of literature 

review may correct the pre -existent literature according to grounded indications, and may give 

directions for new research, synthesise much of the literature, and thus in a sense, transcend  it.  

It must be noted that t he study did not simply compare the emerging categories in the data with 

existing literature, but widened the search to include all data that could be located regarding the 

phenomena under study to ensure that nothing was overl ooked. This chapter will now outline how 

the literature search was conducted, and will then present the literature according to the themes 

that emerged from the data and include literature that may be relevant to the theory but did not 

emerge from the data . The literature will be presented according to the following key themes: 

Importance of Cohort Learning, Importance of the Facilitator, Importance of Application of 

Learning in Real World, Need for Challenges and Vulnerability to Shift Paradigms and Learning is a 

Journey and Takes Time (No ñQuick Fixò). 

 

5.2  The Literary Search Process  

The following steps were used to conduct the literature search: 1) Use research aim and 

questions; 2) Identify relevant keywords; 3) Compile inclu sion and exclusion criteria; 4) Conduct 

preliminary searches; 5) Refine keywords and inclusion criteria; 6) Conduct search, 7) Apply 

inclusion and exclusion criteria; 8) Identify articles for full review; 9) Review articles per research 

question and emerging research theme; 9) Summarise articles in Microsoft Excel. The main 

databases used for the literature search were Google Scholar and Sabinet. The focus was on 

articles that were published in peer-reviewed journals between 2000 and 2016 that were written 

in English and addressed some form of holistic and/or sustaina ble leadership and/or personal 

leadership development. It is interesting to note that a search for ñLeadership developmentò 

yielded 4,233,551 responses in Google Scholar and 3,110 articles in Sabinet alone yet a search for 

ñHolistic AND sustainable leadership developmentò yielded zero articles while a search for ñHolistic 

AND leadership development returned seven articles. This reinforces that while the topic of 

leadership development has been researched extensively current literature does not address the 

specific topic of holistic and sustainable leadership development.  
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5.3  The Voice of the Literature  

The literature will now be discussed based on the key themes, and the relevant literature that was 

found on holistic and sustainable personal leadership and leadership development, as well as 

relevant adult learning literature , will be integrated . The key themes are the following: Importance 

of Cohort Learning, Importance of the Facilitator, Importance of Application of Learning in Real 

World, Need for Challenges and Vulnerability to Shift Paradigms and Learning is a Journey and 

Takes Time (No ñQuick Fixò). 

 

5.3.1  Importance of Cohort Learning  

Group or cohort learning usually consists of approximately 10 to 25 adult learners who complete 

an intervention together  (Maher, 2005). In cohort learning, the learners start the intervention 

together, proceed through a series of developmental learning events and experiences together 

and end the programme of study at approximately the same time ( Barnett & Muse, 1993; Barnett 

& Caffarella, 1992; Saltiel & Russo, 2001; Maher, 2005). They use ñthe power of interpersonal 

relationships to enhance learning, interpersonal interaction and support, and, ultimately, program 

completionò (Saltiel & Russo, 2001:3). Although cohort-based programmes have historically been 

a traditional part of profession -oriented education and training (Saltiel & Russo, 2001), their use in 

other areas of adult education and training has not been consistent (Maher, 2005). This might be 

because staying with the same cohort throughout an entire learning and development programme 

may have seemed unnecessary. However, cohort learning has become more popular because of 

the significant benefits this model provides (Maher, 2005) . ñEducators now focus on creating 

ócommunities of practiceô or ólearning communitiesô in which knowledge is shared and collaboration 

among learners is valuedò (Maher, 2005:195). 

No personal leadership development literature could be found that mentioned or reinforced the 

benefits of cohort learning  but there was much adult learning literature where s tudies show that 

the benefits of cohorts include an enriched learning experience (Harris, 2006; Lawrence, 2002; 

Maher, 2005) as well as social and emotional support (Mandzuk, Hasinoff & Seifert, 2003). It m ust 

also be noted that where meaningful connections between cohort members exist, motivation for 

learning is increased; learners are more persistent in the face of challenges and more likely to 

complete the programme successfully (Lawrence, 2002; Maher, 2005; Miller, 2007).  The 

importance of cohort learning will now be discussed more fully.  

 

5.3.1.1  Benefits of a Supportive , Safe and Sacred Learning Environment  

While reviewing the literature  surrounding personal leadership development, almost no mention of 

the importance of group dynamics or the benefits of cohort learning for personal leadership 

development could be found yet the analysed data showed that a trusting  and supportive group 

was very important to achieving holistic and sustainable personal leadership development. Horne, 

Van der Berg and Newman (2015) did reinforce how important it was ñthat the environment which 

the participantôs will operate in post training is favourable and enablingò (Horne, et al., 2015:691) . 

Furthermore, practitioners must be cognisant that participantôs use training more effectively when 

the work environment is favourable ( Saks & Burk, 2012; Horne, et al., 2015). However, this 
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research is focused on the wider environment outside of the training interven tion, and not on the 

impact of the group dynamics within the cohort attending the intervention itself. 

When we turn to adult learning theory , it is evident that ñhumanistic learning theory is based on 

an assumption that there is a natural tendency for peop le to learn and that adult lea rning will 

flourish, if nourishing  and encouraging environments are providedò (Ozuah, 2005:85). Different 

traditions that view learning as being socially and culturally constructed and influenced by the 

socio-emotional context in which learning occurs also acknowledge the importance of the cohort 

as a powerful facilitation tool (Boud, Cohen & Walker, 1993).  This is because adult students are 

not attracted to learning that is not self -directed or customised (Knowles, 1980; Knowles, Holton & 

Swanson, 2005; Chen, 2014) and it may even pr eclude them from participating in the intervention 

if they feel like they do not belong  (Reay, 2002). ñCohort-based programs are characterized by 

membersô intense group identiýcation with its cohortò (Saltiel & Russo, 2001:3) and ñthe 

underlying philosophy of a cohort is that learners become empowered and have a sense of 

ownership for their academic developmentò (Brooks, 1998:1). When returning to the practices of 

the great teachers of ancient times, they actively involved and engaged the adult learner and ñin 

this process, the leader or one of the group members describes a situation (often in  the form of a 

parable) and, together, the group  explores its characteristics and possible resolutionsò (Ozuah, 

2005:86). The council of the group was paramount to learning and development , and learning is 

reported as being more effective when there is a safe environment to participate without fear of 

being wrong or appearing to lack the necessary knowledge (Hawe & Dixon, 2016). 

5.3.1.2  Benefits of  Group  Feedback  

The above discussion on group council links to another key advantage of group learning settings 

and that is the availability of  a diversity of perspectives and, therefore, rich  informal feedback. The 

research conducted by Van Rooyen and Whittle (2011) attests to the importance of feedback 

because ñthe best development experiences provide information that can be used for assessmentò 

(Van Rooyen & Whittle, 2011:1045). Van Rooyen and Whittle (2011) emphasise the importance of 

formal assessment information in assisting the learner to benchmark and assess their current 

strengths and development areas, but they do not mention the invaluable advantages of informal 

feedback that can be elicited from a safe and trusted group .  

Despite the importance of group feedback, no current leadership or personal leadership 

development literature in South Africa that spoke of the importance or benefits of peer feedback 

in a learning and development setting could be found other than work of Viljoen (2015b) . Yet, 

when we look to adult learning  literature, it is evident that small groups assist in promoting 

interaction, discussion and dialogue (Vella, 2014).  Gosling and Mintzberg (2004) assert:  

There is a certain quality of conversation tha t takes place in a well-managed 

classroom that is almost unique, where the fruits of experience, theory and 

reflection are brought together into a new understanding and commitment (Gosling 

& Mintzberg, 2004:22).  

All too often adult learners will say, ñWhen I get back to the real worldò (Vella, 2002:36) but 

cohorts and teams are the real world ï feelings are never simulated and team results or outcomes 

are not contrived or vicarious. What is happening in the group is happening every day (Vella, 

2002) and authentic conversations with a healthy degree of conflict provide invaluable feedback 

(Craig & Kohl, 2014). Revans (1982) was sceptical of experts, and preferred to use self-organising 
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work groups and the wisdom of peers. ñBoth the preparation to act and the subsequent learning 

are accomplished through the help of peers, albeit aided by a learning coach or facilitatorò 

(Bolden, 2005:21).  

5.3.1.3  Role of Trust  in the Group  

To find a study about the role of trust in the group  during leadership development initiatives, 

international studies had to be consulted. A significant study located was by Greenlee and 

Karanxha (2010) that focused on the group dynamics in educational leadership cohort and non-

cohort groups because ñcohorts have emerged as dynamic and adaptive entities with attendant 

group dynamic processes that shape collective learning and actionò (Greenlee & Karanxha, 

2010:357). Their research examined the group dynamics of educational leadership students in 

cohorts and made comparisons with the characteristics of non-cohort students. They found that 

although cohort learning had little effect on the areas of participation, communication, influence, 

empowerment and collaboration there were significant differences in trust, cohesiveness and 

satisfaction (Greenlee & Karanxha, 2010). In addition, t he emergence of strong emotional ties and 

trusting relationships in cohorts has been linked to positive outcomes, including higher completion 

rates (Reynolds & Hebert, 1998), better quality learning  (Drago-Severson, Helsing, Kegan, 

Broderick, Portnow & Popp, 2001), an increased sense of emotional support (Norris & Barnett, 

1994; Drago-Severson, et al., 2001) and ability to broaden their perspectives (Drago-Severson, et 

al., 2001). After considerable searching, and as far as could be determined, there is not  a 

significant body of literature reporting the role of trust in group -learning settings related to 

personal leadership development. 

Trustôs relationship with leadership (outside classroom type learning and development 

environments) is well researched, and trust is a well-known building block for effective leadership, 

change and transformation (Day, 2001; Dirks & Ferrin, 2002; Burke, Sims, Lazzara & Salas, 2007; 

Viljoen-Terblanche, 2008; Zohar & Tenne-Gazit, 2008; Horsager, 2012; Kelloway, Turner, Barling 

& Loughlin, 2012). Lucas and Kline (2008) revealed, ñTrust emerged as a dominant theme within 

the culture that influenced the groupsô learning to changeò (Lucas & Kline, 2008:280). In addition, 

ñEdmondson (1997, 2002) found that the most salient factor infl uencing team learning was 

psychological safety (a climate in which group members believed that they can speak openly 

about mistakes without fear of negative repercussions)ò (cited in Lucas & Kline, 2008:278). Kets 

de Vries (2005) reported that the ñfoundation of trust fostered a genuine exchange of information, 

broke down barriers, exposed the óundiscussables,ô and promoted true conflict resolutionò (Kets de 

Vries (2005:69). Despite this, little research that explored the importance of trust within group  

settings, and how this could enhance the success of leadership or personal leadership 

development interventions could be located. 

 

5.3.2  Imp ortance  of the Facilitator  

5.3.2.1  Role of a Steward  

The literature reviewed pertaining to personal leadership or leadership development only touched 

on the importance of the facilitator but did not give it great emphasis. Despite this, historically, we 

have gained a great deal of knowledge and insight into the role of the facilitator through adult 

education studies. Knowles (1950) was one of the first adult learning experts whose work was 
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significant in reorienting adult educators from ñeducating peopleò to ñhelping them learnò 

(Knowles, 1950:6). Knowles (1950) also created an awareness of the adult learner as being self-

directed, which shifts the focus away from the teacher as being the source of knowledge to being 

a facilitator and collaborator of knowledge who has the role of guide or steward in helping the 

learner co-create self-directed learning (Merriam, 2001; Heitmann, 2005). Action-oriented learning 

is suited to ñdeveloping self-organised and self-driven learners who are not organised or moulded 

by external facilitatorsò (Heitmann, 2005:69) but who are rather guided and supported.  

During a learning intervention, everyone (including the facilitator)  is accountable to everyone else 

in the intervention , and the facilitator acts as a catalyst in the process (Laubscher, 2013). In this, 

the basic assumption is that all learners come with their own knowledg e, wisdom and life 

experience, from their unique context and perceptions of the world . Believing and acknowledging 

that learners have, or can obtain, all the knowledge and resources they need, it is key for the 

facilitator to recognise and support the learner to tap into ñthe internal treasure chest that is 

inherent within each individualò (Horowitz & Van Eeden, 2015:9). This is quantum thinking at its 

best; this is d ialogue education (Vella, 2004) and systems thinking (Senge, 1990) in action. As 

Horowitz and Van Eeden (2015) point out,  ñit will help people become good leaders if they look 

deep inside themselves to understand themselves better and recognise the deep sense of purpose 

and meaning in their livesò (Horowitz & Van Eeden, 2015:9). This is where the role of the 

facilitator as a catalyst is critical and where coaching can be useful because many people are clear 

about what they  want to do, but not how to achieve it  or how to access their resources to reach 

their goals (Rauff, 2005) . ñBy helping the individual to think through  how they need to achieve 

their objective, a  coach assists the individual to be more effective in the execution of decisions or 

objectivesò (Rauff, 2005:2). In other words, the facilitator is not a  ñsage on a stageò offering 

wisdom but is in the role of steward, supporting people to tap into their innate wisdom and 

resources to increase their personal leadership capacity because leadership develops from the 

inside out (Cashman, 2008). 

5.3.2.2  Importance of Facilitatorôs Self -Mastery  

ñThe transfer of training can be expedited when a person is being guided, monitored and  advised 

by a more experienced expert/specialist in the fieldò (Horne, et al., 2015:689). It is, therefore, 

essential that the facilitator s have achieved high levels of personal leadership development and 

effectiveness themselves because they cannot be in the role of steward , and support others to 

reach heights that they themselves have not reached. This is especially true because participants 

often see the facilitator as being a ñguruò who is enlightened and wise and ñwhatever a superior 

being does, inferior persons imitate. His actions set a standard for people of the world ,ò 

(Bhagavad-Gita, 1909-1914:65 cited in Sondhi, 2007). This is echoed by Bolden (2005):  

When you talk to people who have undergone a good leadership programme, 

invariably they will focus on the individual(s) who facilitated the sessions. Indeed, 

this is usually the first thing they talk about. Only once they have told you about the 

facilitator, often with con siderable enthusiasm, will they talk about the process ï and 

only then about the detail of what they actually learnt. The relationship between 

óteacherô and óstudentô has been the key to learning throughout the ages (Bolden, 

2005:20). 
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Martins, Martins and Viljoen (2017) also point out, ñpsychologically grounded approaches in 

organisational consultation need trained consultants and an appropriate handling of the analysis of 

clients, non-systemic interventions, and collusionò (Martins, et al., 2017:267). As such, facilitators 

must be highly trained and living examples of what they are supporting others to achieve. During 

this study, participants found it very helpful that the facilitator was developed enough and mature 

enough to be vulnerable with them , and her vulnerability enabled their  vulnerability. This need for 

vulnerability (shared in an appropriate way) on the part of the facilitator is not discussed in 

literature even though it places an overwhelming responsibility on the facilitator, not only to  be a 

highly skilled facilitator , but also to have attained high levels of personal leadership development 

and emotional intelligence. Emotional intelligence and self-efficacy are important because leaders 

with a high self -efficacy and emotional intelligence have a significantly greater leadership influence 

and are more resilient (Pillay, Viviers & Mayer, 2013; Ramchunder & Martins, 2014).  

The work of Bolden (2005) also talks of the importance of five key characteristics  required for an 

effective facilitator . The first characteristic is that of being able to empathise with the group  and 

build meaningful relationship quickly. This requires rapport-building skills and ñmost have a 

warmth that  helps the establishment of this rapportò (Bolden, 2005:20) but ñsome good 

facilitators are not really aware of what it  is they do that makes them so effectiveò (Bolden, 

2005:20). Martins, Martins and Viljoen (2017) also speak of need for warmth and approachability. 

The second characteristic is EI, which is not surprising as it  enables high degrees of self-

awareness, other-awareness and the ability to manage self and others; all of these are essential 

for skilled facilitation. The third characteristic is extremely developed observation skills. Highly-

skilled facilitators ñthink constantly about the best way  to develop the learning of the groupò 

(Bolden, 2005:20) and notice fine changes in group energy and dynamics. The ability to have 

keen observation skills could again be enhanced by EI and NLP (discussed in section 5.3.2.3). The 

fourth pertains to group siz e, where the ideal is often cited as being between 10 and 12 

participants (Bolden, 2005). While the fifth is ñthe ability of the facilitator to  move from a 

óparent/childô to an óadult/adultô relationshipò (Bolden, 2005:21). The timing of this shift, using 

Berneôs (1970) transactional analysis theory, is very important for the individual to be confident 

enough to be an equal partner.  It must be noted that while reviewing the literature, only small 

and isolated pockets of literat ure could be found that emphasised the importance of the 

facilitatorôs level of self-mastery and skill needed to ensure they are sufficiently capable of 

journeying with another who is striving for  personal leadership development or personal mastery. 

5.3.2.3  Import ance of Technical Skills and Expertise  

ñWith the myriad of challenges faced by executives it is obvious that a facilitator needs to have the 

tools and must be well equipped to deal with dilemmasò (Verrier, Water & Smith, 2005). Aspects 

of this toolkit are derived from the facilitatorôs levels of self-mastery discussed in 

5.4.2.4 Importance of Facilitatorôs Self-Mastery. Additional elements of the toolkit involve more 

tangible skills and expertise, such as programme design architecture, clinical and coaching skills, 

neuro-linguistic programming skills, and an in-depth knowledge and understanding of adult 

learning theories and their impact. This section will now be discussed under the following 

headings: Programme Design Architecture Skills, Clinical Training and Coaching Skills, Neuro-

Linguistic Programming Skills and Knowledge of Key Theories of Adult Learning and their Impact. 
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Programme Design Architecture  Skills  

Craig and Kohl (2014) reinforce the need for in -depth skills to design the architecture for an 

effective learning and development intervention. Although the classroom is not to be used as a 

platform for communicating the facilitatorôs expertise, it is still essential that they are experts 

(Heitmann, 2005) in programme design, facilitation skills and have attained high levels of personal 

leadership development to create the platform for co-created learning (Heitmann, 2005).  Van 

Rooyen and Whittle (2011) agree that p rogramme design is a key skill, and the importance of 

designing a suitable intervention cannot be understated. Many programmes go wrong and 

ñattempt to cover too many dimensions of leadership and end up doing justice to too fewò (Van 

Rooyen & Whittle, 2011:1050) or it is too conceptual or there is limited follow -up and learning is 

not applied (Heitmann, 2005; Sondhi, 2007; Van Rooyen & Whittle, 2011; Horne, et al., 2015) to 

name just a few of the pitfalls . However, it was challenging to find comprehensive literature 

regarding perspectives on best practice when designing personal leadership development 

interventions within the South African or African context, except for the notable efforts of Van 

Rooyen and Whittle (2011).  

Van Rooyen and Whittle (2011) emphasise several key contributing factors important to leadership 

development discourse. The first is leadership development should be based on a well-defined 

model that is linked to the organisational strategy or business plan , and not just a set of 

leadership competencies that are not necessarily appropriate for the organisation. Secondly, 

multiple learning experiences must be included to aid application of learning (discussed more fully 

in 5.4.3 Application of Lessons in Real World). Thirdly, a variety of learning experiences must be 

included to cater for diverse needs and learning styles (discussed more fully in 5.4.2.5 Flexibility of 

Approach). Fourthly, personalised feedback to learners is essential to provide awareness of the 

gap between reality and the ideal to motivate action to be taken. The fifth consideration is that 

the programme should cover as many learning domains (for example, conceptual, experiential, 

skill transfer) as possible, preferably in different sessions separated over time. The sixth is to 

include specific assignments or projects to aid application in the community or o rganisation 

(discussed more fully in 5.4.3 Application of Lessons in Real World). The seventh consideration is 

support in the form of mentoring and coaching or applied feedback and reflection sessions to 

encourage learners to persist in applying their learning. Lastly, is continual impact assessment 

after the programme to inform on any mitigating interventions that might be needed and to allow 

for continual improvement. Many of their summarised recommendations are echoed by other 

researchers, (as will become apparent through each section of this review ).  

Verrier, Water and Smith (2005) also provided practitioners with their Personal, Interpersonal and 

Professional Leadership (PiPL) model of leadership development with a focus on three distinct 

domains, namely: (1) Personal mastery: total wellness and balance in oneôs life dimensions; (2) 

Interpersonal mastery: the essence of sound relationships and (3) Professional mastery: finding 

fulfilment in work (Verrier, Water & Smith, 2005:23). They propose that by us ing this model when 

designing interventions, the development of leaders will be more holistic. Their model does not 

propose design principles suited to the South African context but rather a model of the dimensions 

to be included and developed. Viljoen (2012:5) also adds that a ñsystem should never be viewed 

from the perspective of the mental model of the  leader, consultant or facilitator, but instead 

through inquiry and the sharing with the  individual within the context of his/her climate .ò This 

emphasises the importance of the learning and development programme architecture being highly 

customised not only for the system but also with the contribution of the system . 
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Clinical  Training and Coaching Skills  

One of the important skills often mentioned when facilitating leadership development is the use of 

coaching skills because coaches ñfocus on peopleôs strengths and trust in people to perform 

beyond their comfort zonesò (Rauff, 2005:52). Coaching is a vehicle ñthrough which leaders 

confront their  competency to lead and develop an awareness of the road they need to walk to 

mastery of this capabilityò (OôFlaherty & Everson, 2005:2). With the current complexity and chaos 

in the world, current ways of developing leaders have many inadequacies (OôFlaherty & Everson, 

2005) and coaching has the ability to enable effective leadership development because it ñechoes 

strongly the process of how adults learnò (OôFlaherty & Everson, 2005:11) as seen in the work of 

Knowles (1990) and Kolb (1976, 1980). In line with Knowlesô (1990) research, coaching is an 

andragogic modality where leaders use their experience as a basis for action, reflection and 

growth, and then leaders are encouraged to find their own solutions  and are personally 

accountable for their learning and actions. In line with Kolb (1976, 1980 ), coaching follows 

learning processes where knowledge is created by transforming learning into meaning  through: 

Concrete Experience, Reflective Observation, Abstract Conceptualisation and Active 

Experimentation (see further d iscussion in Table 5.1 Adult Learning Theories).  

Flaherty (1999) and Flores (2000) were two early promoters of  Integral Coaching, a powerful 

blend of the phenomenology of Merleau-Ponty (2002) and the work of Wilber (2000) . More 

recently, Correa (2016) highlights that using  Wilberôs Integral Theory (2000, 2012) in the coaching 

process may be an effective way of enabling a powerful approach to self-development. It provides 

a wide examination of perspectives, and offers a framework that perfectly fits to the coaching 

process (Correa, 2016). Integral coaching aims at activating two specific outcomes for the people 

they work with:  self-correction and self-generation (Flaherty, 1999). The coach uses an important 

combination of skills including reflective listening, language (especially restatement, reframing and 

reflection) and questions to support leaders to understand their current reality and observe their 

actions in different ways to support the unlocking of new possibilities and shift to the desired state 

or outcome (Whitmore, 2002; Landsberg, 2003). Group coaching is another powerful tool 

facilitators can use to establish a platform of trust, aid constructive conflict resolution (especially 

issues lying dormant in a team), foster commitment, increase accountability and develop strong 

relationships based on trust and mutual respect (Kets de Vries, 2005). ñThe benefits that came out 

of the leadership group coaching exercise far exceeded the expectations of the CEO who had 

initiated it. Over time, they became mor e of a high EQ teamò (Kets de Vries, 2005:68).  

Despite coachingôs success, it is very unfortunate that the impressive results achieved by individual 

and group coaching ñhave attracted the attention of many unqualified consultantsò (Kets de Vries, 

2005:71) and the industry is still lar gely unregulated, which may lead a novice to attempt 

interventions that he or she is not equipped to handle. Horowitz and Van Eeden (2015) agree that 

coaching and therapy are useful modalities, ñhelpful in drawing out the learnings and deriving 

meaning from experiencesò (Horowitz & Van Eeden, 2015:9) but a solid clinical orientation and 

therapeutic expertise is needed for dealing with complex group dynamics that often arise when 

facilitating learning OD interventions (Kets de Vries, 2005; Martins, et al., 2017). Kets de Vries 

(2005:72) wisely points out:  

Constructive leadership coachingé is built on a solid base of psychological 

understanding and practice. Particularly in the case of group interventions, it is 

essential that the leadership coach has had a modicum of clinical training; otherwise 

he or she will not be able to decipher dysfunctional group dynamics and individual 

pathologyé A clinical orientation to leadership analysis and interventionðused in 
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conjunction with more t raditional organizational development methodsðis therefore 

essential in the organizational context. The clinical orientation is solidly grounded in 

concepts of psychoanalytic psychology (specifically, object relations theory), short-

term dynamic psychotherapy, cognitive theory, human d evelopment, and family 

systems theory. It can be extremely powerful in deciphering knotty leadership and 

organizational issues. In the case of many incomprehensible organizational 

situations, a clinical orientation to leadership coaching can go a long way toward 

bringing clarity and providing solutions  (Kets de Vries, 2005:72). 

In light of the above, Kets de Vries (2005) echoes the sentiments of Berglas (2002:3), ñcoaches 

who lack in rigorous psychological training do more harm  than good.ò Meyer and Dean (2002) and 

Korotov (2015) further support the notion that coaching can be dangerous and damaging . Korotov 

found that this is  because there are ñvery low barriers to enter the coaching profes sion and 

relatively high efforté required to explore oneôs own needs, biases, and choices on the part of the 

coachò (Korotov, 2015:2). As such, ñpsychologically grounded approaches in organisational 

consultation need trained consultants and an appropriate handling of the analysis of clients, n on-

systemic interventions, and collusion,ò (Martins, et al., 2017:267) , which requires coaches with a 

sound clinical background who engage in regular supervision. This is especially important because 

coaches wield a great deal of power (Berglas, 2002) and ña lot of executive coaching is really an 

acceptable form of psychotherapy. Itôs still tough to say, óIôm going to see my therapistô. Itôs okay 

to say, óIôm getting counselling from my coachôò (Bennis cited in Berglas, 2002:3). In the absence 

of rigorous standards for coaches, the practice of coaching ñmay keep producing situations in 

which coaching really hurtsò (Korotov, 2015:2).  

 

Neuro -Linguistic Programming  Skills  

NLP originated in the 1970s. It was  co-founded by Bandler and Grinder (1975), and is often 

described as the science of human behaviour (Bandler & Grinder, 1983). Bandler and Grinder 

(1975) introduced the notion of a whole mind-body system where there was a ñsystematic, 

cybernetic link between a personôs internal experience (neuro), their langu age (linguistic) and 

their pat terns of behaviour (programming)ò (Tosey & Mathison, 2003:1) . This makes NLP a useful 

and systematic way of understanding, reframing, reprogramming and/or modelling a personôs 

subjective experience (Bandler & Grinder, 1983; Andreas & Andreas, 1987, 1989; Tosey & 

Mathison, 2003) because using it can ñidentify peopleôs patterns and alter their responses to 

stimuli, so they are better able to regulate their environment and themselvesò (Zaharia, Reiner & 

Schütz, 2015:355).  

Although NLP ñhas achieved widespread popularity as a method for communication and personal 

developmentò (Tosey, 2003:1), while reviewing the literature on personal leadership and 

leadership development, no reference to the use of NLP was found so the search was widened to 

include the use of NLP in adult education and coaching. This was done because NLP has had a 

significant impact on the field of learning and development (OôConnor & Seymour, 2000; 

Mathison, 2003; Tosey & Mathison, 2003; Zaharia, Reiner & Schütz, 2015) and success in the field 

of applied psychology (Zaharia, Reiner & Schütz, 2015) as well as coaching (McDermott & Jago, 

2002; OôConnor & Lages, 2004). The above could translate to benefits for supporting holistic and 

sustainable personal leadership development. In addition, surpri singly while ñNLP has grown in 

popularity since the early 1990s only a minority of good facilitators are formally qualified as NLP 

practitionersò (Bolden, 2005:21). This might be because researchers have tried to discredit its 
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scientific validity but never  succeeded in doing so (Witkowski, 2010), and it is still a field that 

requires more research (Tosey, 2003, 2008). 

Despite the controversy surrounding the use of NLP, the researcher integrates NLP into both her 

coaching and facilitation practice with signi ficant success and it forms the cornerstone of many 

modules of the intervention the participants attended during this study. While this study does not 

aim at proving the success of NLP, it is important to highlight that signif icant research and case 

studies have shown its success in learning and development (Carey, Churches, Hutchinson, Jones 

& Tosey, 2010) and coaching (McDermott & Jago, 2002; OôConnor & Lages, 2004). The ñconflicts 

between the scientific community and practitioner activity ariseé in part, because of inaccurate 

use of terminologyé lack of research evidence and poor applicationò (Carey, et al., 2010:30). 

Therefore, the skills of NLP should not be underestimated, and an effort is being made to conduct  

research into its applied use in leadership education (Carey, et al., 2010). This is important 

because the researcher has experienced its benefits in supporting personal leadership 

development by the way in which ñNLP looks at achieving goals, creating stable relationships, 

eliminating barriers such as fears and phobias, building self-confidence, and self-esteem, and 

achieving peak performanceò (Zaharia, Reiner & Sch¿tz, 2015:355). 

 

Knowledge of Key Theories of Adult Learning and their Impact  

During the researcherôs career, she has studied, and has been exposed to numerous theories and 

models of adult learning. Those mentioned in Table 5.1 below are not intended to be an 

exhaustive list of all theories but rather an attempt at highlighting  key theories that have inform ed 

and influenced her practice as an OD specialist.  

 

Table 5.1  Adult Learning Theories  

Theorist  Brief Overview of Main Theory  

Knowles 

 

Knowles (1980, 1984) introduced an approach to adult learning called ñandragogyò, in his 

view adult learning should be self-directed and involve a process of active inquiry, which 

is initiated by the learner. Andragogy makes the following assumptions about the design 

of learning: (1) Adults need to know why they need to learn something (2) Adults need 

to learn experientially, (3) Ad ults approach learning as problem-solving and (4) Adults 

learn best when the topic is of immediate value (Knowles, 1984). Knowlesô framework is 

based on the theories of Lindeman (1926), Dewey (1933), Maslow (1943) and Rogers 

(1983). His introduction of adu lt learning principles was a far leap from pedagogic 

principles (now only used when teaching children). In pedagogic learning, the teacher 

controls the learning experience, the learning is teaching-centred and much of what is 

taught is based on rigid curri cula (Knowles, 1962). 

Freire Freire (1970) was an influential thinker regarding education , and was popular with 

informal educators. He placed emphasis on dialogical education, and he was insistent 

that dialogue involves respect (Smith, 2002). He maintained that education should not 

involve one person acting on another, but rather people working with each other. Freireôs 

work pointed to an educational process that focuses on the studentsô environment and he 

assumed that the learners had to understand their own reality as part of their l earning 

activity (Gerhardt, 1993). Freire (1970) also regarded praxis as a central concept in 

education; this involved gaining critical distance from current actions to engage in 

reflection geared toward transformative action.   



 

  130 

Theorist  Brief Overview of Main Theory  

Kolb Kolb (1976) is a well-known constructivist and his views are embedded in much of our 

adult learning literature today. His theory has been very influential in the researcher ôs 

practice as an OD specialist and coach. This is her interpretation and understanding of his 

theory, whi ch has influenced Boud (1993), Brookfield (1988, 1995), Jarvis (1987, 1995), 

Dixon (1994), Mezirow (1990, 1991, 1994), Schºn (1983) and many others. Kolbôs theory 

is often referred to as the four -staged model of experiential learning.  In 1976, he called 

it the ñLewinian Experiential Learning Modelò but it has become known as ñKolbôs Modelò 

as he constructs his theory with it as a starting point:  

 

Figure 5.1  Kolbôs Model of Experiential Learning  

 

Figure 5.1 above suggests that there are four stages, which follow each other:  

1. Firstly, the learner lives through some kind of [1] Concrete Experience.  

2. This is followed by learner taking time for [2]  Reflective Observation.   

3. Thirdly, the learner  uses insights gained through reflective observation to create an 

[3]  Abstract Conceptualisation.  

4. Finally the learner tests and applies the new learning through [4] Active 

Experimentation, leading in turn back to the next Con crete Experience.  

This may happen in a few hours, days, weeks or months, and there may be a ñwheels 

within wheelsò process at the same time (Kolb, 1984). Kolb and Fry (1975) argue that the 

learning cycle can begin at any of the four points and that it sho uld be approached as a 

continuous spiral. Kolb also maintains that, although all adults are exposed to a multitude 

of life experiences, not everyone learns from them.  Experience alone does not teach. 

The researcher supports their assertion (from her experience as an OD practitioner) that 

learning happens only when there is reflective thought and internal processing of that 

experience by the learner, in a way that makes sense of the experience, links the 

experience to previous learning and transforms the learnerôs understanding in some way.   

Schön Schön (1983) is another significant promoter of constructivism, meaning that he 

promoted experiential learning where reflection wa s critical for learning to take place. 

Schºnôs (1983) view is that we live in a world of unique problems, characterised by 

uncertainty, complexity and conflict. As such, we have no rules or previous learning 

experience we can apply so we must reflect-in-action and use on-the-spot 

experimentation to find solutions to problems (Fenwick, 2 001). This becomes more and 

more relevant with each passing generation.  
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Theorist  Brief Overview of Main Theory  

Schön 

and 

Argyris 

Schön collaborated with Argyris (1974) and they developed a theory of single-loop and 

double-loop learning. Single-loop learning or coaching is depicted in Figure 5.2 below: 

 

Figure 5.2  Single -Loop Learning or Coaching  

Reproduced from OôConnor & Lages (2004:95) 

 

Single-loop coaching takes place without dealing with the clientôs beliefs. In other words, 

as depicted in Figure 5.2, the client sets a goal (o r wants to overcome a problem or 

issue), the client takes action towards the goal (or to solve the problem or issue), and 

then receive feedback and learn as a result. Single-loop is present when goals, values 

and frameworks are taken for granted and the si gnificance is placed on existing 

ñtechniques and making techniques more effectiveò (Usher & Bryant, 1989:87).  

However, if clients have doubts about their ability to achieve their goal s or solve their 

problems, then the facili tator or coach needs to explore the clientsô beliefs. This is known 

as double-loop learning or coaching because corrective action involves questioning the 

role of the clientôs beliefs and learning systems and ñasking why we do what we doò 

(Martins, et al., 2017:210) and being prepared to modify or change them. Double -loop 

learning or coaching is depicted in Figure 5.3 below: 

 

Feedback 

Clientôs  

Goal 
Problem 

Issue 

Learning Action 
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Theorist  Brief Overview of Main Theory  

 

 

Figure 5.3  Double -Loop Learning or Coaching  

Reproduced from OôConnor & Lages (2004:96) 

 

As depicted in Figure 5.3 above, when a client has a more challenging goal to achieve or 

problem to solve, the double loop is the change of beliefs (through awareness, 

challenging and reframing) required before action can be taken, feedback can be 

received and learning can take place. The researcher agrees with OôConnor and Lages 

(2004) that ñcoaching [and any other adult learning and development intervention] that 

involves [shifting] beliefs is more powerful because it not only solves the problem but 

also changes the thinking that led to the problem in the fir st placeé And because beliefs 

act as persuasive rules about what is possible, the client will also become more creative 

in other areas of their lifeò (OôConnor & Lages, 2004:95).   

Mezirow  Mezirow (1991) introduced a theory of transformative learning, wh ich is based on a tri-

level concept of critical reflection on experience in which the adult acquires ñmore 

developmentally and advanced meaning perspectiveò (Malinen, 2002:69). He describes 

the process of transformative learning as the ñbringing of oneôs assumptions, premise 

and schematica into consciousness and vigorously critiquing themò (Mezirow, 1991:29). 

This theory was also seen in the work of Schºnôs (1974) double-loop learning. 
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Theorist  Brief Overview of Main Theory  

Revans, 

Marquardt 

The theory of action learning was originally developed by Revans (1982) who applied the 

method to support orga nisational development, problem-solving and business 

improvement. Numerous theorists such as Waddill and Marquardt (2003) have followed 

Revans (1982) and demonstrated the link between adult learning theory and an action 

learning approach. ñAction learning is defined as an approach to working with, and 

developing people, which uses work on a real project or problem as the way to learn. 

Participants work in small groups or teams to take action to solve their project or 

problem, and learn how to learn from that action. A learning coach works with the group 

to help them learn how to balance their work, with the learning from that workò (O'Neil, 

2000:44). Action learning is discussed in more detail in Section 5.4.3.1 Action Learning. 

Vella Vella (1995, 1997, 2002, 2004, 2014) has become known for her principles of dialogue 

education used for enhancing adult learning. Her work was influenced by ñPaulo Freire, 

Malcolm Knowles, Kurt Lewin, and Benjamin Bloom [ who] confirmed what she saw in the 

communities where she had worked: that adults learn best through a ódialogueô that 

takes place in an atmosphere of mutual respect and safety, and with learning designs 

that are grounded in the reality of their livesò (Vella, 2014:12). Dialogue education is a 

form of constructivism and can be a means for transformative learning (Vella, 2004). 

Vella synthesises the key insights of adult learning theory and corollary quantum physics 

into a series of principles and practices that that can increase the effectiveness of 

training, facilitation, teaching and coaching. Dialogue educationôs main purpose is to 

ñevoke optimal learning with adultsò (Vella, 2002:17). Vella was not the first person to 

identify these principles, but her un ique contribution has been to synthesise these ideas 

into a useful framework for practitioners.  

Wilber Wilberôs (2007) Integral theory has inspired the researcherôs OD practice by his attempt 

to bridge ñeverything that all the various world cultures have to tell us about human 

potentialðabout psychological, spiritual, and social growthðand identified the basic 

patterns that connect these pieces of knowledgeò (Wilber, 2007:16), and has shown how 

they integrate with theories of developmental psychology. Although Wilberôs work is 

widely criticised (Visser, 2003; Meyerhoff, 2010), he opens up the possibility of 

illuminating critically essential keys to human growth and development, based on the 

sum total of cross-cultural and disciplinary knowledge contributed (Helfrich, 2007). 

Integral theories furthermore support the researcherôs use of multiple OD methodologies 

across various disciplines to support development and transformation; including dialogue 

education principles, NLP techniques and cognitive behaviour change strategies. 

 

It becomes evident, from the large number of theories and principles in the field of education, that 

facilitators and OD specialists require in-depth knowledge and the ability to incorporate the 

underpinning principles of adult learning and development before one can hope to achieve holistic 

and sustainable leadership development. The integration of all that is required for holistic and 

sustainable personal leadership development is an almost alchemical and somewhat magical 

process that requires an enormous amount of expertise, experience and ongoing commitment to 

skill development on the part of the facilitator.  
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5.3.2.4  Flexibility  of Approach  

Again, adult learning theory had to be consulted to find substantial li terature regarding the 

importance of flexibility when facilitating the process of  learning and development. Humanistic 

learning theory ñstrives for flexibility and adaptability as well as individualizing learning to specific 

learners and to the specific topicsò (Ozuah, 2005:86). I n other words, the facilitator must take  into 

account the needs of the individual as well as the collective cohort group, not to mention the 

needs of the larger system to which they belong (such as the organisation) . This customisation 

and careful consideration of the individual and group needs are important to the success of 

personal leadership development interventions. The facilitator must operate with a keen 

awareness that ñthe meaning of experience is not a given, it is subject to interpretationé when 

different learners are involved in the same event their experience of it will vary and they will 

construct (and reconstruct) it differentlyò (Boud & Walker, 1993:11). 

Haggis (2002) defines and compares two different strands of lite rature concerning adult 

education. The first strand uses ideas about adult learning in a seeming ly uncritical and simplistic 

way, while the other strand appears to be describing learning as increasing complex and difficult 

to understand or define. The researcher views the latter strand  as more accurate, and supports 

the statement that ñeveryone has a learning style, but each personôs is as unique as their 

signatureò (Reid, 1995:171) as learning and experience is essentially personal and individual. 

Brockbank and McGill (1998:65) recognised this when they discussed the process of teaching and 

learning as ña repository of the often unexplained, unnamed and invisible.ò Brunette (2017) adds 

to this need for flexible and customised learning , and takes a holistic and systemic approach with 

his findings that  learning can be more effective if ñthe designer or facilitator can approach the 

design or delivery of the training programme with enough emphasis on the development of 

personal significance, contextual relevance and emergent properties of new knowledge.ò 

(Brunette, 2017: 150). 

Over the years, we have generated certain simplistic descriptions of adult learning because it is 

difficult to separate out and understand the multiple factors involved in learning interacti ons. By 

necessity, research has attempted to isolate generic principles, or at least patterns that were 

general to some degree, from the complexities of real life. It is important to remember that 

ñpeople differ in the degree that they learn from the same kinds of experienceò (Van Rooyen & 

Whittle, 2011:1046) and learning is a combination of ñmotivational factors, personality factors, 

and learning strategiesò (Van Rooyen & Whittle, 2011:1046). Therefore, i t could be argued that if 

different elements of learning ñinteract in complex ways that are not possible to predictò (Boud & 

Walker, 1993:13), then working with abstractions must be the only way to proceed.  To achieve 

this, facilitators must be well versed in the key theories of adult learning and their imp act, (for a 

detailed discussion, see 5.3.2.3.3 Knowledge of Key Theories of Adult Learning and their Impact ). 

 

5.3.3  Importance of Application of Learning in Real World  

ñA key factor in achieving organisational effectiveness is the ability of employees to transf er the 

knowledge and skills gained from these relevant training interventions back to the workplace ò 

(Horne, et al., 2015:685). Sadler (2003) highlights that l eadership development programmes have 

begun to evolve from the somewhat narrow and mechanical focus of the past in an attempt at 

becoming more inclusive and holistic. This is emphasised when he says: 
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It is important to distinguish between leadership development programmes and 

leadership training courses. A course as the term implies is a single event that may 

last anything from a day to several weeks, the purpose of which is to improve the 

effectiveness in the leadership of those attending. A leadership development 

programme, however, is a series of related events, including courses, but also such 

things as coaching, job assignments, attendance at an assessment/development 

centre, learning sets and/or various forms of feedback. (Sadler, 2003:101).  

Sondhi (2007) points out that many leadership development programmes still ñfocus on too much 

theory and lack the opportunity for individ uals to experience actionò (Sondhi, 2007:38), which is 

an underpinning reason why Georgensonôs (1982) research found that only 10% of total training  

expenditure leads to positive transfer of training once delegates are back in  the workplace. The 

Centre for Creative Leadership (1998) agrees that development programmes must aim at 

improving the skills and behaviour of the leader and ñexperimentation and practice is an essential 

element in this processò (Van Rooyen & Whittle, 2011:1047). Goleman (2002) also describes the 

crux of leadership development as self-directed learning where a core component is 

ñexperimenting with and practising new behaviours, thoughts and feelings to the point of masteryò 

(Goleman, 2002:111). This is because ñleadership experience is best learnt through experienceò 

(Horowitz & Van Eeden, 2015:1) and ñit is only when learners are able to apply their newly -

acquired knowledge and skills practically that it can safely be said that learning has taken placeò 

(Horne, et al., 2015:688).  

In li ght of the above, i t is important that a variety of developmental experiences , suited to the 

learning domain being addressed, be used because people learn in different ways and through 

different applications of learning and pr actice (Van Rooyen & Whittle, 2011). For example, giving 

feedback will not increase skill development but it can increase awareness, which is an important 

precursor to motivate for the learning of new  skills. In addition, feedback can take many forms 

and while formal assessments might work well for some, informal feedback might be better for 

others. This complexity combined with the multifaceted outcomes of the organisation, group and 

individual can make it challenging to meet objectives but ñleadership development programmes 

represent a significant investment by employing organisations. Evidence of effectiveness is 

required to justify this investment against other, competing, pr ioritiesò (Shannon & Van Dam, 

2013:1). To achieve the desired levels of effectiveness, ñdevelopment programmes should provide 

for multiple training and developmental interventionsò (Van Rooyen & Whittle, 2011), with a 

variety of developmental experiences (Conger & Benjamin, 1999; Van Rooyen & Whittle, 2011) 

that provide opportunities for applying what has been learnt ( Ashton, 2004; Heitmann, 2005; 

Ozuah, 2005; Verrier & Smith, 2005; Leskiw & Singh, 2007; Sondhi, 2007; van Rooyen & Whittle, 

2011; Martins, et al., 2017). The following developmental experiences can be used to facilitate t he 

application of learning in the real world . This is by no means an exhaustive list but the main 

suggestions emerging from literature and the researcherôs own practice. 

5.3.3.1  Action L earning  

Revans (1980) is credited with originating action learning , which involves a small group of learners 

tackling complex real problems or issues for generating solutions; they reflect on their learning  

experience to ensure continual, practical learning and development (Leonard & Marquardt, 2010; 

Pedlar, 2011). Revans (1980) credited his work to ñancient sources of wisdomò (Pedler, 2011:22) 

and built it on the foundations of Dewey (1933) and Lewin (1947, 1948, 1951). Action learning is 

deeply humanistic and committed to the improvement of human systems via experiential learning 



 

  136 

(Pedler, 2011). Revans never offered a single definition of action learning, which can be confusing 

for practitioner s but the lack of definition also maintains its vitality and longevity because continual 

reinterpretation  and reinvention are necessary (Pedler, 2011). ñAction learning is an idea, a 

philosophy, a discipline and also a method, and never just one of those thingsò (Pedler, 2011:23). 

Since 1997, action learning has become increasingly popular in both corporate and academic 

contexts (Mabey & Thomson, 2000; Horne & Steadman Jones, 2001; Bolden, 2005; Martins, et al., 

2017) and ñlearning through doing has now become a familiar mantra in the training  and 

development communityò (Leonard & Lang, 2010:2). Large percentages of corporations in the 

USA (an estimated 73%) as well as numer ous developing countries, are now using action learning 

for leadership development (Kramer, 2008; Marquardt, 2010). Although there are no SA statistics, 

the researcher has seen a trend in both business schools and corporates adopting action learning 

strategies. 

The researcher agrees with the suggestions made by the National Academy of Sciences (Christina 

& Bjork, 1991) that encourages educators to optimise action-learning practices and long-term 

retention and transfer of learni ng. The first is to engage learners in the process because 

ñparticipants who are engaged in meaningful action, with inquiry and reflection, cannot help but 

learnò (Leonard & Lang, 2010:2) . Secondly, facilitators must support learners to integrate new 

knowledge with existing knowledge so learners can connect new learning with their real world. 

Thirdly, learners should be encouraged to practice new learning in a variety of situations with 

increasing levels of complexity and difficulty so they can generalise their learning to various 

contexts (Allen, 2009; Van Rooyen & Whittle, 2011). The fourth recommendation is to i ncrease 

proficiency and mastery by adding more challenges once learners have mastered more basic skills 

and knowledge to enable them to solve increasingly complex problems. The next 

recommendation, and one with which the researcher resonates, is to ensure that learning is 

spaced and ñteams meet on a periodic, spaced schedule, typically every two or three weeksò 

(Leonard & Lang, 2010:3) to practice a nd build on their knowledge an d skills. Over time, this will 

allow for diminished external feedback by the facilitator as learners grow in proficiency, which is 

the next recommendation. Lastly, team members can be encouraged to mentally prepare for and 

rehearse before important situati ons (Leonard & Lang, 2010), which is in-line with NLP practices. 

The benefit of action learning is that it can be used as a vehicle for providing  practical, targeted, 

customised, holistic and sustainable leadership development interventions. ñUnlike academic 

programs that have difficulty in applying what is learned back at work, action learning can be and 

should be built on actual global challenges faced by the organizationò (Leonard & Lang, 2010:13) 

or challenges faced by individual participants. Another benefit of action learning is described in 

Martins, Martins and Viljoen (2017):  

Argyrisô action learning theory lies in questioning the assumptions that underpin any 

actions, through the concept of double -loop learning. Single-loop learning is where 

ñwhat we getò, that is, the results, are analysed on the basis of ñwhat we doò, with 

the action strategies and techniques being assessed at face value. Double-loop 

learning involves questioning the assumptions, values and beliefs that underpin 

those action strategies, that is, asking why we do what we do. A key part of this is 

working with the emotional landscape of a team or organisation where defensive 

routines and undiscussables are embedded (Martins, et al., 2017:210). 

Despite all the benefits of action learni ng, it is important to note that a common c hallenge that is 

often faced by learners when returning to the workplace is that they are eager and willing to apply 

their newly-learned knowledge but their efforts are often met with  limited or no support from their 
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immediate line managers. ñI f opportunities are not created  for participants to apply their newly -

acquired skills, these newly-acquired skills will soon be lostò (Horne, et al., 2015:688). This 

challenge could potentially be mitigated by having pre -contracted mentors assigned to participants 

when the learning intervention commences. Mentorship is simply defined as a more seasoned 

person supporting the development of a junior person (Hernez-Broom & Hughes, 2004; Fowler & 

Gorman, 2004; Steinmann, 2006). The relationship can be informal or formal and although, in 

some cases, the facilitator may be able to act as a mentor, a willing line manager should ideally 

perform this role. The value of mentorship to increase the transfer of  learning and sustainability of 

the leadership development results cannot be underestimated (Horne, et al., 2015).  

5.3.3.2  Refle ct iv e Journal ing  

As discussed in Table 5.1. Adult Learning Theories, Schön (1983) was a significant promoter of 

experiential learning where reflection is critical for  learning to take place. Schºnôs (1983, 1987) 

view is that we live in a world of unique problems, characterised by uncertainty, complexity and 

conflict. As such, learners often have no rules or previous learning experience they can apply so it 

is important  to reflect-in-action and use on-the-spot experimentation to find solutions to problems 

(Fenwick, 2001). Schön (1987) also introduced the concept of reflective  practicum; ñhe 

differentiates between óreflection in actionô as the analysis of emotions and assumptions in the 

current situation, and óreflection on actionô as the analysis after the situation, to highlight that 

professional practice is developed from the experienceò (cited in Bruno & DellôAversana, 2017:1). 

This ñreflection on actionò is necessary for integrating  theory and practice and makes the 

participantsô learning relevant to their contexts both personally and professionally.  

During this study, participant s used of a combination of  written reflective journaling , and in class 

peer reflection activities. The latter was included because studies that used dialogue and social-

based reflection (in the form of facilitated dialogue with peers and qualified educators) have 

demonstrated that it was  the most effective approach to foster deeper reflection,  critical thinking 

and reasoning (Boud, 2001; Martins, et al., 2017). Journaling is also a form of assessment task 

congruent with active learning environments, which are  concerned with learning outcomes and 

learning processes (Andresen, Boud & Cohen, 1995) and can enable facilitators to measure the 

quality of the learning and the  relevance of learning processes (Lodge & Bonsanquet, 2014). In 

addition, by keeping a current journal, participants maximise their chance of ñlearning from 

experiences and actions, rather than leaving learning and  development to chance. It is an  

investment in oneselfò (Bolden, 2005:25). 

The participantôs do not always appreciate the reflective thinking practices ñwhile in the midst of 

the courseé but all noted its power after the ex perienceé [which] confirms the significance of 

critical reflection in adult learning , because reflective practice allowed for the material to have 

deeper meaningò (Chen, 2014:415). To achieve this, it is important that the use  of journaling is 

positioned correctly, and that participants take responsibility for deciding what to write about in 

their journals or what to discuss in their social reflections. If the journal instruction is  more 

detailed and focused on theory, (for example, the analysis of a previous training experience 

referring to specific information presented during the lesson), the result will be  a cognitive and 

theoretical task rather than an  expressive task about the learning experience of the individual 

(Bruno & DellôAversana, 2017). ñThis confirms what has previously been discussed in literature 

about the sensitivity of the use of reflective practice to the quality of  journal requirements (McGarr 

& Moody, 2010)ò (cited in Bruno & DellôAversana, 2017:10).  
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Reflective practice contributes to leadership development because ña holistic view of leadership 

that brings together the ódoingô and óbeingô aspects of leadership will contribute to leadership and 

organisational effectivenessò (Horowitz & Van Eeden, 2015:9). The systematic reflective writing  

practice is a vehicle for achieving this and actively analysing and unpacking our experience, which 

contributes to self-insight and awareness (Bolden, 2005:25). Chen (2014) found that when 

participants actively evaluated themselves with new understanding of knowledge against old 

paradigms it revealed to them that there were now at least two competing views of their reality . 

Participants could not ignore this and the ñconfirmatory evidence for discrepant thoughts and 

feelings moved the learning paradigm shift from blind acceptance of the present to a desire for 

changeé With this attitude change  was also a sense of personal responsibilityò (Chen, 2014:413). 

This resonates with Mezirowôs description of the process of transformativ e learning as the 

ñbringing of oneôs assumptions, premise and schematica into consciousness and vigorously 

critiquing themò (Mezirow, 1991:29). ñThis internal realisation and awareness is not just a major 

contributing factor towards self -efficacy (Bandura, 2012:12), but is also an important building 

block in the development process of leadersò (Horne, et al., 2015: 698). 

5.3.3.3  Feedback  

Self-awareness, which is essential for ñdevelopment and behaviour change, requires some form of 

assessment and feedbackò (Van Rooyen & Whittle, 2011:1047). In addition, research shows that 

approaches to learning and development that integrate a  variety of learning methods are  

particularly effective, especially when combined with opportunities for receiving  and discussing 

individual feedback (Conger & Benjamin, 1999; Burgoyne, Hirsch & Williams, 2004; Horne, et al., 

2015). This is because ña developmental experience may provide dataé [but] learning only takes 

place if there is feedback in the form of meaningful information é [that]  provides a benchmark 

against which people can assess the effects of their developmental effortsò (Van Rooyen & 

Whittle, 2011:1045) . Therefore, formal feedback tools, such as psychometric instruments can be a 

useful leadership development practice because they provide quick succinct information that 

would be difficult to obtain through observation alone and they provide insight regarding factors 

underlying certain behaviours, which enable development (Bolden, 2005). Furthermore, ñopening 

oneself up for such feedback can actually enhance respectò (Bolden, 2005:38) and while receiving 

feedback, self-insight, strengths and opportunities for growth can be identified (Atwater, Waldman 

& Brett, 2002)  and ñparticipants are usually their own worst  critics and so tend to find themselves 

pleasantly surprised by the feedback from othersò (Bolden, 2005:38). 

The terms 360-degree feedback, multi-source feedback and multi-rater feedback are all used to 

describe the systematic collection of the perceptions of an individualôs performance from an entire 

sphere of relevant viewpoints, including, for example, their managers, peers, customers, direct 

reports and self-assessment (Warech, et al., 1998; Bracken, Timmereck & Church, 2001). These 

tools have become increasingly popular but ñfor any leadership development effort to be 

effectiveðparticularly one based on 360-degree feedbackða participant must first be willing to 

accept feedback as relevant and useful, and be open to changeò (Day, 2000:590). Everyone 

involved must also be realistic as ñchange is rarely a simple path forward; a large investment of 

time and energy is required before the needed change becomes part of an individualôs behavioural 

repertoireò (Day, 2000:590). When receiving feedback, the awareness of the gap between actual 

and ideal self can provide the individual with the  motivation for change and development. 

However, ña willingness to accept and use feedback might be insufficient for changeé if the 

feedback is complex or inconsistent or if the recipient lacks the re quisite skills to interpret th e data 

and translate it into behaving in a different manner ò (Day, 2000:590).  
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In light of the above, Yuklôs (2006) observation that feedback may need to be coupled with follow -

up, additional coaching and support after the individual has had a chance to make progress in key 

development areas is very important for inclusion in leadership development interventions. In 

addition, research shows that when individuals are given an opportunity to address specific 

difficulties in the workplace, using a coach and a colleague or mentor to provide practice, 

feedback and advice, the ñchanges/improvements achieved in these sessions translated quite 

easily into the workplaceò (Bolden, 2005:32). Feedback cannot be a once-off event and 

ñindividuals should receive regular feedback from their line -managers or peers on their 

performance, otherwise opportunities for  learning will be stifledò (Horne, et al., 2015:689). It is 

important that participants also make a conscious effort to seek feedback, and not necessarily 

wait for fe edback to be given to them  (Ashton, 2004). This feedback need not be from 

psychometric assessments alone but can be ñsought through both formal and informal 

discussionsò (Horne, et al., 2015:689).  

5.3.3.4  Follow -up Support  

Although it is important to provide follow-up sessions where learning can be reinforced and/or 

enhanced and further learning can take place (Van Rooyen & Whittle, 2011), not much literature 

was available exploring the importance of this . Conger and Benjamin (1999) were two of the few 

researchers to point out that most leadership development programmes lack follow-up. When the 

programme ends, there is no ongoing feedback to allow participants to assess their development, 

nor are there additional experiences (such as coaching, mentoring or on-the-job practice) to 

enhance and sustain learning. This seems surprising when: 

Providing participants with opportunities in the work situation to apply what they 

have learned strengthens learning. This could take the form of projec t work or 

specific assignments, for which outcomes must be specified, and on which 

participants must report. This allows both the organisation and the individual to 

gauge the extent to which leadership development has contributed to behaviour 

change (van Rooyen & Whittle, 2011:1051 -1052). 

In addition, when learners were asked to reflect upon what helped them to grow as leaders , 

Horowitz and Van Eeden (2015) found that having a mentor or role model significantly enhanced 

learning, development and career advancement. This is because the transfer of training can be 

expedited when a person is being guided by a mentor; ñdue to the fact that a  person will possibly 

make fewer mistakes or may learn faster when regular discussions with a mentor take place. The 

person is therefore set up for success instead of for failureò (Horne, et al., 2015:689). ñThe 

transfer outcomes ï which could include behaviour change, job-performance and transfer of  

training ï could also be fast-tracked (Baldwin & Ford, 1988:64)ò (cited in Horne, et al., 2015:690). 

Despite the benefits of follow -up support, one of the reasons it is such a neglected area of 

leadership development could be that organisations often try to avoid the extra cost of employing 

an external facilitator , coach or mentor to perform this role. Moreover , their internal resources 

(such as line managers) are unaware of the importance of providing feedback, or are too busy or 

ill-equipped to coach or mentor effectively . It is important that line managers are educated about 

the key role that mentor ship plays in facilitating on going learning (Fowler & Gorman, 2005) and 

the long-term significant positive impact that mentorship has on organisational commitment and 

company loyalty (Payne & Huffman, 2005). An analysis of interview data by Groves (2005) 

indicated that best-practice organisations fully use their  managerial personnel to develop the 
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organisationôs mentor network and establish a supportive organisational culture, which enables 

ongoing learning and development.  

 

5.3.4  Need for Ch allenges and Vulnerability to Shift Paradigm s 

As mentioned previously, adult learners are self-directed, and learn best when their experience is 

recognised and used in the learning process. ñIntegrating these experiences in order to create a 

meaningful context [for learning] that is un ique to the individual underlies the development of 

personal leadershipò (Horowitz & Van Eeden, 2015:2). Cashman (2008) refers to this as an inside-

out approach to leadership development that is necessary for personal mastery because self-

awareness can be enhanced through sharing and dealing with personal experiences and 

challenges (Rauff, 2005; Viljoen-Terblanche, 2008; Allen, 2009; Horowitz & Van Eeden, 2015). 

Customising learning interventions to meet individual needs and current challenges is essential 

because adult learners are not blank slates (Nelken, 2009) when they embark on a learning 

intervention so their life experiences becomes the lenses through which content is learned. Adult 

learners have an innate desire to learn, especially when they are active agents in the planning and 

execution of learning, and the learning is immediately relevant and problem-solving-based 

(Knowles, 1990; Knowles, Holton & Swanson, 2005). Therefore, eliciting learnersô challenges 

and/or creat ing opportunities for challenging their behaviour and thinking is a key ingredient for 

successful personal leadership development interventions because ñfindings provide support for 

the use of catalytic experiences [or pivotal challenges] in the developmen t of the characteristics 

underlying personal leadershipò (Horowitz & Van Eeden, 2015:9). 

Bjork and Linn (2006) found that m ore challenging learning environments led to enhanced 

transfer of learning and potentially better-prepared learners. The evidence gained by using their 

life experience as the main learning medium contributed to a  fundamental shift; they realised that 

their present life situation was unacceptable and that they had to  take action. This is because 

challenging experiences provide people with information that is in conflict with their perception of 

themselves and: 

When people find that their habitual ways of dealing with situations are not 

effective, dissonance is created forcing them to question the adequacy of their skills, 

frameworks, atti tudes and approaches. The experiences that stretch, confuse and 

confront people are characterised by novelty; difficult goals; situations characterised 

by conflict; dealing with losses, failures, and disappointments  (Van Rooyen & 

Whittle, 2011: 1045). 

This follows logically because transformation occurs when default long-standing beliefs are 

challenged, and the learner uncovers the capacity to doubt the validity of perceptions that had 

previously seemed unquestioningly true (Miller, 1989). Mezirow (2009) defines transformative 

learning as learning that ñtransforms problematic frames of reference to make them more 

inclusive, discriminating, reflective, open, and emotionally able to changeò (Mezirow, 2009:22). 

Reframing is a well-known technique that can achieve this type of transformation  and has been 

shown to be a powerful way of transforming inner and outer conflicts (Hale, 1998; Asaha, 

Bengston, Wendt & Nelson, 2012). Watzlawick, Weakland and Fisch (1974) describe reframing as 

a ñchange [in] the conceptual and/or emotional setting or vie wpoint in relation to which a situation 

is experienced and to place it in another frame which fits the ófactsô of the same concrete situation 

equally well or even better, and thereby changing its entire meaningò (Watzlawick, et al. , 1974:3). 

It is importan t to be aware that reframing is not about challenging the content of the experience 
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but rather challenging the context in which the viewer perceives the content; in other words, 

providing a new frame or lens through which the content can be viewed.  

Robbins (1987:17) noted that, ñA signal has meaning only in the frame or context in which we 

perceive it.ò For example, if the phone rings in the middle of the night, a person may have a more 

stressed reaction because they are woken out of a deep sleep and their  immediate response is 

alarm and the thought that it must be distressing news. The personôs bodily reaction will regulate 

if they subsequently realise that the caller is a good friend who is on holiday and forgot about the 

time difference. It follows then that if we change our frame of reference by looking at the same 

situation from a different point of view, we can change the way we respond in life. We can change 

our representation or perception about anything in a moment and change our state and behaviour 

(Bandler & Grinder, 1983; Bandler, 1993).  

The researcher is a qualified NLP master practitioner and, as such, regularly uses the technique of 

reframing in her leadership development programmes and coaching interventions. All ideologies, 

like political systems, religions and cultures, are frames for creating meaning and ways in which 

we interpret the world and perceive others and ourselves. When we share frames with others, we 

share meaning and have more harmonious interactions. When we have different fram es, we can 

easily fall into conflict, especially if we consider the frames of others to be invalid or inferior 

(Wilkinson, 2010). Through the process of reframing (which happens using reflective listening, 

questions to challenge assumptions and presenting alternative lenses), learners can see their 

behaviour through the lens of others and recognise that there can be multiple equally valid 

perspectives that bring about individual and group transformation. At an organisational level, 

reframing has proven to b e a powerful technique, and is revolutionising the way organisations 

regroup and rethink their strategies internally and externally technique (Kaushik, 2011; Bolman & 

Deal, 2013; Martlew, 2015).  

To achieve significant transformation learners need to expose themselves and, in so doing, 

become vulnerable. During this research, the learnersô expressed this and also noted that being 

vulnerable was very necessary to their learning process even though being vulnerable and 

exposed made them feel very uncomfortable. Despite the enormity of the process of peeling back 

layers of self, being exposed and vulnerable was for the learners, very little literature could be 

found that dealt with  this. Other than the work of Viljoen -Terblanche (2008), she could also not 

find l iterature that spoke of how safe and sacred the learning environment needs to be to allow 

learners to be vulnerable. This is critical because ñChange is not easy and it requires new ways of 

thinking, the development of new ski lls and abilities that require  persistence in the face of initial 

failures and incompetence before mastery is achievedò (Van Rooyen & Whittle, 2011:1046). In 

addition, in order ñto persist, people need support in the form of confirmation by others and 

encouragement to change. Experiencing that other people value their efforts to change and grow , 

helps them in coping with the temporary experience of incompetenceò (Van Rooyen & Whittle, 

2011:1046).  

The importance of experienced practitioners creating a safe and nurturing space for 

transformation to occur cannot be underestimated because learning environments often ñserve as 

a trigger for prior pain, and will invariably include times of  confusion, conflict, and discomfort, 

which can lead to transformative grow th opportunitiesò (Chen, 2009:408). Learning and 

development practitioners can be likened to healers Dalozôs (1999) reflection describes: 

Over the years, I have come to believe that the line between learning and healing is 

finer than we might thinké Within the obvious limits, perhaps a deeper 
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understanding of the dynamics of healing would inform our knowle dge of learning. 

(Laurent Daloz, 1999:241).  

With this knowledge comes the overwhelming responsibility for learning and development 

practitioners (including facilitators and coaches) to be qualified, experienced experts who are well 

developed themselves and well versed in adult learning theory as well as trained i n dealing with 

the human psyche and group and organisational dynamics. A full discussion of the requirements of 

facilitators can be found in, section 5.3.2. The Impact of the Facilitator .  

 

5.3.5  Learning is a Journey and Takes Time (No ñQuick Fixò)  

Despite Sengeôs (1990) emphasis on the development of personal mastery as a lifelong learning 

process and the fact t hat all experts and participants interviewed during the study agree d that 

learning, especially in the personal leadership capacity arena, took time to integrate, only a few 

studies could be located that spoke of this. Most studies focused on specific models, processes or 

tools that could be used for developing leaders but did not mention the significant investment of 

time and energy that it would take to achieve  transformation and change (Allen, 2009). Van 

Rooyen and Whittle (2011) did note that ñIt  is clear that a training or d evelopmental experience of 

a few days on its own, is unlikely to change behaviourò (Van Rooyen & Whittle, 2011:1051)  

because ñsuccessful skill development and behaviour change require interventions of a longer 

duration making use of multiple eventsò (Van Rooyen & Whittle, 2011:1047).  Some competencies, 

like reading an income statement, might be something we can learn on a short course. However, 

the complex cluster of skills, attitudes, behaviours and emotional maturity required  for leadership 

does not develop quickly (Allen, 2009). ñTherefore, a key ingredient for leadership development is 

timeò (Allen, 2009:42).  

When turning to wider literature, Leskiw and Singh (2007) conducted a thorough literature review 

on best practice in leadership development and their findings revealed that there were six key 

areas of importance: 

A thorough needs assessment, the selection of a suitable audience, the design of an 

appropriate infrastructure to support the initiative, the design and implem entation of 

an entire learning system, an evaluation system, and corresponding actions to 

reward success and improve on deficiencies (Leskiw & Singh, 2007:446). 

These areas alone illustrate that learning and development take time and to implement an entire  

learning system that allows for the incorporation of key adult learning principles, action learning, 

reflection and feedback, means that organisations need to be willing to invest a significant amount 

of time and financial resources in developing personal leadership capacity. ñThe idea of a quick 

two day programme on leadership or a few months of coaching does not produce an instant 

leaderò (Allen, 2009:41). When learners are attending interventions they see the process of 

implementing and practicing new l earnings as a continual development process that has many 

challenges (Horne, et al., 2015) and there is no ñquick fixò. 
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5.4  Conclusion  

This chapter provided an overview of literature review that was conducted on holistic and 

sustainable leadership and personal leadership development within the South African and African 

context. To have significant literature for integrating  into the study, the review had to be  widened 

to include literature from the field of adult learning  as well as global literature. In line with 

grounded theory practices, the l iterature review was deliberately delayed until the end of the data 

analysis phase of the research to prevent any preconceptions from influencing the analysis of the 

data. The review was also guided by the main themes of the data findings, and was focused on 

five key areas: Importance of Group Dynamics; Importance of the Facilitator; Importance of 

Application of Learning in Real World; Need for Challenges and Vulnerability to Shift Paradigms 

and Learning is a Journey and Takes Time (No ñQuick Fixò). Although these themes were the 

organising principle, all literature reviewed was within the milieu of holistic and sustainable 

leadership and personal leadership development combined with adult learning  and development. 

The review of literature is not seen  as all-inclusive but rather focused on themes that emerged 

from the  grounded theory as indicated by Martins, et al. (2017). Of most interest is that, although 

the literature reviewed provided adequate insights into the themes  of study, much of it was held 

within the field of adult learning and development and there was no literature that described  the 

concept of holistic and sustainable personal leadership development per se. Given this specific gap 

in the current literature, the following chapter will discuss the findings of the research with a view 

to tying the findings and the current literature into a coherent view of holistic and sustainable 

personal leadership development. It  will also highlight the similarities and diffe rences between the 

data (analysed during the fieldwork) and the literature  and, therefore, provide the reader with 

additional insight into the key gaps practitioners should aim to fill to develop leadership capacity 

holistically and sustainably. 
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6 Chapter 6 : Evaluation and Discussion  

6.1  In troduction  

Chapter 5 presented the current literature review as an academic voice for the relevant themes 

that emerged from the data analysis (presented in Chapter 4) conducted on all data collected 

throughout the study  (presented in Chapter 3). This chapter will integrate the analysed research 

data and literature with the aim of highlighting the gaps in the current literature or confirming the 

relevance of the literature as it relate s to the phenomenon of holistic and sustainable personal 

leadership development. In addition, the findings that resulted from the research process will be 

presented and discussed. During the selective coding phase of data analysis (see 4.4.3) core 

categories were selected and integrated as emergent themes by relating them to oth er categories 

and core categories (Jones & Alony, 2011). The discussion and presentation of the research 

findings is done by using a phenomenological style and structured according to the five key 

themes that emerged. These are: Importance of Cohort Learning, Importance of the Facilitator, 

Importance of Application of Learning in the Real World, Need for Challenges and Vulnerability to 

Shift Paradigms and Learning is a Journey and Takes Time (No ñQuick Fixò).  

 

6.2  Importance of Coh ort Learning  

In this theme, th e focus was placed on several concepts extracted from the category codes and 

core categories. The following concepts emerged from the data : the group was a sacred and safe 

environment; the group (including the facilitator) gave valuable feedback and input that supported 

personal leadership development; the group were perceived as being non-judgemental; there was 

a strong sense of belonging and people did not want to switch from one group to another; strong 

ties were formed and key relationships were built t hat were critical for learning and development 

to take place. Overall, this theme, relates to the importance of cohort learning  in three categories: 

the benefits of a supportive, safe and sacred learning environment, the benefits of group feedback 

and the role of trust in the group . The structure of this theme is illustrated in Figure 6.1. 

 

Figure 6.1  The Importance of Cohort Learning  
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During axial and selective coding, the categories depicted in Figure 6.1 emerged as being 

extremely important to the process of holistic and sustainable personal leadership development. 

Although the use of cohort learning and the benefits of ñthe power of interpersonal relationships 

to enhance learning, interpersonal interaction and support, and, ultimately, pr ogram completionò 

(Saltiel & Russo, 2001:3) is widely reported in adult learning literature (Lawrence, 2002; Maher, 

2005; Miller, 2007), this represents a significant gap in the literature on personal leadership 

development or leadership development. This will be discussed more fully below.  

 

6.2.1  Benefits of a Supportive , Safe and Sacred Learning Environment  

Again, a large gap in the leadership development literature was identified, as there was no 

literature that mentioned the imp ortance of a supportive, safe and sacred learning environment 

for effective personal leadership or leadership development. The only literature found re inforced 

the fact that the post -training environment had to be favourable and enabling (Saks & Burk, 2012; 

Horne et al., 2015) but did not mention the importance of a favourable environment  during the 

training process. When turning to adult learning literature, Ozuah (2005) acknowledges, ñadult 

learning will flourish, if nurturing and encouraging environments  are providedò (Ozuah, 2005:85) 

and learners who are in a cohort become empowered and take ownership of t heir development 

(Brooks, 1998). This is because learning is more effective when there is a safe environment in 

which to participate without the fear o f being wrong or being judged (Hawe & Dixon, 2006). 

The importance and benefits of a supportive, safe and sacred learning environment featured 

significantly during open coding and revealed how important the participantôs experience of being 

part of a safe group was for them. They used words and phrases like, ñthere was a sense of 

belongingò and ñI felt safe to open up and share.ò One participant said, ñI remember the calmness 

and peace that I felt as soon as I entered the training room. Sharon always had us  reflect on the 

mornings and during the breaks had these lovely quotes and words of wisdom from authors and 

writers, which I absolutely loved. She played music in the background, which also added an 

element of peace and serenity. I thoroughly enjoyed that. ò All participants very specifically 

mentioned the importance and value they received from their group.  For example, Viloshni 

thanked everyone for going through this ñprofound journeyò with her and commented, ñWe were 

a room of strangers about eight months  ago, and now we are friends.ò Katie said, ñWe had fun. 

We shared knowledge. We formed a bond so precious that we felt comfortable enough to share 

things about ourselves that would have otherwise stayed hidden.ò While Laura remembered: 

When I first saw the  group I was like óoh my word, how on earth is this group of 

complete unknowns all going to relate to each other and interconnect and how on 

earth is this going to work?ô I mean from that first day I just so remember sort of 

looking at each other and going what do we have in common and the only thing we 

could find was purple, we both had purple on. And now it is just such a sense of 

sadness that the journey comes to an end as a group, certainly not as individuals. 

And that this group will dissolve because weôve connected on so many levels and to 

me that has been exceptionally rewarding and I really want to thank each and every 

one of you for that. You guys have been amazing, Iôve learnt so much from each and 

every one of you. And I thank you for that, I than k you for your honesty, I thin k you 

for the laughs, the tears, the different perspectives have been inspiring and that I 

value enormously. Thank you (Laura). 
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Muhammad also felt that, ñpeople sharing their experiences and what happens in their lives made 

me realise that we're all human and we're all going to have pain or problems or success I'm 

actually grateful to be part of this group.ò Because of the strong bond and identification with their 

group, the p articipants did not like changing groups or having s omeone join their group. Anke 

spent one module with another groups and reported:  

The other group is fine but I like our group and the conversations that weôve had and 

I think as individuals weôve had conversations we wouldnôt have had otherwise and 

run things by each other or we go and vent with each other. Iôm actually so glad Iôm 

in this group (Anke). 

Vusi resonated with this and said: 

I enjoy engaging with everyone. I had a chance to attend a wonderful session with 

the other group but I really missed thi s group. So I'm glad I was in this group, there 

was a lot of sharing of knowledge and ideas. I was probably the youngest one here 

but I never felt inferior. I felt that I was also valued, my ideas were heard and my 

opinions were valued so I think it was qu ite a good space for me. Thank you (Vusi). 

In light of the analysed data of the lived experiences of the participantsô and the literature found 

in the adult learning and development space, the benefits of a safe and supportive group 

environment cannot be over-emphasised even though it is not given importance in the current 

literature available on personal leadership or leadership development. 

 

6.2.2  Benefits  of Groups Feedback  

Literature could be located on personal leadership and leadership development that attested to 

the importance of form al feedback, in the form of assessments, for the development of personal 

leadership capacity (Van Rooyen & Whittle, 2011). The research findings corroborated the 

importance of formal assessments as all participants found value in the formal EQ-i2.0 assessment 

they completed pre- and post-intervention and the feedback they received on their results. 

However, it was only when reviewing adult learning literature that the importance of informal peer 

feedback and the benefit of uniq ue, quality, sometimes conflictual conversations could be located. 

Adult learning literature illustrates that informal feedback is invaluable in providing an opportunity 

for reflecting on experience and gaining new understanding and insights (Vella, 2002; Gosling & 

Mintzberg, 2004; Craig & Kohl, 2014).  

The findings of the data analysis supported the importance of informal feedback  and revealed that 

the participants agreed with Revansô (1982) notion that there was much wisdom in peer groups. 

Vusi said, ñThere was a lot of sharing of kno wledge and ideasò and this was of great benefit to 

him. PJ appreciated that, ñduring the course, I got valuable feedback from the group. Most of the 

comments suggested that I was a little self -involved... The feedback proved useful because Iôm 

now aware of the behaviour.ò Ayanda resonated with PJ, ñI was so appreciative of what 

everybody said about me. Good, bad, whatever, and I liked hearing an honest point of view about 

me. And then for the first time in my life I never got o ffended, for the first time in  my life I looked 

at it and said this is what I need to work on, this is what I need to improve.ò Laura added, ñthe 

different perspectives have been inspiringò and very much appreciated and valued. 
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Again, there is a notable gap between the empirical data analysed during this study and the 

current personal leadership development literature. The data illustrates that informal feedback 

from peers, together with  wisdom and personal experiences shared between group members 

during open, critical conversations are essential for holistic and sustainable person leadership 

development yet this is not reflected in the literature.  

 

6.2.3  The Role of Trust in the Group  

The role of trust in the group is inextricably linked with Category 6.2.1 Benefits of a Supportive, 

Safe and Sacred Learning Environment and 6.2.2 Benefits of Groups Feedback. During open 

coding, it was evident that a  supportive, safe and sacred learning environment fostered trust and 

allowed the group to have conversations that they would not have been open enough to have 

without the support, safety and trust  within the group . Katie identified with this and said, ñWe 

formed a bond so precious that we felt comfortable enough to share things about ourselves that 

would have otherwise stayed hidden.ò Kets de Vries (2005) supported this when he acknowledged 

that the ñfoundation of trust fostered a genuine exchange of information, broke down barriers, 

exposed the óundiscussables,ô and promoted conflict resolutionò (Kets de Vries, 2005:69). In other 

words, safety and support promote  trust and trust results in more open and honest feedback, 

which in turn contributes to safety , support and a sacred environment. This critical aspect of 

personal leadership development was not documented in the cu rrent personal leadership 

development literature . However, the importance of this dynamic was very evident in the research 

data and holistic and sustainable leadership development would not have happened without trust 

in the group and in the facilitator wh o was seen as being an important member of the group  

(elaborated in 6.3.1 Role of Steward).  

 

6.3  Importance of the Facilitator  

In this theme, the focus was placed on several concepts extracted from the category codes and 

core categories. The following concepts emerged from the data: The facilitator must have been 

there herself and must have undergone significant personal growth; the facilitator had to be 

skilled, knowledgeable and remain current and relevant; the facilitator was experienced as 

remarkable; the facilitator created a safe space to gain perspective and gave people a voice; the 

facilitator became personal, was vulnerable and supported the group to open up and be 

vulnerable; the facilitator honoured resistance; the facilitator acknowledged participan ts' lives (and 

the extent of t heir challenges faced); the facilitator accepted people; the facilitator checked 

assumptions about the system and assumed wellness, not illness, and the facilitator realised that 

people changed themselves (a key for transformation) so she kept an open mind  and did not 

assume that she knew it all. Overall, this theme, relates to the importance of the facilitator  in five 

categories: The role of a steward, the importance of facilitatorôs own self-mastery, the importance 

of technical expertise and skills (especially programme design, development and facilitation), the 

importance of coaching skills, the value of NLP and the facilitatorôs flexibility of approach and 

knowledge of key theories of adult learning and their impact . The structure of this theme is 

illustrated in Figure 6.2. 
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Figure 6.2  The Importance of the Facilitator  

 

During axial and selective coding, the categories depicted in Figure 6.2 emerged as being 

extremely important to the process of holistic and sustainable personal leadership development. 

The personal leadership development literature that was reviewed briefly touched on the 

importance of using a skilled facilitator , but did not give it great emphasis or provide details on the 

criteria that ensured that the facilitator was sk illed. This represents another significant gap in the 

literature that will be discussed more in the sections that follow , which are all interconnected to 

ensure the facilitator is equipped for facilitating  the process of holistic and sustainable personal 

leadership development. 

 

6.3.1  Role of a Steward  

During open coding, it emerged from the data that the facilitator had an important role in guiding 

the learning process without appearing to ñknow-it-allò or judging the learner . It wa s indicated 

that this was not always the case in traditional training sessions where the facilitator adopted the 

stance of ñexpertò and did not act as a facilitator or steward ; therefore, making the learning 

process trainer-centred rather than learner -centred. John and Naleisa both admitted, ñI am a bit 

cautiousò and ñI am a bit wary of the supposition that I would be developing people because 

people develop themselves.ò Louisa May added, ñYou can take a horse to water but you canôt 

make it drink and people can only be developed if they reach their own level of awareness.ò Rina 

commented, ñFor me there is no other way to do this than to create a space that makes things 

quite personalò (Rina) and practitioners needed to ñcreate a space to let people express 

themselvesò (Tumi). Naleisa also resonated, ñAs a practitioner, I am more of a companion and I 

create space within which people can walk this journey.ò Pete too ñcreates a safe environment 

within which people can start to share some of their crucible experi ences and what they walk 

through in terms of adversity.ò John did not mention creating a safe space but did say one can 

only ñfacilitate awareness and óIô as the individual must become involved in the holistic 

development of myself.ò  
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All experts felt that  entering the system from a place of wellness and ñnot to go in assuming that 

it is brokenò (Tumi) was very important. Rina creates ñsacredness, and this sacredness lies in the 

seriousness and the sacredness allows inclusivity, and to do this I attempt to make everyone in 

every training programme feel okay.ò Louisa May agreed and said, ñPeople need to be allowed to 

make mistakes and just be human.ò Pete concurred with creating ña sacrosanct space, a safe 

spaceò and Tumi included that ñwe create and hold this safe space for our clients to do their 

profound, personal development work. And itôs our responsibility, huge responsibility, to nurture 

that space for them to do the work. It i s powerful work for them. I mean, how sacred is that? 

Youôre supporting someone to find themselves.ò Naleisa also ñcreates a safe space and in working 

with another gives people permission to be seen and when another person sees us, it almost 

affirms us. It gives us a sense of what I a m saying, thinking, feeling is valuable and it's  to be 

respected. The ability of the practitioner to create and hold this sacrosanct space is directly linked 

to enabling 6.2.1 Benefits of a Supportive, Safe and Sacred Learning Environment and 6.2.3 The 

Role of Trust in the Group. 

During axial coding the following categories emerged: The facilitator created a safe space for 

gaining perspective and gave people a voice; the facilitator acknowledged participants' lives (and 

the extent of their challenges faced); the facilitator accepted people; the facilitat or checked 

assumptions about the system and assumed wellness, not illness; and the facilitator realised that 

people change themselves (so she kept an open mind and did not assume that she knew it all ). It 

was evident from the data that the participants wan ted the facilitator to support  them in 

understanding and managing their current realities and guide them on their personal leadership 

development journey rather than providing them with a standard set of leadership ideals or 

practices. All participants thanked the facilitator for her r ole in guiding their journey. For example, 

Laura said, ñIn closing, a huge thank you to Sharon obviously for the way youôve guided us, 

nurtured us, cared for us, taken an interest in all of us and taken us on this journey with  you. It  

has been an adventure I think for all of us.ò Stefan said, ñThank you for being so supportive and 

guiding me to be who I am today. I am truly thankful for everything you have done for me and 

the team.ò While others said, ñThank you so much for believing in me,ò ñShe gave me hope and a 

positive outlook on life. So thank you Sharon for being a brilliant coach, friend and ópsychologistô 

at times,ò ñAs a coach, Sharon is particular about guiding you to find your own solutions , but at no 

point does she disengage and leave you stranded. Without hesitation I would use the words 

óhonestô, ópresentô, óengagedô, órespectfulô, ónon-judgmentalô, ódeliberateô, ócaringô and ótrustworthy.ôò 

The reader will see later in this chapter that t his links with the importa nce of the facilitatorôs 

flexibility and the theme of applying learning in the real world.  

The literature on personal leadership development did not include the importance of the facilitator 

adopting the role of a steward and ensuring that the learning an d development process is learner 

centred and the learner takes ownership for developing himself or herself with the support of the 

facilitator. However, this is well documented and corroborated by adult learning literature. 

Knowles (1950) was one of the early theorists who promoted self-directed adult learning. In more 

recent years, numerous researchers, such as Senge (1990), Mirriam (2001), Vella (2004), 

Heitmann (2005), Horowitz and Van Eeden (2014), acknowledge that learners have all the internal 

resources they need to develop systemically. The facilitator is there in the role of steward or 

catalyst in the process (Laubscher, 2013) because leadership develops from the inside out 

(Cashman, 2008). Therefore, it is important that holistic and sustainable lea dership development 

interventions are learner-centred and designed in such a way to allow the learner to be self -

directed with the support of a steward.  
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6.3.2  Importance of Facilitatorôs Self-Mastery  

During open coding, all experts asserted that the facilitatorôs self-mastery was very important for 

holistic and sustainable personal leadership development. Louisa May advised, ñSharpen your own 

pencilò and Rina added, ñTake care of your own personal development. Your own robustness is so, 

so, so important.ò In addition, is the importance of supervision and ñtaking time to declutter, to 

shift things back to where they belong and to grow inside after intervention, which we often do  

not do if we just deliver. First question is: What do I contain on behalf of this grou p? Is this 

frustration mine , or is it the systemôs? And those types of reflections. I think it is importantò 

(Rina). Louisa May and Naleisa both agreed that practitioners needed to take care of their 

development and well-being as it was the only way we could go into an intervention who lly 

accepting of another and from a place of no judgement to ñallow people to be who they areò 

(Louisa May). We still have to be able to lovingly ñchallenge and chase people to get to the core of 

who they are. We must help the m to unlearn centuries of lear ning, where we have told them who 

they are notò (John). 

Although this concept was the most challenging for finding  exact literature supporting it , the 

literature (described in detail in section 5.3.3.2) does confirm the empirical data regarding the 

importance of the facilitatorôs self-mastery. Bolden (2005) and Horne et al. (2015) elaborate on 

the relationship between the learner and facilitator and the way in which the learner sees the 

facilitator as a guru , and is deeply influenced by the facilitator. The refore, holistic and sustainable 

personal leadership development requires the facilitator to have attained a high level of EI  (Pillay, 

Viviers & Mayer, 2013; Ramchunder & Martins, 2014). He or she must have a solid clinic 

orientation (Kets de Vries, 2005; Martins, et al., 2017), must be prepared to be vulnerable, be 

warm and approachable, have spent numerous years developing his or her personal leadership 

capacity, and is still actively working on his or her self-mastery. 

What is not documented in the liter ature, and what is suprising about these findings was the fact 

that the facilitatorôs vulnerability (that could only be accessed through high levels of self-

awareness and self-actualisation) was one of the main keys to achieving holistic and sustainable 

personal leadership development. The data analysis revealed that the facilitatorôs vulnerability 

enabled the group to be more vulnerable  and reach parts of themselves that would otherwise 

have remained hidden. This empirical finding from the data represents a significant gap in the 

current literature on personal leadership development.  

 

6.3.3  Importance of Technical Skills and Expertise  

During open coding, the importance of the facilitatorôs expertise, knowledge, abilities and skills 

was repeatedly referred to by t he participants who attended the intervention and the learning and 

development experts who were interviewed. During selective coding, the skills and expertise 

required for enabling holistic and sustainable leadership development could be separated into 

three categories: Programme design architecture; clinical background and coaching skills; and 

knowledge of adult learning theories and their impact . It is important for the reader to be aware 

that the facilitatorôs skills and expertise have strong links with other categories. For example, 

adopting the role of steward , and therefore allowing for  learner-centred interventions (see 6.3.1 

Role of a Steward) or high levels of personal development and being open, vulnerable, warm and 

approachable (see 6.3.2 Importance of Facilitatorôs Self-Mastery for a more in -depth discussion) 

are critical expertise but have already been discussed. These will not be included in this section .  
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6.3.3.1  Programme Design Architecture Skills  

The first category, and empirical finding, was that the facilitator had to be skilled at designing a 

programme architecture that support ed holistic and sustainable personal leadership development. 

To do this, multiple factors must be considered , especially the entire context or system where the 

learning will take place. All experts agreed that holistic development involved taking a ñsystemsò 

perspective or approach to development and that is was a journey of authenticity ñinvolving 

everything surrounding an individual and that individualôs relation to different social systems and 

the sustainability of that individual in that spaceò (Rina). The notion of holistic aspects of self was 

elaborated by Rina as ñbody, mind and soul development, or as Jung would have described, the 

intellect, the doing side and the being side both together.ò Naleisa echoed this, ña holistic sense of 

self involves mental, physical, spiritual and emotionalé I think it is about recognising that óthe selfô 

comprises many aspects and so who we are, at any particular moment, is informed, is nourishedé 

yes nourishedé by that energy that comes from these four components.ò Louisa May commented, 

ñWe are absolutely holistic. We are open systems, open energy systems. I believe that we have 

various life dimensions (spiritual, physical, mental, emotional and so on). And you've got to 

manage all of those, all of the time because if you neglect one ï because we are a system ï it 

affects everything else.ò Tumi and John agreed, but felt that education at  large did not recognise 

this type of development. 

In light of the above , the important finding regarding designing programmes is that the 

programme architecture must be highly customised for the system , and must include the 

contribution of the system  (at an individual, team and /or  organisational level). Rina emphasised 

having a ñsolid theoretical underpinning, so you work with psychological constructs or adult 

learning principles. If your ontology, your epistemology, your philosophy is solid then one can 

trust your process because youôve ensured from the design aspect that the necessary learning 

happens.ò In addition, Rina added, ñI think the biggest risk is that we have preconceived 

assumptions about what works, and that we donôt meet the system where they are at. I also think 

if we use off the shelf modules, we óplakô [stick] it in, rather than understanding the system and 

working through that .ò Pete agreed that you cannot ñsimply try to take a model and expect that 

it's going to be the same for every situation.ò  

Another empirical finding in the data was th e importance of the programme design taking the 

participant on a journey. This is inextricably linked to another core theme, 6.6 Learning is a 

Journey and Takes Time (No ñQuick Fixò), and is discussed more fully there. 

 

6.3.3.2  Clinic al Training and Coaching Skill s 

The second empirical finding was the importance of the f acilitator being a skilled coach with a 

solid clinical background. Tumi ñraises awareness through questioningò and uses integral coaching 

to support people to ñfind their highest purpose because with it comes their greatest joyé and the 

magic of it is that you already have it in you.ò Coaching helps clients ñintegrate themselvesò 

through ñsupporting people to find themselves.ò John also values ñfacilitating awarenessò by 

ñasking questions ï it is the  most important piece.ò The participants attending the intervention 

expressed the importance of the facilitator and gratitude for her ñexpertiseò, ñpassionò and 

ñvarious roles you played in coaching and mentoring us all.ò Laura commented that the differenc e 

between this workshop and other she attended was the expertise of the facilitator. This 

participantôs manager expressed the value and benefits of coaching and said, ñRegular 
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communication and coaching sessions with the facilitator between training sessions also ensured 

better learning.ò  

This finding was not at all surprising because the literature support s the fact that coaching is a 

valuable leadership development skill (Whitmore, 2002; Landsberg, 2003; Rauff, 2005; OôFlaherty 

& Everson, 2005; Correa, 2016). However, it was surprising that most literature located focused 

on the benefits of coaching in enabling leadership development without warning against the 

dangers and the utmost importance of solid clinical training. Therefore, it is essential that 

organisations guard against this and only use facilitators who are clinically trained because novice 

facilitators often do more damage than good ( Berglas, 2002; Kets de Vries, 2005; Korotov, 2015) 

and are not equipped to handle difficult group situations (s uch as projections and collusions) that 

manifest (Martins, et al., 2017).  

 

6.3.3.3  Neuro -Linguistic Programming Skills  

The third empirical finding is the importance of integrating NLP into the facilitation and coaching 

practices of practitioners who want to engag e in holistic and sustainable personal leadership 

development. The participants did not make this finding  explicit by mentioning NLP specifically. In 

fact, none of the participants, including the experts, mentioned NLP directl y but 20 of the 23 

participants who completed the intervention did refer to the fact that Module 3 that taught them 

to displace their limiting beliefs was the most powerful and beneficial for them. The researcher 

(who was also the designer and facilitator of the intervention) designed this module, and the 

technique/tool  they refer to (see 7.3 The Key to Displacing and Overcoming Limiting Beliefs for 

more details about this tool), based on her knowledge as an NLP master practitioner. Module 3 of 

the intervention includes understanding perceptual filters, reframing, anchoring, new behaviour 

generator, modalities and the use of the Milton Model, to name just a few of the NLP techniques. 

In addition, the modules on goal -setting, constructive communication and managing interpersonal 

relationships, coaching and problem-solving (which were all coded during the open coding stage 

as very valuable for participants) all integrate the use of NLP techniques. 

Personal leadership development literature within the South Afri can context that referred to the 

use of NLP could not be located, despite its systematic way of understanding, reframing, 

reprogramming and/or modelling a personôs subjective experience (Bandler & Grinder, 1982; 

Andreas & Andreas, 1987, 1989; Tosey & Mathison, 2003), its significant impact on the field of 

learning and development (Mathison, 2004; Tosey & Mathison, 2003; Zaharia, Reiner & Schütz, 

2015), and its success in the field of applied psychology (Zaharia, Reiner & Schütz, 2015) and 

coaching (McDermott & Jago, 2002; OôConnor & Lages, 2004). This is surprising considering that it 

shows the promise of benefits for supporting holistic and sustainable personal leadership 

development. Fortunately, CfBT Education Trust is committed to conducting more research into 

the use of NLP as it applies to educating leaders (Carey, et al., 2010) because ñsome elements of 

NLP may offer further potential in developing the skills of  system leadersò (Carey, et al., 2010:31). 

 

6.3.3.4  Knowledge of the Key Theories of Adult Learning and their Impact  

The fourth  empirical finding is the need for the facilitator to have a thorough understanding of 

adult learning theory and the impact of this theory on holistic and sustainable leadership 

development. This finding was explicitly expressed by the experts interviewed; fo r example, Rina 
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said facilitator must use, ñsolid theoretical underpinning, so you work with psychological constructs 

or adult learning principles.ò The participants of the intervention were not explicit in their 

expression but implied it in their stories.  For example, Sandra shared her observation as follows: 

[The other programme] doesnôt bring them out as a person or make them focus on 

their negative and the positive side. For me this course was about finding myself and 

for t hem it is just telling them th at this who youôre supposed to be and itôs also called 

EQ. So from feedback that I got from him [participantôs brother] your course is 

completely different. So, please keep your course just like it is because it really helps 

people. It has changed my life and the people in our team are different  (Sandra). 

The above finding was not evident in the literature on personal leadership development. In fact, it 

was not mentioned at all. The review had to be extended to adult learning and development 

literature (see section 5.3.2.3.3 Knowledge of Key Theories of Adult Learning and their Impact  for 

a detailed discussion) to be able to adequately explore the importance of facilitators being backed 

by a solid theoretic understanding of adul t learning theories to create interventions that enable 

holistic and sustainable leadership development. 

Overall, when reviewing the current literature, only a few researchers discuss the importance of 

the facilitatorôs expertise. Verrier, Water and Smith (2005) contribute that the fac ilitator needs to 

have tools, and must be well equipped to deal with dilemmas. Van Rooyen and Whittle (2011) 

mention the importance of not cover ing too many aspects of leadership development in one 

programme because it invariably does justice to none. Van Rooyen and Whittle (2011) also 

introduce several key contributing factors important to leadership development discourse. Craig 

and Kohl (2014) reinforce the need for in -depth skills to design and develop a programme 

architecture. While the need for a solid clinical orientation is reinforced (Kets de Vries, 2005; 

Horowitz & Eden, 2015; Martins, et al., 2017). Other than these contributions, a significant body 

of literature regarding best practice for facilitators when designing and delivering holistic and 

sustainable personal leadership development interventions could not be found. This gap in the 

literature is possibly because the topic is so vast and to provide comprehensive principles will 

require integrating many different th emes and categories reveal during this study. Chapter 7 will 

attempt to integrate the research findings and provide a comprehensive framework. 

 

6.3.4  Flexibility of Approach  

The next empirical finding arising from the data analysis is the importance of the facil itator having 

diverse and well-established methodologies (such as the use of action learning, coaching, NLP, 

CBT, world-café, story-telling, online learning methods, to name a few) because if the facilitator 

goes in with only a hammer, suddenly everything looks like a nail. All experts agree that they are 

ñnot precious about specific tools or contentò (Pete) or ñvery low on toolsò (John). In fact, ñthey 

can be anythingò (Rina) but must be backed by a ñstrong conceptual frameò (John) and 

ñtheoretical underpinnings that then gives people permission [and confidence] to play with the 

theoryò (Naleisa) because ñit gives them opportunity to look for ways to marry that back in their 

own reality and workò (Pete). Taking a blended approach was also only mentioned by Rina, and 

she defined it is as follows: 

Blended for me is in the methodology. I like to design something that ensures the 

individual has exposure, the group have some work to do, the organisation ï using 

technology in different ways. Some things will be ve ry practical; other things wil l be 
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very theoretical. And then in between, content models. So for me, blended is all this 

together, and technologyé more and more I will refer to apps, using of apps, using 

of online questionnaires, online resources, those types of things (Rina). 

Pete and John also said that they attempted to integrate online tools and resources before and 

after the intervention.   

It must be noted that  flexibility was not just about diverse and varied methods . Flexibility of 

approach was also importantly  about the way the facilitator was able to meet each person where 

they were and customise the intervention to suit the group and individual needs at any given time 

so each person felt uniquely catered for and supported on their individual journe y to personal 

leadership. This is evident and inextricably connected to the discussion and comments the 

participants shared in 6.3.1 Role of Steward. Again, this was a gap in the personal leadership 

development literature, and reference could only be found in adult learning literature . Moreover, 

specifically in humanistic learning theory, which the researcher strongly advocates because 

humanistic learning theory ñstrives for flexibility and adaptability as well as individualizing learning 

to specific learners and to the specific topicsò (Ozuah, 2005:86). In other words, the facilitator 

must take into account the needs of the individual , as well as the collective cohort group, not to 

mention the needs of the larger system to which they belong (such as the org anisation). This 

customisation and careful consideration of the individual and group needs are important for 

ensuring the intervention is holistic and sustainable and successful in developing personal 

leadership capacity. The facilitator must oper ate with a keen awareness that each learnerôs 

learning experience is unique and personal (Boud & Walker, 1993; Rheid, 1995; van Rooyen & 

Whittle, 2011) and learning is increasingly complex and difficult to understand or define (Haggis, 

2002) so working with abstractions is the only way to proce ed. Therefore, although the 

importance of the facilitator is understated in literature and often ignored, it is paramount to 

achieving holistic and sustainable personal leadership development. 

 

6.4  Importance of Application of Lea rning in the Real World  

In thi s theme, the focus was placed on several concepts extracted from the category codes and 

core categories. The following concepts emerged from the data:  Applying the lessons in the real 

world (both work and personal) was essenti al for development; the experi ential nature of course 

was valued because you need to live it to understand it; the journaling, homework and self -

reflection activities were important for application even though they were challenging. Overall, this 

theme, relates to the importance of application of learning in the real world  in four categories: 

Action learning, reflective journaling , feedback and follow-up support. The structure of this theme 

is illustrated in Figure 6.3. 
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Figure 6.3  Importan ce of Application of Learning in the Real World  

 

During axial and selective coding, the categories depicted in Figure 6.3 emerged as being 

extremely important to the process of holistic and sustainable personal leadership development. In 

addition, the impo rtance of application of learn ing in the real world was well documented in the 

literature reviewed on personal leadership development. Conger and Benjamin (1999) and Van 

Rooyen and Whittle (2011) elaborate the importance of multiple interventions and varie ty of 

practical experiences that provide opportunities to apply what has been learnt (Ashton, 2004; 

Heitmann, 2005; Ozuah, 2005; Verrier & Smith, 2005; Leskiw & Singh, 2007; Sondhi, 2007; Van 

Rooyen & Whittle, 2011; Martins, et al., 2017). The findings and developmental experiences can 

be used to facilitate the application of learning in the real world will now be discussed in more 

detail below. They are by no means an exhaustive list but the main suggestions emerging from 

literature, empirical data and the researcherôs own practice. 

 

6.4.1  Action L earning  

During open coding, the participants frequently mentioned (53 times) the benefits of actively 

being able to apply what they were learning in their everyday life. Laura said: 

Revisiting and applying lessons learnt throughout this process is what Iôve really 

enjoyedé you get time to practice and rehearse and integrate and cross pollinate the 

modules in different real life situations that you find yourself in. This was very 

beneficial and made it worth the enormous time and travel commitment I h ad to 

make to attend this programme  (Laura). 

Vusi said, ñI gained practical solutions that I used to enhance my daily productivity in my work. I 

am so pleased that I was part of the EQ leadership class of 2015!ò While Jaco added, ñEvery day I 

apply the skills I have gained ï especially when it comes to recognising my own responses to 

difficult situationsé I can honestly say that this is the best training I have ever done ï it is more 

than just a work shop, it is a lifelong journey.ò Ella concurred, ñI really use the tools every day.ò 

The participantsô managers also saw the value in the action learning approach that was adopted:  

The difference between this programme and the other óquick hitô training 

programmes is that it was run over an extended period of tim e which allowed for the 

concepts to be practised and brought to life in real work situations. The homework 
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components ensured that there was óafter classroomô learning taking place, 

reinforcing the topics under discussion. Regular communication with the fa cilitator 

between training sessions also ensured better learning (Paul). 

Action learningôs origin is accredited to Revans (1980) and, when reviewing the current literature, 

it is frequently cited as an important way of develop ing leaders (see 5.3.3.1 Action Learning 

leadership for an in-depth discussion and account of the literature). Therefore, the current 

literature by numerous researchers (Mabey & Thomson, 2000; Horne & Steadman Jones, 2001; 

Bolden, 2005; Leonard & Lang, 2010; Marquardt, 2010; Martins, et al. , 2017) corroborates and 

supports the research findings that learning through doing and active experimentation , greatly 

enhances the success and sustainability of personal leadership development interventions. Action 

learning can be used as a vehicle for providing  practical, targeted, customised, holistic and 

sustainable leadership development interventions. 

 

6.4.2  Reflective  Journaling  

The use of reflective journal ing is linked to action learning, and was one of the ways the study 

ensured that the participants reflected in action on their learning and development experiences. 

During open coding, the act of journaling and reflecting was referred to 63 times by participants 

and 24 times by the experts. Sometimes participants complained that keeping a journal was hard 

(there were 15 instances in the data) and they were not sure what to write. Despite these 

complaints, the use of reflective journaling, which was included as part of their homework tasks, 

proved a very important aspect of holistic and sustainable leadership development. PJ mentioned, 

ñIt forced me to reflect on the things we had talked about and actively engage with the 

information.ò While Preesha was surprised and said ñIt unexplainable, it is like what you think and 

what you write down becomes reality. It  has taught me to be a better person inside and out.ò 

Sarafina used her journal to ñunderstand and name my emotions ï I have started  regularly noting 

my emotions downò and Laura experienced journaling as a lightbulb moment and said: 

Iôve learnt the value of journaling. Iôve never been a diary person but I am a words 

person, so I canôt get why I havenôt done this before. And just putting things down in 

words has forced me to structure though t processes in my own head (Laura). 

The use of journaling was linked to participants experiencing an increase in their self-awareness 

and ability to understand and manage their emotions, which was a significant achievement and 

research finding because both the participantôs awareness and the participant being personally 

responsible for enhancing it was gained. This confirms that reflective practices have the abili ty to 

integrate the aspects of ñbeingò and ñdoingò in a holistic way and engaging self-insight and 

awareness, that aids sustainable learning and development.  

The experts also noted the importance of building reflection into leadership interventions  to 

ensure more holistic and sustainable solutions. Rina said, ñI do try and have a type of assignment 

whether itôs an action learning type of thing, or a persona l reflection journal, something to make it 

tangible so thereôs practices around it.ò The other five experts also made explicit mention of the 

importance of allowing time for reflection and all encourage d learners to keep a journal during an 

intervention. In the researcherôs experience, if the learner is not required to do this as a 

compulsory part of the programme, very few participants keep a regular journal. Of the 23 

participants who completed the intervention (where submitt ing regular journal entries was a strict 

requirement), three participants still did not submit any journal entries and said it was too difficult 
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and time-consuming. Therefore, it is perhaps a good idea to have participants spend time actively 

journaling in  class to assist them with developing this skill that many find challenging.  

 

6.4.3  Structured Feedback  

The importance of informal feedback from the group or cohort has already been established in 

6.2.2 Benefits of Groups Feedback so it will not be discussed again here. If the reader refers to 

6.2.2 it is evident that the informal feedback the learners received during the intervention was 

invaluable to their learning and development. The link that is important to establish here is how 

significantly this feedback was able to help the learners apply what they learnt about themselves 

and others in their real life. This is expressed by Ayanda when he says: 

This programme was fruitful to me in a way that it taught me to value another 

humanôs point of view regardless of who they are and what they ar e about. The 

lesson that your opinion is not the only one that can shape the situation was one 

element that humbled me more than I can express. Iôve learnt to take what other 

people say about me and not get offended but use it  to change my approach and 

change my work and personal relationships (Ayanda). 

Vusi also said: 

I actively seek feedback from others, about my personality, values and attributes that 

I portray when I am around them. This helps me to see if this is in line w ith the 

person I would like to  be, and identify areas of improvement where necessary. It also 

helps me to see if people in my sphere of influence have any misunderstandings 

about me, and to effectively adapt my behaviour  (Vusi). 

In addition to the benefits  of informal feedback ensuring that personal leadership development is 

holistic and sustainable, there are also great benefits using formal assessment tools. All 

participants agreed that the EQ-i2.0 assessment they completed pre- and post-intervention, 

together with the feedback they r eceived when the results were transferred, was invaluable to 

their personal leadership development. When asked whether they felt it should remain part of the 

intervention, they unanimously agreed and Sandra said, ñSo I think t hat itôs very, very, very, very 

important. I think you should definitely keep that in your programme.ò PJ also journaled about 

receiving his feedback and said, ñSurprisingly, the results were actually closer to accurate than I 

had anticipated. It was also good to get feedback to improv e in the aspects that were lacking.ò 

This reinforces the literature because formal assessment provides quick, succinct information that 

participants can use to begin to close the gap between their real and ideal self. It is im portant t hat 

this feedback is not a once-off event but rather an ongoing process what can aid holistic and 

sustainable leadership development as will now be discussed in the link this category has with the 

next one, namely follow-up support. 

 

6.4.4  Follow -up Sup port  

During open coding the importance of ongoing follow-up and support was evident in the data 

(also discussed in 6.2.1 Benefits of a Supportive, Safe and Sacred Learning Environment). 

However, it must be noted that t he benefits of ongoing follow -up and support were only achieved 
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during this personal development intervention because it was a programme with spaced modules 

(over a period of approximately nine months) and therefore, the participants could receive 

ongoing support from their peers and mentorshi p from the facilitator. The importance of this 

ongoing follow-up and support can be heard in the words of Viloshni, ñSharon I think youôve 

mentored and coached and done a whole lot. And youôve also shared your life with us. So from 

our side best of luck to you and thank you for your ongoing support.ò Laura was also very grateful 

for the ongoing support and said, ñThank you to Sharon obviously for the way youôve guided us, 

nurtured us, cared for us, taken an interest in all of us and t aken us on this journey with you.ò 

Anke was appreciative of the electronic support received every Monday morning via email and 

said, ñI also have loved many of your Monday morning emails and often they come at the right 

time with the right topic!  Just what I need!ò 

Three of the six experts also acknowledged the importance of follow -up support to reinforce and 

sustain learning. Pete said: 

The reason is because you want to have multiple opportunities for reinforcement and 

for revisiting. So a couple of things that we've done is we' ve built those learning 

paths. We have also started to talk about things like application clinics. The clinic has 

a bit of a negative connotation but it's really to say you've been on the golf course 

with the pro, you've had some training, you've been out and played on your own, 

now comeback for a clinic, which is reallyé let's see where you're at, let's see what's 

working and what isn't  (Pete). 

One of the four managers of the participant s agreed. Dineo voiced this by saying that the 

development was ñsomewhat sustainableò and, from time-to-time, she could see that some of the 

old behaviour patterns reoccurred. She expressed that: 

It would be nice if there were refresher courses for people who have done the 

course. Overall, the impact this programme has had on the team and/or organisation  

is that it has improved the team dynamics. It would have been great if other 

members had also done the course as well (Dineo). 

Often participants and managers would like follow -up intervention or support but there is no 

budget for it. Pete also acknowledged this and expressed that too many organisations were after 

the quick fix and they did not want to spend money on long -term sustainable solutions with built 

in follow-up and support. This topic has strong links with 6.6 Learning is a Journey and Takes 

Time (No ñQuick Fixò) and additional empirical evidence is discussed more fully in that section.  

Overall, there is limited literature advocating for ongoing support in the form of mentorship or 

work-based projects, despite its enormous value (Horowitz & Van Eeden, 2015) and few 

organisations are prepared to spend money (or lacking the internal resources) to offer adequate 

follow-up support. This presents a large gap in the requirements of holistic and sustainable 

personal leadership development. 

 

6.5  Need for Chal lenges and Vulnerability to Shift Paradigms  

In this theme, the focus was placed on several concepts extracted from the category codes and 

core categories. The concepts emerged from the data : it is critical that the programme design 
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challenges personal values, goals and beliefs (this can be a gentle/quiet process); programme 

must challenge people to recognise areas for self-improvement or opportunities for growth; when 

my beliefs are challenges, I can grow, change my outlook on  life and have an expanded 

worldview; when challenged, I can recognise positive changes in myself and impact of own 

strengths; it is important to take a systems perspective to development and see the individual 

within context of the system; the tools used to facilitate this process are not as important as the 

process the individual goes through. 

It was evident from the open coding stage of data analysis that all participants in the learning 

intervention experienced having their thoughts, b eliefs and behaviours challenged. Through axial 

and selective coding it became evident that identifying, challenging and replacing limiting beliefs 

the participants held created profound shifts in their thinking and behaviour and were core to 

enabling sustainable change and transformation and increased personal leadership capacity. The 

participants attending the intervention mentioned applying the technique taught to them to shift 

limiting beliefs 53 times, there were 40 instances in the data of participants identifying a se verely 

limiting belief, 55 ins tances of participants managing to replace a limiting belief. There were 36 

instances of participants respecting their beliefs, being authentic and making good choices for 

themselves and 39 instances of participants being tolerant of othersô beliefs and not imposing their 

beliefs on others. Of the 23 participants who completed the programme, 17 expressed that 

working with beliefs (during Module 3 of the intervention) and practicing shifting beliefs 

throughout the programme was a high point and core learning for them. Zodwa said: 

Displacing limiting beliefs was the most critical part for me because I feel you limit 

yourself by placing cap on what you are able to do in every aspect of your life. So, 

once you learn to have that shi ft you open yourself up to big ger possibilities in your 

career and your personal life. That has been the most valuable part of this course for 

me. Most uncomfortable also but the most valuable (Zodwa). 

Ayanda agreed and said: 

Iôve realised how it would limit me in interacting with peop le so now I have to 

understand that I need to be more welcoming even though I have a strong passion 

for my belief.  That when another person interacts with me with different beliefs, Iôm 

able to interact with them without havi ng to let our differences and beliefs block me 

from interacting with them or learning from them or working with them  (Ayanda). 

Sandra found it eye-opening and said, ñlearning about beliefs and how my beliefs have restricted 

me in so many ways and how I enf orced my beliefs on my kids and on other people also and 

limited them.ò Khaya shared an important personal story:  

I was always afraid to take up a leading position at work because to me, a leader 

was someone who can stand up in the crowd and not be afraid to say something and 

in all my development reviews, my lack of assertiveness was holding me back. I was 

having difficulties with this because I am more a reserved person and it was a 

challenge for me to now be a person who is going to be outgoing and seen by 

everyone. One comment that became an eye opener for me was in one of your 

sessions where you [Sharon] said, you do not necessarily have to change your 

character to be a leader and started making examples of well know leaders who have 

actually made it wi thout having to change who the y are and become outgoing. I 

could immediately relate to that  and realised I am a leader (Sandra). 
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An enormous number of detailed and profound personal stories were shared by participants. 

These findings surprised the researcher as she had often wondered whether the technique she 

had developed (that incorporated the use of various NLP strategies such as the use of the Milton 

Model, reframing, anchoring and future pacing) was a bit too complex for the learners to grasp 

and had even considered removing it from her programme architecture. Thankfully, she persisted 

in facilitating this often complex and challenging process because the empirical findings suggested 

that it was one of the most important elements of the programme . It en abled the learners to 

challenge and replace their limiting beliefs in a safe and non-threatening way.  

During their interviews, all six experts also expressed the importance of challenging learners 

limiting beliefs to ensure holistic and sustainable personal leadership development. Pete spoke of 

it more as uncovering crucible moments and supporting the learner to deal with them. While 

Naleisa spoke about people needing a safe space to ñlet go of who they think they are not.ò John 

said it was important to  ñchallenge and chase people to get to the core of who they are. We must 

help them to unlearn centuries of learning, where weôve told them who they are not.ò Rina uses 

ñanything that helps with personal values, mental models and worldviews . I t merely brings it 

homeé then asks of us to acknowledge the games we play, the unconscious dynamics, the impact 

of personalityé to understand that I may be different from you .ò Tumi ñChallenges existing 

paradigms, existing stereotypes. Even challenge someoneôs makeup, what they thinké who they 

think th ey are and how they think they operate and how the world works. ò All experts also 

emphasised the importance of adopting a systemic approach during this process and meeting the 

learners where they are. The researcher also contributed the notion of honouring  resistance in a 

learner and knowing when, where and how far to challenge because the learner might not be 

ready to look at certain aspects of themselves or their beliefs. It might be too painful  or 

overwhelming. 

Despite the fact that the process of shifting limiting beliefs and expanding worldviews is 

paramount to holistic and sustainable leadership development as well as transformational and 

liberating, it was also extremely tough for the participants because it required being open and 

vulnerable. Jaco admitted, ñDisplacing limiting beliefs has been the most valuable part of this 

course for me. But definitely the m ost uncomfortable because I donôt like feeling vulnerable even 

though it was valuable.ò Sandra said, ñIt was hard to admit that I do that to my kids but when I 

did, it changed everything.ò Another example was Khaya who said: 

This journey has, at times, made me very uncomfortable because it has challenged 

my perceived beliefs or what I thought was me. Very uncomfortabl e at times. I donôt 

like bearing my emotions in front of people. But then it has also opened up a whole 

new me. I speak to a lot more to people, I have longer conversations, I smile more ï 

I hope. There is a sayingé For gold to be purified it has to go through fire. So this 

has been a tough but necessary journey for me to go through personally  (Khaya). 

Another surprising finding was that the facilitatorôs willingness to be vulnerable and reveal her 

weaknesses, fears and life experiences in combination with acceptance and non-judgement of 

others was a catalyst to assisting participants to open up more quickly. The key to enabling the 

transformation was ensuring that the learning environment was safe , and that there was trust 

between the group members and facilitator (see 6.2.1 Benefits of a Supportive, Safe and Sacred 

Learning Environment and 6.2.3 The Role of Trust in the Group for in-depth discussion of these 

closely related findings). The facilitator set the example and tone of the session by being 

vulnerable. This deep trust, safety, support and rapport allowed the participants to reach depth in 
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themselves they had previously kept hidden and reach potential in themselves that they would 

never have reached.  

The current literature on personal leadership development (discussed in 5.3.4 Need for Challenges 

and Vulnerability to Shift Paradigms) corroborates an aspect of the empirical research finding that 

transformation occurs when default long -standing beliefs are challenged and the learner uncovers 

the capacity to doubt the validity of per ceptions that had previously seemed unquestioningly true 

(Miller, 1989).  However, the role the facilitator plays in creating a sacred space through their 

vulnerability and authenticity is only documented by Viljoen -Terblanche (2008) and represents a 

significant gap in the current literature. It is important that practitioners become aware that the 

importance of creating a safe and nurturing space for transformation to occur cannot be 

underestimated because learning environments often ñserve as a trigger for prior pain, and will 

invariably include times of confusion, conflict, and discomfort, which can lead to transformative 

growth opportunitiesò (Chen, 2009:408). Learning and development practitioners can be likened 

to healers as is described by Dalozô (1999). With this knowledge comes an overwhelming 

responsibility for learning and development practitioners to have achieved high levels of personal 

mastery and actualisation (see 6.3 Importance of the Facilitator  for a detailed discussion of these 

findings). 

 

6.6  Learning is a Journey and Takes Time (No ñQuick  Fixò)  

In this theme, the focus was placed on several concepts extracted from the category codes and 

core categories. The following concepts emerged from the data : The learning process requires 

time, focus and energy; it is important to trust process; the learning and development process is 

ongoing; the process takes time to integrate into practice; there is no quick fix, you have to go on 

a journey; the journey shifts you to be a better person. 

During open coding, it emerged from the data  of all participants that the learning needed to 

achieve holistic and sustainable leadership development takes time, effort and energy to integrate 

and there is no quick fix. This is not necessarily what individuals and organisations want to hear 

because ñmany are seeking an inexpensive quick fix to their problemsò (Pete) but it is a core 

category and critical research finding. Muhammad expressed it in the following way:  

Iôve been on various courses over the years, but for me th e difference has been that 

this one has been a concerted one in the sense that weôd have a module and then 

weôd all go back into our little comfort zonesé and then we had to keep coming 

back, so it kind of like forces you to r eflect more often, more regula rly, do the 

homework, read your notes again, apply what youôve learnt, that type of thing. So I 

think that for me has been a major difference. Itôs not a once off, you know as if 

someoneôs just ticking a box somewhere. It really makes a difference. It changes 

lives (Muhammad). 

Sarafina also realised: 

Iôve realised that itôs a journey but I need to relax and put less pressure on myself. 

Just making the time for my own development  is something I never took too 

seriously that one has to take time out, make an effort, have a plan in place  

(Sarafina). 
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The managers interviewed also agreed, and Paul said that:   

The difference between this programme and the other óquick-hitô training 

programmes is that it was run over an extended period  of time which allowed for the  

concepts to be practised and brought to  life in real work situations  (Paul). 

In addition to the participants attending the intervention and the ir managers, all experts also 

agreed that learning takes time to integrate . Rina said:  

The theory you plant on t op of it, or the content, for me, is actually not that 

important. It is about the journey . I do believe that any course or quick fixes or the 

once off team building is a rah rah and not necessarily sustainable. So for me, it i s a 

journey and for me the jou rney must lead to personal significance (Rina). 

John felt that organisations did not yet have the appetite for allowing people to embark on an 

unknown journey of individuation.  Tumi resonated with John and said, ñWe do not focus on this 

[individuation] enough because weôve got targets, weôve got balanced scorecards, weôve got all 

sorts of things that narrow it and limit it to, like, óWe want to deliver in this financial year.ôò Louisa 

May agreed and shared her experience of the following:  

If you go in and y ou do a quick intervention and that's it, it'll be interesting maybe 

one out of the 25 will really stick to it. The rest, six months later, you need to retrain, 

because as human beings, we revert to type because fundamental things (like a 

crisis) have to happen before people actually change. A real depth of intervention 

must be between six to nine months, with ongoing integration and practical 

application to make the learning stick ( Louisa May). 

Naleisa agreed, and emphasised that, ñThe journey must connect what they are learning in the 

class with their inner and outer worlds .ò The participants of the intervention corroborate d the 

expertsô opinions. The data revealed that by taking the participants on a journey where they felt 

safe, had expert guidance by a skilled facilitator, were challenged, became vulnerable and had 

opportunities to integrate their learning and apply it in the real world, they expanded their 

worldview and experienced the outcome as life-changing. In total, 22  participants said the 

programme was ñlife changingò or that they ñsee the world differentlyò and 13 participants 

explicitly acknowledged that this process would be ongoing for them because ñdevelopment takes 

a lifetime.ò Their experience of the journey was that it was one of individuation and deep personal 

significance. This is reflected in the words of Sandra: 

Where do I start? This has been such a life-changing journey. A journey that brought 

me to a place I never imagined I would beé a place of forgiveness. This journey has 

taught me to reflect on where I have been and where I am now. I cannot re write my 

story or life but I have made the choice to make this a brand new start on an old 

path. I canôt thank you enough. Nothing will ever be the same again (Sandra).  

Ella shared, ñIt is a s if I found myself. A few years ago, I lost my whole self -image, my whole 

meé It is like I have a whole new lease on life. ò While Laura said: 

This programme has quite literally been life changing for me. I have moved from 

being a óvictimô to taking ownership of who and what I amé Not a day goes by that I 

do not pause and be thankful that t his training (and the trainer!) é I have an 
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overwhelming sense of inner peace and of being grounded ï I know that I am 

equipped to handle anything that comes my way, and a m also able to be a better 

person to be valuable (and valued) by those that I value. In my 30 year working 

career, this is the most valuable training journey I have been on  (Laura). 

The empirical finding that learning is a journey, and takes time to integr ate was supported by the 

current literature on personal leadership and leadership development (see 5.3.5 Learning is a 

Journey and Takes Time (No ñQuick Fixò) for an in-depth review of the literature).  

 

6.7  Summary of Findings  

This study focused on conceptualising holistic and sustainable personal leadership development, 

showing the underpinning principles required to achieve it and describing the impact of this 

development on the individual and the organisation as wel l as the sustainability thereof . The 

findings of the study manifested in five core themes (as shown in Figure 6.4 below). 

 

Figure 6.4  Summary of Research Findings  

 

Figure 6.4 illustrates the five core themes manifesting from this study. The themes are : Findings 

about the Importance  of Cohort Learning, Findings about the Importance of the Facilitator , 

Findings about the Application of Learning in the Real World, Findings about Challenging Learners 

and Vulnerability and Findings about Learning is a Journey and Takes Time (No ñQuick Fixò). The 

findings will now be summarised according to these five core themes.  

 

6.7.1  Findings about the Importance of Cohort Learning  

Participants sustained their journey and applied their learnings through the support of their grou p. 

The feelings of safety and support enabled them to build relationships. This in turn  fostered a 

deep sense of trust, and this deep rapport and trust allowed them to challenge each other and 

become vulnerable. The data revealed that participants felt the y opened up and shared things 

about themselves that would have stayed hidden were it not for the safety, support and trust 

within the group. Therefore, indicating that being vulnerable can only happen in a place of safety. 
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In other words, safety and vulner ability are inextricably connected and vital for holistic personal 

leadership development to take place.  

The group became a very sacred space for the participants and a source of valuable feedback and 

critique, diverse perspectives, friendship, shared experience and a sense of belonging. Without 

this, holistic and sustainable personal leadership development will not be as effective, and will 

potentially even be thwarted. It is important that the sanctity of the group is maintained , and 

outside members are not allowed to join without wa rning and the permission of the group and 

then only when it is absolutely necessary. This was especially notable in this study when a 

member of HR joined one of the groups, and they immediately felt that they were being assess ed 

and closed up for the time the HR member spent with the group. There was notable relief, almos t 

as if the group were able to ñtake a breathò, when the HR member left the session. 

Regarding the group composition, this study did not have any set criteria for group admission. The 

group was diverse in terms of age, gender, race, education, grade-level and work experience yet 

the result of strong rapport and trust was possible . One group did share that having members 

from different departments made the space feel safer because it was not as if their department 

alone was being targeted for development. Overall, the group members all started out feeling very 

disjointed and with a sense of apprehension as is commonly cited in adult learning literature. It 

takes time and concerted effort on th e part of the facilitator to guide the group through the 

phases of forming, storming, norming and performing. The importance of this was a significant 

research finding and an important aspect of holistic personal leadership development. 

 

6.7.2  Findings about the  Importance of the Facilitator  

The participants experienced the facilitator as being a very important  catalyst to their learning and 

development process. This is because the facilitator was open, vulnerable and human while being 

an extremely knowledgeable and experienced expert in the field of OD, EI and leadership 

development. The solid expertise of the facilitator allowed participant s to trust the facilitator and 

the process, while the vulnerability and h umility allowed the p articipants to connect with th e 

facilitator, and to open-up their wounds and share their vulnerabilities. This was amplified by the 

fact that the facilitator was with them through the entire intervention and facilitated all  nine 

modules of the programme. 

Given the data collected and literature reviewed, it is evident that the skills and expertise the 

facilitator must have are complex and vast. Firstly, the facilitator is a guide or steward and the 

intervention is learner-centred and not trainer -centred. In other words, the facilitator i s not there 

to show off his or her expertise like a ñsage on a stageò but rather to allow the participants to 

access their inner knowledge and wisdom. The data also revealed that the facilitator must have 

reached high levels of self-actualisation requiring many years of intense personal leadership 

development. This is because you cannot take someone where you yourself have not been. A 

highly developed facilitator is also more likely to be able to approach the system without 

judgement, and to be robust enough to take the backlash that sometimes occurs when 

challenging people and supporting them out of their comfort zone. The facilitatorôs level of EQ is a 

critical part of their self-mastery and only with high levels of EI, can facilitators understand and 

manage themselves as well as others. High EQ will mean that the facilitator is more likely to be  

warm, empathetic,  approachable, flexible and assertive, which are all vital attributes needed to 

facilitate holistic personal leadership development. 



 

  165 

Self-mastery and self-actualisation must be coupled with expert technical skills. The first aspect of 

technical expertise being programme design architecture. The content, models and tools the 

facilitator uses are not as important as the t heoretic underpinnings and solid framework of the 

programme. The programme design needs to take a systemic approach and be customised for 

each system not just a ñone-size-fits-allò intervention. It must engage the learners holistically, 

including their minds, hearts and souls. It needs to include individual, group and organisational 

learning components and development activities, and must ensure that learning is applied in the 

real world (guidelines for this are covered in 6.7.3 Application of Learning in the Real World) and 

takes the learners on a journey (see 6.7.5 Findings about Learning Taking Time (No ñQuick Fixò)).  

The second aspect of technical expertise revealed by the data and literature is the need for the 

facilitator to have a solid clinical background coupled with coaching skills. Coaching supports 

participants in integrating  themselves holistically and sustainably by encouraging reflection, action 

and growth that are self-correcting and self-generating. As such, the study posits that both 

individual and group coaching should form an integral part of holistic and sustainable personal 

leadership interventions. However, if coaches lack adequate clinical background they often do 

more damage than good so a solid clinical background should be a non-negotiable criterion for 

organisations in selecting facilitators to engage their employees in leadership development.  

The third aspect of technical expertise that became evident through the empirical data and 

literature available in the learning and development space was the valuable contribution NLP can 

make to the holistic development of personal leadership capacity, and the ways in which it aids in 

ensuring that the development is sustainable. Numerous researchers have cited various 

contributions of NLP to learning and development (OôConnor & Seymour, 2000; Tosey & Mathison, 

2003; Mathison, 2004; Carey, et al. 2010), coaching (McDermott & Jago, 2002; OôConnor & Lages, 

2004) and psychotherapy (Zaharia, et al., 2015) . However, NLP was not mentioned in the 

literature pertaining to holistic  and sustainable personal leadership development.  

The fourth aspect of technical expertise required by the facilitator is a thorough knowledge and 

understanding of adult learning theory and the impact of this theory. Despite the importance of 

this, the researcher did not find much personal leadership development literature indicating its 

need and, again, had to turn to adult learning and development literature to support this finding.  

Lastly, the data collected and literature reviewed, revealed the importance of the facilitatorôs 

flexibility of approach. Having a diverse set of technical skills, as mentioned above, enables the 

facilitator to be flexible , and to engage learners in different ways according to the need of the 

system at the given time within a given context. Flexibility can only be achieved if the facilitator 

honours his or her role as steward and allows the learner to guide the intervention. Flexibility can 

only be achieved if the facilitator has a high EQ and high levels of self-actualisation because 

flexibility means venturing into the unknown and allowing the learner to self -actualise through the 

support of the facilitation.  

 

6.7.3  Findings about the Application of Learning in the Real World  

The data revealed that for learning to be valuable and sustainable it must be transferred and 

integrated to the learnerôs context and reality. In other words, learning must be experiential or 

action learning because holistic and sustainable personal leadership development happens in the 
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ñdoingò, assimilation and integration of learning. Reflective journaling proved useful for action 

learning, and was a powerful way of encouraging learners to reflect in and on action regarding 

their learning experiences. The data revealed that journa ling was positively correlated with 

learnersô having increased self-awareness and gaining the ability to understand and manage their 

emotions. It was also evident from the data that participants often did not have time for , or were 

not able to relate to, the process of journaling and would not have kept a journal had it not been 

mandatory. 

Feedback in the form of informal feedback from peers and the facilitator , as well as formal 

assessment feedback (for example, the EQ-i2.0), was another important component of the 

participantsô development. Formal assessments have the benefit of uncovering hidden weaknesses 

and strengths that could take significantly longer to detect without the assessment tool  as well as 

presenting an objective, valid and reliable opinion. The participants of this study found the results 

of their formal assessment to be very valuable in developing them holistically. The informal 

feedback received was equally valuable. The praise from others boosted confidence and the 

ñcriticismò helped uncover scotomas. However, this feedback can only be given and received when 

the learning environment is safe and supportive.  

Follow-up support is the final suggestion for aiding application of learning in the real world. During 

this intervention, this was ac hieved because the learning was spaced and the participants received 

feedback from their cohort s and the facilitator between modules both telephonically and 

electronically. Gaps in the literature and in most learning and development interventions are the 

lack of follow-up support after  an intervention. This is due to lack of resources and a lack of 

awareness of its benefits.  

 

6.7.4  Findings about Challenging Learners and Vulnerability  

Based on the data collected and literature reviewed , transformation occurs, and leadership 

development can be holistic and sustainable, when default long-standing beliefs are challenged 

and the learner is able to doubt the validity of perceptions they had previous ly thought to be 

unquestioningly true (Miller, 1989). The literature d oes not include the need for a safe and sacred 

learning environment, or a very skilled facilitator to enable this process. This cannot be 

underestimated and the study posits that with a safe, supporting, trusting environment and 

effective techniques used to challenge the limiting belief(s), the process can be easier and gentler 

on the participant who is often already feeling vulnerable and exposed by this process.  

 

6.7.5  Findings about Learning is a Journey and Tak es Time  (No ñQuick Fix ò)  

It emerged from the dat a and literature that the  type of learning needed to achieve holistic and 

sustainable personal leadership development takes time, effort and energy to integrate , and there 

is no quick fix. The process requires that individuals embark on a long-term journey of 

individuation. Sadly, organisations often do not have the appetite for the investment of time and 

energy required to achieve these transformational, holistic and sustainable results and seek the 

quick fix. This invariably leads to disappointment or dis illusionment in leadership development 

interventions. During this study, the participant s engaged in a nine-month journey where the 

learning modules were spaced one month apart with journaling, work -based assignments, 
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feedback and support in-between modules. This intense development journey enabled holistic and 

sustainable personal leadership development results. 

 

6.8  Conclusion  

In this chapter, the research findings were discussed. The findings were also triangulated by using 

the voice of the current literatur e, all empirical data collected and analysed during this study, and 

the correlation and discussion between the two in the form of the researcherôs voice. Any gaps in 

the literature or data were indicated and areas of corroboration were highlighted. The researcher 

discussed and contextualised the themes and the concepts identified during coding within the field 

of study, namely the phenomenon of holistic and sustainable personal leadership development.  

Overall, the findings revealed that a safe, supportive and sacred group environment was a key 

aspect successful development yet the current leadership development literature does not reflect 

this. Similarly, another gap in the literature was the finding that t he solid expertise of the 

facilitator allowed parti cipants to trust the facilitat or and the process, while the vulnerability and 

humility allowed the participants to connect with the facilitator, and to open -up their wounds and 

be vulnerable. In addition, it was found that  transformation occurs when default long-standing 

beliefs are challenged and displaced. Again, the literature does not include this, which represents 

another significant gap in literature.  

A strong overlap between the literature and the theme s that emerged from the empirical data 

analysed during this research, was the importance of actioning learning. The only gap i n the 

literature (and in most learning and development interventions ) was the lack of follow -up support 

after an intervention. This is often due to lack of resources and a lack of awareness of its benefits. 

Lastly, the final overlap between the data findings and literature is that the type of learning 

needed to achieve holistic and sustainable personal leadership development takes time, effort and 

energy to integrate, and there i s no quick fix. Sadly, despite this knowledge, organisations often 

do not have the appetite for the investment of time and energy required and seek the quick fix. 

This invariably leads to disappointment or disillusionment in leadership development interventions. 

Chapter 7 will consolidate the gaps and overlaps, between the empirical data and current 

literature into recommendations, and a framework for holistic and sustainable personal leadership 

will be introduced. In addition to the framework for holistic and sustainable personal leadership 

development, two useful practitioner aids  will also be presented. The first is a model that depicts 

the essence of visionary leadership and the three constructs and criteria thereof. The researcher 

used this model when designing the intervention stud ied during this research and, therefore, 

contributes it to support other practitioners in designing holistic and sustainable interventions. The 

second technique/tool also formed an essential part of this intervention and was p ivotal to holistic 

and sustainable leadership development because it facilitates challenging and displacing limiting 

belief systems in a dialogue fashion. The findings of the research indicated that this tool was 

essential for sustainable transformation and development. 
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7 Chapter 7: Research Results and Framework  

7.1  Introduction  

Chapter 6 reported the findings that culminated from the triangulation of  the voice of the 

literature, the empirical data , and the correlation and discussion between the two that provid ed 

the researcherôs voice. This chapter will consolidate the gaps and overlaps between the empirical 

data and current literature, and will present the interpretation and results of the study  in the form 

of meta-insights. It  also presents the undertaking of constructing theory from the empirical 

findings of the study and creating a framework for holistic and sustainable personal leadership 

development. This was achieved by using ñabductive logic involving both imaginative 

interpretation and reasoning about experienceò (Charmaz, 2008:167) because ñneither the data 

nor the theories are discovered... we construct our grounded theories through our past and 

present involvements and interactions with people, perspectives and research practicesò 

(Charmaz, 2006:10). In addition to the framework f or holistic and sustainable personal leadership 

development, the researcher also presents two models she has constructed for use during her OD 

interventions. The first model is a technique/tool that can be used to challenge and displace 

limiting belief systems in favour of belief systems that serve the client better. The second is a 

model depicting the essence of visionary leadership suited to the twenty first century leader.  

 

7.2  Researcherôs Meta- Insights  

The meta-insights are presented according to the significance of the emergent themes arising 

from the data . The interrelationships between these themes will also be revealed. The order of the 

themes are as follows: Importance of Cohort Learning, Importance of the Facilitator, Importance 

of Application of Learning in the Real World, Need for Challenges and Vulnerability to Shift 

Paradigms and Learning is a Journey and Takes Time (No ñQuick Fixò). 

 

7.2.1  Meta -Insight: Importance of Cohort Learning  

The findings posit that the safety and su pport received by the group (w here the facilitator was 

viewed as a core part of the group and a key determinant of the levels of safety , support and trust 

within the group) were paramount in facilitating holistic personal leadership development. At the 

start of the research, she did not fully realise just how valuable the sanctity and safety of the 

group were for the learner to achieve holistic personal leadership development. Given the data 

collected and literature reviewed (or lack of literature in this d omain), significant insight was 

gained into the impact of cohort learning on holistic and sustainable leadership development. As 

such, the researcher has shifted her perspective, and realises that OD experts, organisations and 

facilitators who engage in designing or delivering personal leadership development interventions, 

ought to pay special attention to the cohort , and ensure that safety and support are built into the 

foundation of the group dynamics so trust can be established. One key suggestion or insight is to 

have a group contract that prevent s group members from leaving or entering the group with out 

serious reasons, consideration and group permission. Without the sacredness and sanctity of the 

group, holistic and sustainable personal leadership development will not be as effecti ve, and may 

potentially even be thwarted.  
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Another meta-insight was how beneficial peer feedback was to the development process. It was 

interesting to note that o ne of the early modules of the intervention that equipped the participants 

to give feedback effectively and to receive feedback without taking it as criticism but rather as 

information that could enter their system and effect remarkable change, really contributed to the 

safety and trust in the group . The researcher did not set out to do this deliber ately but  it became 

evident that this skill, of having direct and open conversations (with empathy ), was very important 

to achieving holistic and sustainable personal leadership development. This is because it allowed 

the part icipants to challenge each other and open up vulnerabilities in a safe way and see or share 

parts of themselves that they would not normally share . This insight again indicates that the 

themes of this research are inextricably connected because the feedback and safety in the group 

promote a willingness to challenge, that leads to vulnerability , that significantly contributes to 

holistic and sustainable personal leadership development. 

 

7.2.2  Meta -Insight: Importance of the Facilitator  

Another significant meta-insight gained from the research was that the facilitator wa s at the heart 

or core of holistic and sustainable personal leadership development; almost like a golden thread, 

interwoven through each theme and key aspect contributing to holistic and sustainable personal 

leadership development. Early on in the data collection process, it was evident that the facilitator 

played this pivotal role but the attributes that were important or how this came about only 

became clear through extensive data analysis and eventual data saturation.  

The first meta-insight about the facilitator was just how skilled and experienced the facilitator had 

to be. It became evident that the technical expertise of the facilitator was paramount to the 

success of the intervention and while the specific tools or models used were not that important, 

their robust underpinnings and grounding in solid theory were very important. The vastness and 

complexity of the expertise and skills that the facilitator required stood out as a very significant 

meta-insight. This is because the expertise and skills ranged from self-mastery, to programme 

design architecture, to solid coaching and clinical skills, to NLP skills, to in-depth applied 

knowledge of adult learning theories. It was evident that it was not possible to facilitate holistic 

and sustainable personal leadership development interventions without engineering and 

integrating coaching, NLP and adult learning theory and principles into the programme 

architecture. These theories include, but are not l imited to,  experiential learning, humanistic 

learning, constructivism, transformative learning, action learning, dialogue education and integral 

theory, to name the key theories the researcher integrates in her practice.  In short, the facilitator 

has an enormous and overwhelming responsibility to have reached very high levels of personal 

mastery as well as have highly developed OD skills in various domains to be able to design an 

intervention that takes  a systemic approach and is customised to engage the learners holistically, 

including their minds, hearts and souls, and various life dimensions. The skill of the facilitator 

allows for flexibility of approach, which is very important to the success of the development 

programme. 

A second meta-insight was how important it was for the facilitator to be open, authentic, 

vulnerable and human because this enabled the individual participants, and group as a whole, to 

connect with the facilitator, become vulnerable and share their personal stories, challenges, fears 

and limiting beliefs. Through t his connection, the participants placed trust in the facilitator. 

However, this trust was not only rooted in the depth of the facilitatorôs vulnerability, authenticity 

and openness; it was also rooted in the fact that the faci litator was extremely knowledgeable and 
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an experienced expert in the field of OD, EI and leadership development with a solid clinical 

background. This duality, combining deep humility and vulnerability with significant professional 

expertise, proved to be one of the criteria resulting in the success of the holistic personal 

leadership development intervention. 

Another interesting insight was how inextricably linked all themes emerging from the data were. 

For example, the vulnerability of the facilitator and  the trust the group placed in  the facilitator 

allowed the group to start open ing up. Through their opening up, sharing their personal stories 

and providing each other with feedback, they formed a bond of trust in the group. This trusting 

and safe space allowed individuals to be vulnerable and open to having their beliefs challenged. 

Because they opened up and were authentic about their real-life experiences, they could apply 

their learning in the real world, which facilitated holistic development of the pe rson in various life 

dimensions and expanded their worldviews brining about sustainable long-term development. In 

addition, it emerged that the facilitator being in the role of guide or steward  through the entire 

intervention and facilitat ing all nine modules of the programme was important to the success of 

the intervention . The group valued the sacredness and sanctity of their journey with the facilitator , 

and saw the facilitator as being the main catalyst of their learning and development through the 

intervention. The significance of this was a surprising and significant finding and filled a large gap 

in the current literature.  

 

7.2.3  Meta -Insight: Importance of Application of Learning in Real World  

To enable the learning and development intervention to be susta inable, the learning must be 

transferred and integrated to the learnerôs context and reality. In other words, learning must be 

experiential because holistic and sustainable personal leadership development happens in the 

ódoingô, assimilation and integration of learning. This was a significant, but not a surprising, 

insight. A surprising insight was that the actual content, leadership models or theories used during 

the intervention was far less important than the application of the content in the real world.  The 

participants often could not remember the exact piece of content they ha d learnt but remembered 

the impact it had on them  when applying it . This does not mean theories and content must not be 

well researched, carefully chosen to suit the programme architecture and have theoretically solid 

underpinnings because this is still a very important role of the facilitator. This insight implies that 

the facilitator must not spend too much time in ñteachò or ñtheoreticalò mode at the expense of 

enabling the learners to apply the theory or co ntent in their real world s.  

To achieve application of learning in the real world , the researcher proposes the use of action 

learning techniques, reflective journaling, feedback and follow -up support. Action learning 

practices can be optimised by engaging the learners through the process of meaningful enquiry 

and reflection; supporting them in integrat ing new knowledge with existing knowledge, practicing 

in a variety of situations with varying complexity to generalise learning;  adding increasingly 

difficult  challenges, and spacing learning over time to ensure learners steadily grow in proficiency 

and confidence (adapted from the National Academy of Sciences cited in Christina & Bjork, 1991). 

The researcher also proposes that certain activities (like reflecti ve journaling and homework tasks 

completed on the job)  must be mandatory if the technique has any hope of succeeding in 

achieving its purpose. 
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A significant meta-insight is that experiential , action learning activities do not have to be intense 

immersions into real-life situations. Although these immersions are valuable, they can be costly 

and very administratively intensive to facilitate. Through this research, it became evident that 

successful actioning learning can be achieved through a relatable story t hat connects a classroom 

problem-solving activity with their real world , or a practical and well-crafted simulation, or 

homework that needs to be completed in a real -life situation (personally or professionally). Before 

this study, the researcher had always questioned whether her interventions were practical and 

experiential enough. The insight she gained from this research is that the participants do not have 

to be engaged in costly activities or involved customised simulations and that her learning 

activities do allow for application in the real world.  The researcher recommends a few additional 

ways of bridging this gap between classroom and real-life learning: establish informal mentorship 

programmes when the learners return to their work environment, ass ign work-based projects, 

create mastermind groups (online or face-to-face), provide electronic tools for reinforcing learning 

after the intervention and offer refresher courses. 

 

7.2.4  Meta -Insight: Need Challenges and Vulnerability  to Shift Paradigms  

Before this study, the researcher had often questioned whether she should be so open about her 

life, learnings, fears, challenges and journey to self-mastery. Although her personal stories and life 

experience were always shared with boundaries and in an ethical and appropriate way, she knew 

many facilitators used standard stories and examples while facilitating, and did not share their 

personal misgivings or at least shared them with less depth and vulnerability. A meta-insight from 

this research is that the vulnerability of the facilitator was a key reason for the intervention 

success and crucial to holistic personal leadership development within the group . The fact that the 

facilitator could be so open and vulnerable with the group created a sacredness and allowed the 

participants to open up about their personal struggles. The research revealed that it was through 

participantsô exposing themselves that the learning became real, and, therefore, holistic and 

sustainable. In addition, m aking it real and personally applicable (as discussed above in 7.2.3) is 

key to developing personal leadership capacity in a sustainable way for two reasons. The first 

reason is that the growth the participants experienced was fully integrated and allowed them to 

create a new personal identity and long-lasting transformation.  The second reason is that they 

learnt the skills of challenging and displacing their limiting beliefs that they could keep using in 

years to come. This leads to the next meta -insight below. 

Another meta-insight was how much value the participants gained from the process of challenging 

and shifting their limiting beliefs. The data revealed that this was a highlight of the programme for 

17 of the 23 learners. The researcher had not realised the power and benefits of having an 

effective technique (see 7.3 The KEY to Displacing and Overcoming Limiting Beliefs for more 

details on this technique) for challenging limiting beliefs, and had even considered excluding 

Module 3, where she introduces belief systems and teaches participants to challenge and shift 

limiting beliefs. She had even considered excluding this module for the intervention because it 

required such vulnerability on the part of the participant and an interrelated set of skills. 

Fortunately, this meta-insight revealed that she had underestimated the fact that the safe and 

sacred learning environment, coupled with the skills of the facilitator, made this a crucial and 

essential module of the intervention. As such, the researcher posits that with a skilled facilitator, a 

safe, supporting and trusting environment , and effective techniques for challenging the limiting 
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belief(s), the process can be life changing for the participant and pivotal to holistic and sustainable 

leadership development. 

Again, the discussion above illustrates that all the themes arising from the data are inextricably 

linked and interconnected because the importance of the facilitator , the importance of cohort 

learning and the importance of application in the real world  are all woven into this theme . 

 

7.2.5  Meta -Insight : Learning i s a Journey and Takes Time (No ñQuick Fixò)  

The importance of the learning being a journey over an extended period became apparent 

through data analysis and the literature. It was not surprising  that all evidence overwhelmingly 

pointed to the fact that quick -fix interventions are often a waste of the individualsô time and 

company money. Sadly, organisations often donôt have the appetite for long-term 

transformational, holistic and sustainable interventions and seek the quick fix. This invariably leads 

to disappointment or disillusionment in the ROI of personal leadership development interventions. 

Based on the findings, holistic and sustainable leadership development interventions require a 

committed j ourney of a minimum of six  months, and preferably nine months to yield sustainable 

results. This allows the learners sufficient time to gain in competence and confidence through the 

programme, apply the skills being learnt (such as setting goals, managing emotions, effective 

communication, managing interpersonal relationships, challenging beliefs, overcoming fears, 

making better decisions, problem solving and more) to achieve holistic personal leadership 

development that is life changing and sustainable. 

 

7.3  Grounded Theory Building  

This study blended both hermeneutic phenomenology and grounded theory. Chapter 6 presented 

the phenomenological aspect of this study and research results. Therefore, an important next  step 

is to achieve the goal of the grounded theo ry aspect of this study, which  is generating a 

substantive theory grounded in the data (Compton & Barrett, 2016).  This study was aimed at 

developing a framework for holistic and sustainable personal leadership development. This process 

drew on existing (albeit it limited)  ways of understanding the phenomenon and required ñpuzzling 

outò and problem-solving (Timmermans & Tavory, 2012) to build an inductive framework that 

illustrates the dynamic relationships among the concepts and themes that emerged from the  data. 

The factors that influe nced the theory-building process and the holistic and sustainable personal 

leadership development framework will now be discussed. 

 

7.3.1  Interrelationship between the Core Elements of the Framework  

To enable the creation of the holistic and sustainable personal leadership development framework, 

it was necessary to examine the complex interrelationships between each theme, category and the 

attributes of the categories. These meta-insights were the culmination of a lengthy data analysis 

process including the literature review, the researcherôs experience in the field of OD and 

leadership development, her observations of the participants during the intervention (recorded in 

extensive field notes), and much study and reflection on the ne tworks that emerged during the  
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data analysis (see Figure 4.4 Axial Coding Network Diagram for an example of interrelated 

attributes of categories) . Initially, the intention was not  to share the detailed outcome of this 

examination with the reader . However, this was reconsidered because a framework should not 

only reflect the essential concepts, themes and dimensions emerging from the data, but also the 

relational dynamics among those concepts (Gioia, Corley & Hamilton, 2013).  

In light of the above , the complex web of interrelationships are made transparent (see Table 7.1 

Interrelationships between the Core Elements of the Holistic and Sustainable Personal Leadership 

Development Framework) to provide other practitioners with insights into the intricacies of holistic 

and sustainable personal leadership development and the way in which aspects of the framework 

influence each other. Each theme or aspect of the framework  is referred to as an element. In 

Table 7.1, the reader will see that the core elements of the framework are listed (in the first 

column) with the attributes /criteria  for the success of each detailed in the second column. These 

labels are then repeated as column headings across the table (from Column 3 onwards) in a 

mirror fashion. This created a grid arrangement that illustrates the way each attribute was related 

to all other attributes and influenced by them.  

The complex interplay of relationships is indicated using three different arrows , as shown in the 

legend at the bottom of Table 7.1 . Each arrow has a different meaning , described as follows: 

¶ When the arrow bends and points upwards ( ), it indicates that the attribute of the core 

element represented by the left -hand label influences the attribute  it is pointing to above. For 

example, a safe, supportive and sacred environment positively influences the groupôs ability to 

give feedback because if the group feel safe, they are more likely to be open and share their 

feedback. (See the matching circled arrow in Table 7.1.) 

¶ When the arrow bends and points to the left ( ) it indicates that the element represented by 

the label above influences the attribute label  it is pointing to on the left of the table. For 

example, when the facilitator has attained high levels of self-mastery, it enabled the facilitator 

to operate in the role of steward, which means the intervention was learner -centred, the 

facilitator did not attempt to be the all -knowing ñexpertò. The facilitator was also not attached 

to the outcome but was mature and open enough to allow the learner to determine his or her 

own path. (See the matching circled arrow in Table 7.1.) 

¶ When the arrow is double-headed ( ) it indicates that both attributes mutually influence each 

other. For example, when the environment was supportive, safe and sacred, the group trust 

increased and as the group trust increased, the environment became more supportive, safe 

and sacred. (See the matching circled arrow in Table 7.1.) 
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Table 7.1  Interrelationships between the Core Elements of the Holistic and 

Sustainable Personal Leadership Development Framework  
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When reviewing Table 7.1, the reader will be able to see the complex relationships and intricacies 

between each element of the framework of holistic and sustainable personable leadership 

development and the significant role each element has in enabling the process. The research will 

now present the framework for holistic and sustainable personal leadership development.  

 

7.3.2  Holistic and Sustainable Personal Leadership Development Framework  

The proposed framework for holistic and sustainable personal leadership development (see 

Figure 7.1) is aimed at enabling OD practitioners and organisations to enhance the quality of their 

leadership development interventions and increase the return on investment both participants and 

organisations receive post-intervention. It should be read together with the meta-insights in this 

chapter (see 7.2 Researcherôs Meta-Insights) and the conclusion in Chapter 8.  

 

Figure 7.1  A Framework for Holistic and Sustainable Personal Leadership 

Development  

 

The spiral image used for the framework in Figure 7.1 illustrates that holistic and sustainable 

personal leadership development is an ongoing process where each aspect or element of the 

process impacts and influences the next element of the process. The spiral starts (at the base of 

the diagram) with the importance of the facilitator a nd proceeds through the process of the cohort 

forming and the importance of cohort learning. The facilitator and cohort then enable the next 

part of the process: challenging and shifting of learner paradigms, which is inextricably linked with 

the application of learning in the real world . The entire development process is an ongoing 

journey that takes time and there is no  ñquick fixò solution. Each aspect of the framework will now 

be elaborated on and discussed, including the purposeful use of colour and what each colour in 

Figure 7.1 represents. 
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The framework starts (at the base of the spiral) with the Importance of the F acilitator  

because the facilitator sets the context of the intervention and impacts every other aspect of the 

process. The facilitator is like a golden thread, interwoven through each theme and key aspect of 

the framework contributing to holistic and sustainable personal leadership development. The 

facilitatorôs psychological attributes and technical expertise are both paramount to the success of 

the intervention. This is especially true in the case of this research because the facilitator was 

responsible for the design, development and delivery of the intervention. Regarding psychological 

attributes, the facilitator must have achieved high l evels of self-mastery, and must have adopted 

the role of a steward to be mature enough to allow the process of development to be learner-

centred. Although the facilitator must be highly skilled, the facilitator is not to be a ñsage on a 

stageò who delivers lessons to the learner. Rather, the journey of learning is co-created with the 

learner as an equal participant. The facilitator must provide the skills and expertise of designing a 

programme architecture with solid theoretical underpinnings that incorporates coaching, NLP and 

adult-learning theory including, but not limited to, experiential action learning, humanistic 

learning, constructivism, transformative learning, dialogu e education and integral theory . Although 

the specific tools or models the facilit ator uses are not that important to the process, the research 

revealed that it was not possible to facilitate holistic and sustainable personal leadership 

development without  solid learning theory underpinning the programme. A combination of purple 

and indigo represents the facilitator because purple is indicative of deep meditation, spiritual 

awareness, intuition and sound judgement while indigo is indicative of wisdom, enlightenment, 

integrity, deep sincerity , emotional depth, devotion  and spiritual realisation.  

The next element of the process and framework is the I mportance of Cohort Learning , where 

the facilitator forms an integral part of the group and is responsible for establishing the group as a  

supportive, safe and sacred learning space. This space allows the group to offer each other  

valuable feedback (including highlighting strengths and offering critique regarding areas of 

development), diverse perspectives, friendship, shared experience and a sense of belonging. 

Without this, holistic and sustainable personal leadership development will not be as effective, and 

will potentially even be thwarted . The supportive, safe, sacred space and group feedback enabled 

the group to develop a deep sense of trust and rapport. In turn, it enabled the group (including 

the facilitator) to challenge each otherôs paradigms and become vulnerable enough to expose and 

shift limiting beliefs . The openness to being challenged and becoming vulnerable allowed the 

individual to gain new perspectives and an expanded worldview. The Importance of Cohort 

Learning is represented by the colour green because it is indicative of balance, harmony, growth, 

communication, support and the ability to nurture and love unconditionally.  

As a result of the above elements of the framework , the process spirals upwards to Challenge 

and Shift Learner P aradigms  because the facilitator and cohort make it possible for the learner 

to be open to being challenged or to bring their challenges and limiting beliefs into the group  so 

they can be dealt with . This process requires enormous vulnerability, which is very uncomfortable 

for most learners so the support, safe, sacred space is essential. In addition, t he research showed 

that the facilitatorôs vulnerability and openness was a key factor in assisting the learners to open 

up and become vulnerable. The researcher used (and taught the learners how to use) a specific 

technique she had developed to support the learners in successfully overcoming their limiting 

beliefs (see 7.3 The KEY to Displacing and Overcoming Limiting Beliefs for more details on this 

technique). Therefore, the framework illustrates that with the support of a skilled facilitator, a 

safe, supporting and trusting environment, and effective techniques to challenge limiting 

paradigms or belief(s), the process of holistic and sustainable leadership development is 

facilitated. Challenge and Shift Learner Paradigms is represented by the colour pink as is indicative 
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of discernment, insight and self-knowledge, while offering comfort and understandin g to alleviate 

negative thoughts that often accompany limiting beliefs . 

The fourth core element of the framework (as shown in Figure 7.1) is the necessity for 

Application in the Real World . Again, the three preceding elements of the framework (namely, 

Importance of the Facilitator, Importance of Cohort Learning and Challenge and Shift Paradigms) 

all influence and enable the learners to better apply their learning in the real world. This is 

because learners have become vulnerable and brought their personal real-world experiences to 

the fore. In addition, the use of actioning learning activities, reflective journaling, structured 

feedback (from assessment tools or group activities) and follow-up support is essential to the 

process of holistic and sustainable personal leadership development. As illustrated in Figure 7.1, 

by the arrow pointing from Application of L earning in the Real World down to Challenge and Shift 

Learner Paradigms, that by applying learning in the ir real worlds, the learnersô paradigms were 

again challenged and shifted. This illustrates that both elements positively reinforce and influence 

each other. It can also be seen from the arrow pointing from the Journey (No ñQuick Fixò) 

element of the process down to Application in the Real World that the learning needs to be a 

journey to make it possible for the learners to have sufficient time to apply their learning in the 

real world to happen. Application of Learning in the Real World is represented by the colour 

turquoise because it is indicative of deep understanding, openness, integration, practicality and 

flexibility.  

The final element of the framework illustrates that the process of personal leadership development 

needs to be a committed Journey  (No ñQuick Fix ò)  over an extended period (a minimum of six 

months, and preferably nine months) if it is to  enable holistic development and yield sustainable 

results. A journey over an extended period allows the learner  sufficient time to gain in competence 

and confidence through the programme, and apply the skills being learnt (such as setting goals, 

managing emotions, communicating effectively, managing interpersonal relationships, challenging 

beliefs, overcoming fears, making better decisions, problem-solving and more) to achieve results 

that are holistic and sustainable. Quick-fix interventions are often a waste of the individual ôs time 

and company money because experiential learning involving integration, assimilation, reflection 

and application of learning is not sufficiently facilitated. The reader will also notice that the spiral 

continues upwards indicative of a lifetime journey that has no end. In other words, t he process of 

holistic and sustainable personal leadership development is an ongoing process that opens up a 

vista of opportunities for cont inued growth and development  after the intervention . Organisations 

can play a significant role in this continued journey by facilitating mentorship programme and 

ongoing support and follow-up after the intervention because learning and development ha ve no 

end. The Journey (No ñQuick Fixò) is represented by the colour indigo because it depicts the 

learnerôs path to wisdom, enlightenment and spiritual realisation. Initially , the journey and 

development process started in the hands of the facilitator , and now it has been passed on 

(through the process of holistic and sustainable leadership development) to the individual to 

continue and deepen. 
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Practical guidelines for implementing each of the five elements of the holistic and sustainable 

personal leadership development framework have also been provided for OD practitioners and 

organisations. These guidelines are directly extracted from this research and the success of the 

intervention it studied  and detailed in Figure 7.2 below:  

 

Figure 7.2  Practical Guidelines for Holistic and Sustainable Personal 

Leadership Development  

 

Figure 7.2 is not designed to reflect all the practical guidelines OD practitioners , managers and 

organisations can possibly use to enable holistic and sustainable personal leadership interventions. 

It is a representation of the guidelines used for the intervention that was studied during this 

research as well as those that emerged from the data analysis (which included the voice of the 

participants, the experts, the literature and the researcher). 
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7.4  Visionary Leadership  Model  

To complement the framework of holistic and sustainable personal leadership development, the 

research contributes a model of Visionary Leadership (see Figure 7.3). This model illustrates three 

constructs and their underpinning criteria required for Visionary Leadership. This model was 

created and used to design the intervention that was studied during this research. In other words, 

this model supports the design of interventions that develop leaders in a holistic way to ensure 

they are significantly empowered to handle the complexities of the future and lead themselves 

and others. The constructs for developing Visionary Leaders will now be shared and discussed 

below the diagram.  

 

Figure 7.3  Visionary Leadership Model ( 3 Qôs =  PQ +  IQ  +  EQ) 
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The researcher defines the concept of Visionary Leadership (depicted in Figure 7.3) that is critical 

for leadership success in the 21st century and beyond, as a powerful blend of three Qôs or forms of 

intelligence. The first is the traditional intelligence quotient (often referred to as IQ), the second is 

emotional intelligence quotient (EQ) and the third is the practical or contextual intelligence 

quotient (PQ). It is posited  that t he higher a leader scores in all three areas, the more effectively 

the leader can lead. Low scores in IQ can be compensated for with a high EQ or vice versa 

(Goleman, 1998) but a high PQ is essential to great leadership (Mayo & Nohria, 2005). An 

example of a successful leader with low EQ yet high IQ and PQ would be Steve Jobs (Evans, 

2012). An example of a leader who was considered to have a low IQ yet a high EQ and PQ was 

Henry Ford (Watts, 2007). A leader who failed as a result of a low PQ is Bob Nardelli because he 

was unable to adapt his leadership style that made him a huge success at General Electric to 

Home Depot (Useem, 2018). 

The practical or contextual quotient (PQ) component of Figure 7.3 is essentially the ability to apply 

oneôs intelligence in practical ways that are fit for the external/macro -environment or display acute 

contextual sensitivity. PQ comprises the following components: Act with Appropriate Influence 

Strategic Intent, Tacit Knowledge, Adaptive Capacity and Context Diagnosis (shown in the green 

section of Figure 7.3 above). PQ is key to leadership success because more than ever before 

leaders are required to think globally even when operating locally and must change, adapt and 

show flexibility (Kotter & Cohen, 2002 ; Huston, 2006). Sometimes transactional leadership is 

appropriate, while at other times participative leadership is more suited or perhaps 

transformational or charismatic is needed. In other words, all leadership styles can have value 

when they are fit for context (Bennis & Thomas, 2002). Tacit know ledge or applied wisdom 

ensures that intelligence is applied in everyday life (Torff & Sternberg, 1998; Sternberg, et al.,  

2000) and is an important aspect of PQ. Strategic intent includes the awareness of a preferred 

future state or outcome together with the purposeful interpreta tion and reinterpretation of 

ongoing events (Kutz, 2008). The ability to act and ensure strategies are executed by influencing 

appropriately makes the modern leader a valuable business asset (Pantaleo & Pal, 2008). 

In Figure 7.3 above, traditional intelligence (IQ) is also depicted as being central to visionary 

leadership and, therefore, very important for leadership success. In fact, if you had to find your 

way out of a very difficult problem and could only choose between and leade r with a high IQ or a 

high EQ, research shows that you would be wise to choose the high IQ leader (Krajewski, 2013). 

This follows logically considering that verbal, visual and numeric abilities combined with attention, 

memory and problem-solving skills are critical to (and valuable predictors of) leadership success 

(Kaufman, 2009). In the past 20 years, literature has paid less attention to leadership IQ than EQ 

because IQ is a relatively fixed score in adulthood and cannot be significantly developed (Ceci, 

1996). This does not mean that it is not a predictor of leadership success but research has shown 

that a high IQ alone will not ensure leadership success. When combined with EQ (Goleman, 1995, 

1998, 2001; Bar-On, 2006, 2010; Bharwaney, Bar-On & MacKinlay, 2007; Freedman, 2007; 

Viljoen-Terblanche, 2008) or PQ (Mayo & Nohria, 2008) ï or preferably both ï the most 

influential, powerful, dynamic, visionary leaders can emerge.  

Lastly, Figure 7.3 illustrates that EQ, in the form of the Bar-On model (2006) comprising five 

components: (1) Self-regard, (2) Self-expression, (3) Interpersonal skills, (4) Str ess management 

and (5) Decision-making, is essential for visionary leadership. The positive impact of emotionally 

intelligent leaders has been well researched. Numerous studies over the past 20 years (Goleman, 

1995, 1998, 2001; Bar-On, 2006, 2010; Bar-On, Handley & Fund, 2006; Bharwaney, Bar-On & 

MacKinlay, 2007; Freedman, 2007; Martin, 2008; Vieira, 2008; Viljoen-Terblanche, 2008) have 

demonstrated that EI is often  the significant distinguishing factor between leaders who are great 
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and those who are merely good or average. The higher the position a leader holds in an 

organisation, the more it seems that their EQ matters (Goleman, 1998). An online survey 

conducted by CareerBuilder involving 2,662 United States (US) hiring managers between 19 May 

2011 and 8 June 2011 even revealed that 54% would not hire someone with a high intellectual 

quotient (IQ) if they had a low EQ. Moreover, 71% of these hiring managers said tha t their hiring 

was based on EQ. When the 75 members of the Stanford Graduate School of Business's Advisory 

Council were asked to recommend the most important capability for leaders to develop, their 

answer was nearly unanimous: self-awareness (George, Sims, McClean & Mayer, 2007), a core 

element of EQ. 

In light of the above , it is essential to develop the EQ and PQ of leaders to enable holistic and 

sustainable personal leadership development resulting in Visionary Leadership. Emphasis is not 

placed on IQ because although it can change in childhood as a result of changes in parenting 

styles (Baumrind, 1967; Dornbusch, et al., 1987), family environment (Clarke, 1976; Svendsen, 

1982), and historical or schooling environment (Flynn, 1987), it usually remains fairly stable from 

childhood to adulthood and constant over the course of an adultôs lifetime (Ceci, 1996; Mortensen, 

Andresen, Kruuse, Sanders & Reinisch, 2003; Bar-On, 2006). While IQ is fairly stable, EQ and PQ 

can be developed (Sternberg, et al., 2000; Bar-On, 2006, 2010; Bharwaney, Bar-On & MacKinlay, 

2007; Freedman, 2007; Viljoen-Terblanche, 2008), but it takes a significant investment of time, 

energy and financial resources at an individual, group and organisational level. Developing leaders 

holistically and sustainably is not something that happens overnight and there are no ñquick fixes.ò 

Leadership development is a journey and a life-long process. The following technique or tool, can 

assist practitioners with an important  aspect of this process. 

 

7.5  The KEY to Displacing  and Overcoming Limiting Beliefs  

A crucial meta-insight from the analysed data and literature reviewed, was that transformation 

occurs, and leadership development is holistic and sustainable, when default long-standing beliefs 

are challenged and learners are able to doubt the validity of perceptions they had previous 

thought to be unquestioningly true (Miller, 1989)  and adopt new perspectives. In light of this, it is 

not surprising that the participants gained significant value from the pro cess of challenging and 

displacing their limiting beliefs  (learnt and experienced during Module 3 of the intervention and 

reinforced during subsequent modules). In fact, t he data revealed that 17 of the 23 participants 

deemed shifting limiting beliefs  to be the highlight of the programme as it expanded their world 

view and was life changing (as shown in the data analysis network diagram Figure 4.4) . As such, 

the researcher is contributing the technique/tool (illustrated by Figure 7.4 The KEY to Displacing 

and Overcoming Limiting Beliefs) that she has developed and refined over the past 10 years, 

which formed an essential part of this intervention  and was pivotal to holistic and sustainable 

leadership development. 
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Figure 7.4  The KEY to Displ acing and Overcoming Limiting Beliefs  

 

In Figure 7.4 above, the process the coach or the facilitator guide the participant through consists 

of three main steps and two sub -steps. The main process is represented by the acronym KEY, 

where Step 1 is K = Know and Understand the Limiting Belief; Step 2 is E = Educate and/or 

Empower the Limiting Belief and Step 3 is Y = Say Yes to New Belief (i.e. Displace Old Belief). The 

sub-steps are to adopt the meta position (between Step 1 and 2) and to perform an ecology c heck 

(between Step 2 and 3). The process will now be explained step-by-step. 

 

7.5.1  Step 1: Know it :  Elicit and Understand the Limiting Belief  

The first step in displacing a core belief is to identify the ñmistaken certainty.ò When looking at an 

issue, it becomes evident that beliefs often come in clusters. When a thorough job is done of 

identifying the cluster of beliefs, a significant part of  the job of  changing them is often done. 

Identifying a core belief is like solving a mystery of the illusions of the mind. This task can be a 

daunting and challenging but gets easier with practise and the guidance of a skilled facilitator , 

coach or psychologist.  

To illustrate the above, if clients shared that they were afraid of speaking in public it is important 

for the fa cilitator to know that the f ear of speaking in public is not a core belief. It is an emotional 

reaction to a belief. The thought a person has is that, ñThey will think Iôm a stupid idiot.ò This is 

the fear, but not the belief. Fears associated with what ot her people think of us are very common. 

This same dynamic can occur in the mind when asking for a salary increase, asking someone out 

on a date or asking for something we really want. However, the thought is not a core belief. One 

has to be careful here because they are often misleading. When solving a crime one follows the 

money. When finding core beliefs one follows the emotion. It is important  to keep questioning 

how the emotion of fear is created by the act of what someone else thinks.  
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Practical Scen ario:  If someone pointed at your hair, claimed it was green, and then started to laugh 

out loud at how silly you looked , would you feel hurt? Probably not. (Assuming that your hair is not 

green.) When you know your hair is not green you would know this per son is just being silly, on drugs 

or having problems with their vision. You know the issue is with their perception and not with you. 

Having someone make fun of you and laugh at you when you know itôs their perception is not a 

problem for you. What people think of you doesnôt hurt you at all. When you do not believe that you 

look foolish, you are not affected by what others think. Being aware that their perception or mental 

image of you is not óyouô gives you immunity to their opinion. With this understanding, it is obvious that 

we cannot be hurt emotionally by what others think and say about us. When people think we are an 

idiot it does not hurt at all. It only hurts if we believe we are an idiot. This is the real cause of the pain 

behind the fear of public speaking. In essence, the fear of public speaking is not a fear of what others 

will think of us. It  is a fear of the emotional pain that results from believing something negative about  

ourselves. What other people think would just be a trigger to activate  our negative core beliefs. So, to 

identify our core beliefs we have to look beyond the thoughts we think. There is one more layer here. 

We can never really know what people are thinking. We usually make the assumption about what they 

think about us and th en believe our assumption. These are the underlying beliefs in this scenario: 

1. First Belief: If someone else believes we are an idiot then it is true.  

2. Second Belief: We believe we are a stupid idiot.  

3. Third Belief is a direct result of the second: If someone  believes we are smart then we are smart.  

This means that whatever someone believes about us is what we are. 

4. Fourth Belief is that what other people think of us can somehow hurt us emotionally. This false 

assumption is what the mind uses to generate fear of emotional pain. It is not true because 

thoughts in another personôs head do not determine our emotions. What we believe about 

ourselves determines how we feel. 

5. Fifth Belief is that we can accurately read other peopleôs minds and know what they think abo ut us. 

IMPORTANT NOTE: These hidden assumptions are not apparent from the reaction or the thoughts.  

We have to get past the surface of thoughts and solve the mystery of our  reaction to find the beliefs.  

 

It is also important to understand and honour the positive intent of the limiting belief. In the case 

of the fear of speaking in public, the belief that I can not speak in public is trying to pro tect the 

client from feeling emotional pain . This limiting belief has an inherent wisdom and positive intent; 

it can signal to the client to prepare well for the presentation or to believe in themselves more. It 

is very important that the belief is not criticised and made ñbadò or ñwrongò but rather understood 

and its wisdom and positive intent are honoured. This process of reframing is an important part of 

creating safety and allowing the unconscious mind to begin to relax. The process of displacement 

(Step 2) then becomes easier. It is important to note that completing Step 1 can take multiple 

coaching sessions because unpacking and understanding a limiting belief (often entrenched by 

year and years of conscious and unconscious support) is not always quick and/or easy to achieve. 

If the coach proceeds to Step 2 too quickly , and the belief has not been sufficiently u npacked 

during Step 1, it will eventually require returning to complete th e process thoroughly. When 

Step 1 is completed thoroughly, it is important to move to the sub -step and gain a meta-

perspective (or take the meta -position) before moving onto Step 2.  
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7.5.2  Sub-Step : Meta Position  

Adopting a meta-perspective or meta-position involves stepping out of oneôs shoes or viewpoint  

into the viewpoint of another. Doing this and breaking state between steps, allows the client to 

view the unpacking and understanding of  the limiting belief (completed during Steps 1)  from an 

imaginary ñother personò perspective and observe or add anything they might have missed about 

where the belief originated, how it was formed and the positive intent or wisdom the belief  holds. 

This sub-step can be a quick step where the facilitator simply says to the client, ñIf we were 

outside of this room/process looking in, what would we notice about this belief that we havenôt 

discussed already? What else do we need to know so the belief feels completely heard and 

understood?ò The researcher is often in awe at the additional insight and value ga ined by stopping 

to take a meta-perspective, and sometimes the client has nothing new to add  or needs to go back 

and explore Step 1 more fully. 

 

7.5.3  Step 2: Educ ate or Empower to  Cast Doubt on the Limiting Belief  

There is an interesting connection between the conscious mind and the subconscious mind. The 

subconscious is tasked with the responsibility of making what is consciously believed to be true, 

actually come true; at least to the best of the subconscious mindôs ability to make it true.   

 

Practical Scenario:  Prior to 6 May 1954, everyone in the sports world believed that it was impossible 

to run a mile in under 4 minutes. Because everyone believed it, it became true. But there was one 

athlete who didn't believe it. Roger Bannister believed that he COULD break the 4-minute mile. When 

he changed the way he looked at that barrier, the barrier changed. Even more amazing is that after 

Bannister crossed the 1-mile finish line in 3:59, nearly every professional runner broke the 4-minute 

mile the following year. Why? Because they believed it was possible once Bannister proved it to them. 

So, if you think you can do something, you can. I f you think you can't, you can't. It sounds simple, 

right? Well it is simple, once you get some practise and work with a skilled coach or psychologist. 

 

In light of the above scenario, this step is essentially about the facilitator or coach supporting the 

client to look for evidence to di sprove or cast doubt on the limiting belief. Most people try self-

discipline and talking themselves out of limiting beliefs at a purely rational level, this simply makes 

the change more resistant. The researcher, through extensive experience, has identified how 

important it is to rigorously challenge the belief while honouring its origin and positive intent . 

Honouring the positive intents brings about safety, and helps the client become unstuck more 

easily.  

Challenging the limiting belief involves either educating it or empowering it. Education would be 

looking for times when the client has been able to successfully speak in front of people or to find 

evidence of where the client has been confident and successful while speaking in public before 

(even in a different context, with friends for example). Gathering this existing evidence (to cast 

sufficient doubt on the limiting belief) can take time and serious skill on the part of the coach. If 

the client does not have any examples or evidence and it is not possible to educate the belief, 

then empowering becomes very important. Empowering the belief involves coaching the client to 

model the behaviour of someone they know who can already successfully speak in public. A 
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significant number of NLP techniques are used during this step. The client also makes a 

commitment to try these new behaviours back in their real -world. Often baby steps are required 

to build confidence and shake the underlying limiting belief. Step 2 can sometimes be as quick as 

switching on a light bulb (see the Practical Scenario below for an example of this ) or it can require 

extensive coaching and practise to support the client (in a safe and resourceful way) to build 

sufficient evidence to cast doubt on the limiting belief. The facilitator or c oach must be patient and 

rigorous during Step 2, otherwise the client will stall and be unable to move to Step 3. If there is a 

need to return to a previous step  during this process, know that this is common and normal. The 

steps in this technique are not always linear, and often require iterative movement between steps 

and very skilled and thorough coaching process with the integration of NLP  to support the client in 

displacing displace the limiting belief. 

 

Practical Scenario:  If we go back to Step 1 and the fear of speaking in public, our thoughts start to 

seem a bit unbelievable? We couldn't possibly be what other people conceptualise in their head, could 

we? We probably don't have the power to accurately read other people's mindôs either, do we?  

Obviously not, so when you identify the core beliefs to this detail, they begin to become ridiculous.  

This is often the case when we expose the whole bundle; when you fully identify a set of beliefs, you 

instinctively divest your belief in them. These shifts ha ppen just through your expanded awareness.  

Just by identifying your beliefs, you facilitate change in your emotions and behaviour without a lot of 

work being involved.  

Another aspect that can make change faster is that you donôt have to change the whole cluster of 

beliefs.  Each belief is like a link in a chain. If you just break one link then they all lose power. Go back 

and examine the third false belief for a moment. Our mind is quick to make this association and believe 

the opinions other people have about us. We often believe it without realising it. This starts to fall apart 

under some scrutiny. Different people will have different opinions about us. Their opinions are mental 

concepts in their mind. We are not equivalent to the mental concept in anot her personôs mind. Some 

people might change their mental opinion about us during the day and yet we havenôt changed. We 

only feel a change when we change our belief about ourselves. Someone elseôs opinion is only a trigger 

to activate our different core be liefs. We might have a limiting belief buried in the mind that we are an 

idiot. We might also have beliefs that we are smart. Our mind can flip back and forth between the two 

many times during the day, or even in an instant.  

When you become aware that you are not a mental concept in somebody else's mind then the other 

beliefs start to fall apart as well. If you are not their mental concept then what they think doesn't 

matter as much and they can't hurt you emotionally. Changing your awareness of one belief  affects the 

whole system of reactions. Changing a core belief can be surprisingly easy. You simply stop believing in 

them. It doesn't take much effort to not believe something. It does however take some effort to 

develop the awareness to identify them.    

 

This process might sound simple (because in theory it is) but, in practise, it  can be very 

uncomfortable and requires concerted effort and vulnerability on the part of the client . There is 

also one very important step in the process that is often missed. The fact that the clientôs point of 

view has to shift to change a core belief. If the belief  is being judged or criticised, it usually 

becomes stuck. When in judgment, a judgment story is created about the belief. When this 

happens, a layer of story and beliefs gets heaped on top of the existing core belief , making it 

more resistant to change. The new point of view adopted must be free of judgment about the 

core beliefs. The coach and client can be firm in the way they challenge the belief but should 

never judge it or try to rationalise it away because the process becomes superficial and is not 

sustainable (in other words, the client lapses and continues to vest in the limiting belief).  



 

  186 

Simple Tip:   As soon as you recognise the criticôs voice, say to yourself ñStop it!ò Remind yourself of 

all the ways judging yourself will keep you stuck in the limiting pattern and erode your self -esteem. The 

negative effects are far reaching. Once you have silenced your inner-critic, you can then take the next 

step and challenge the accuracy of the belief in a calm and thoughtful, but direct way. In other words, 

you will educate and empower your thinking.  

 

Only when sufficient evidence has been gathered through education and/or empowerment during 

Step 2, can the facilitator proceed. The next step is a sub-step, called an ecology check that must 

be done before proceeding to Step 3. 

 

7.5.4  Sub-Step : Ecology Check  

Performing an ecology check is again about adopting a meta-perspective and stepping out of 

oneôs shoes to consider a wider perspective. The purpose is to think about what happens after the 

client makes the desired change. It is about assessing ways in which changing the belief affects 

the clientôs life, such as their business life, home life, family, finances, health, time  and so on. It is 

about seeing clients in the context of their various life systems and ensures that the change is in 

line with their value system  and that it is what they want. In essence, it is about checking that the 

change and course of action that fol lows is a wise one to follow, and beneficial for the client and 

the system to which they belong. This might prevent them from making the change because they 

realise it does not serve them and maybe the old belief was not even limiting ï the researcher has 

experienced this on multiple occasions when using this technique. Alternatively, if the change is 

valuable and suitable, it can prepare the client for any aspect of the system that might respond 

negatively to the change. This is important to consider  because often when a client changes a 

limiting belief, what serves them well might upset other aspects of the system (colleagues, loved 

ones and so on) because the client is no longer behaving in the way to which the system is used. 

This ecology check is a very important sub-step and allows a natural progression to Step 3. 

 

7.5.5  Step 3: Say óYESô to the New Empowering Belief 

Some popular self-help approaches use affirmations in the attempt to  shift a limiting belief . In the 

researcherôs experience, affirmations alone do not work very well. A faster and more effective way 

is to displace the limiting belief by a thorough and holistic shift in the clientôs point of view. This 

makes the shift sustainable because the new perspective allows for that epiphany of awareness 

that changes their way of seeing things. This epiphany type experience is one of the reasons the 

participants in the research intervention reported having an expanded worldview and feeling that 

the intervention was life changing because their lives did literally change owing to the change in 

perspective. Without this shift in perspective, it is very difficult to change a belief.  When the client 

is within the paradigm of a false belief it appears so completely true that they continue to believe 

in it. Like th e person that believes the earth is flat. All contrary perspectives and even certain 

evidence is discounted until there is a shift in perspective. This is one of the problems with 

affirmations. From the point of view of existing beliefs, affirmations look like a lie and the client 

will feel like a liar or fraud trying to adopt new beliefs that go against their current paradigm. 
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Practical Scenario:  A belief paradigm acts very much like a dream when you are asleep. When you 

are in a dream, it seems completely real. You believe what is happening in the dream is really 

happening to you. You might feel like your life is in danger and feel the corresponding emotions of fear.  

But then you wake up from the dream.  You begin looking at the dream from the perspectiv e of sitting 

up in your bed in an awakened state.  With that shift in point of view, you immediately drop your fear 

and the notion that you are in danger.  With this shift in perspective, the illusion of the dream no 

longer has power over your mind and emotions.  Changing your point of view in this way allows you to 

quickly change beliefs. This kind of paradigm shift is very powerful. Numerous people have had  

near-death experiences that completely dissolved their fears of death and dying. This is a radical shift 

in point of view but illustrates the point.  

 

Sustainable change involves changing core beliefs. One of the fastest ways of changing core 

beliefs is by shifting point of view. A skilled facilitator or coach can support clients in changing 

their lives with many small epiphanies over time in a holistic and sustainable way. 

 

7.6  Conclusion  

This chapter consolidated the gaps and overlaps between the empirical data and current 

literature. It also  presented the interpretation and results of the study in the f orm of meta-insights 

as well as the framework for holistic and sustainable personal leadership development. The 

framework was constructed using ñabductive logic involving both imaginative interpretation and 

reasoning about experienceò (Charmaz, 2008:167) to include the researcherôs ñinteractions with 

people, perspectives and research practicesò (Charmaz, 2006:10). In addition to the framework of 

holistic and sustainable personal leadership development, the researcher presented a leadership 

model and a technique/tool that she has constructed for use during her OD interventions. The first 

is a model depicting the essence of Visionary Leadership suited to the twenty first century leader.  

The second technique/tool is used to challenge and displace limiting belief systems in favour of 

belief systems that serve the client better. Chapter 8 concludes the study by answering the 

research questions, explicating the unique contribution of the study, outlining the limitations of the 

study and the recommendations for futu re study. The quality criteria will also be discussed in 

terms of ways in which they were applied. Lastly, the researcher will share her story behind the 

research story and her reflections on this story . 
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8 Chapter 8: Conclusion  

8.1  Introduction  

In Chapter 6 and 7, the research findings, the interpretation and results of the study in the form 

of meta-insights and the framework for holistic and sustainable personal leadership development 

were presented. In addition to the framework, a model of visionary leadership and a technique for 

shifting and overcoming limiting beliefs  that proved valuable during interventions was presented. 

This chapter concludes the study by answering the research questions, reviewing the research aim 

and discussing the quality criteria in t erms of ways they were applied during the course of this 

study. In addition, it outlines the delimitations of the study , makes recommendations for future 

study and explicates the unique contribution and ROI of the study . Lastly, the researcher will tell 

her story behind the research story  and share her reflections that emerged rather surprisingly and 

profoundly while writing her story behind the story . 

 

8.2  Discussion and Answering of Research Questions  

This study aimed at providing South African organisations with a local study that conceptualised 

holistic personal leadership development, showing the underpinning principles and describing the 

impact of this development on the individual and the organisation , as well as the sustainability 

thereof. The study set out to achieve this using a main research aim and five research questions 

as described in Sections 1.6 Aim and Objectives of Study and 1.7 Research Questions respectively. 

The five research questions will be discussed and answered below. A conclusion will then be 

drawn from them by reviewing the main research aim. 

 

8.2.1  Question 1  

How can an individual be developed holistically and sustainably? 

It is important to start by mentioning that neither the facilitator nor the organisation can develop 

the individual. The learner must choose to develop himself or herself and is an equal partner in 

the learning and development process. The organisation, intervention and facilitator designing and 

delivering the intervention are just important catalysts and must adopt a systems approach to 

development. The facilitator creates and holds the space for the learner to embark on a journey of 

personal authenticity that is personally meaningful for him or her. This must be  undertaken with 

the awareness that it involves everything surrounding an individual and the individualôs relation to 

the different systems in their unique context . Systems thinking is about recognising ñan 

interconnected set of elements that is coherently organised in a way that achieves somethingò 

(Meadows, 2008:11) and important to ñthe art and science of making reliable inferences about 

behaviour by developing an increasingly deep understanding of underlying structureò (Richmond, 

1987:6). The key to understanding and achieving sustainability is recognising that e very system 

comprises sub-systems (the micro-process or environment), within a much greater system (the 

macro-process or environment) that are interconnected and interdependent (Adams, 2006; 

Walker, 2013) and change must, therefore, be systemic in nature.  
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The idea of holistic development that will be sustainable also involves developing all aspects of the 

individual including body, mind and soul as well as their various life dimensions, such as financial, 

health, education, recreation, relationships and so on. Therefore, the programme architecture 

enabling the development journey must involve a systemic and multifaceted blended approach. 

The facilitator, together with the group, creates a supportive, safe and sacred space for learner s 

to explore their personal challenges and limiting beliefs, and to become vulnerable and open 

enough to challenge and shift these beliefs. This leads to an expanded perspective and worldview 

with new behaviours now needing to be tested and applied in the real world to ensure the 

sustainability of the development. This can be enabled through action learning, reflective 

journaling, structured feedback and follow -up support. Lastly, it is important to realise that 

developing an individualôs personal leadership capacity holistically and sustainably cannot be 

achieved using a quick-fix one- or two-day intervention. Sustainable results require an intense 

journey where learning is spaced over time to ensure it is assimilated, integrated and reinforced 

through the journey. The above is reflected in the framework presented resulting from grounded 

theory (see 7.3.2 Holistic and Sustainable Personal Leadership Development Framework).  

 

8.2.2  Question 2  

What are the prerequisite design principles of a holistic development intervention? 

Five main elements emerged as being essential prerequisites. The first was the importance of 

having a knowledgeable, experienced, flexible facilitator who had attained high levels of self-

mastery and adopted the role of steward during the development journey. The facilitator must be 

highly skilled at designing a programme architecture that takes individual s, their context, the 

group and the organisation into consideration. To do this the facilitator must have a thorough 

knowledge of, and ability to apply adult learning t heory such as experiential learning, humanistic 

learning, constructivism, transformative learning, action learning, dialogue education and integral 

theory, to name just some of the key theories the researcher integrates in her practice.  The 

facilitator should also be a skilled coach who has a solid clinical background as inexperienced 

coaches often do more damage than good. The use of NLP also emerged as being an important 

skill facilitators should incorporate into their practice . The actual content, models and tools the 

facilitator uses are not as important as the theoretic underpinnings and solid framework of the 

programme. The programme design needs to take a systemic approach and be customised for 

each system not just a ñone-size-fits-allò intervention. It must engage the learners holistically, 

including their minds, hearts and souls and aim at increasing their emotional intelligence and 

practical or contextual intelligence.  

The second prerequisite that emerged from this study was the importance of cohor t learning, 

where the facilitator and group create d a supportive, safe and sacred space for the learner to 

embark on a journey of self -exploration and transformation. The actual demographics of the 

group were not very significant ; it was more important tha t the group offer ed a space free of the 

threats of being wrong or being judged  while offering authentic (and sometimes even tough) 

feedback to individuals. People need to feel safe to be themselves and to open up and become 

vulnerable to change and transform. This is inextricably connected to the third prerequisite for 

holistic and sustainable development, which is that the learner must be challenged in a safe way 

(or open up about existing challenges and life dilemmas) to shift limiting paradigms and expand 

his or her worldview. This can only be done in a safe, sacred and trusting space. The cohort and 

facilitator are very influential in creating this safe space and it is especially useful if the facilitator 
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models being open and vulnerable because it provides a gateway for the group to turn open up in 

turn and risk being vulnerable. 

The fourth prerequisite for holistic and sustainable development is for learning to be experiential 

and applied in the real world (guidelines for this are covered in 6.7.3 Application of Learning in the 

Real World). In short, this can be facilitated by incorporating action learning activities, reflective 

journaling, structured feedback and ongoing follow -up support throughout and after the 

intervention. The latter is a  significant area of weakness of most interventions , and organisations 

can make a significant difference to the success and sustainability of the development by offering 

ongoing feedback to learners in the form of mentorship programme s and/or  coaching. 

The final prerequisite is that the intervention must take the learners on a journey , and not attempt 

to offer a quick -fix solution as these solutions are seldom holistic and not sustainable. (see 6.7.5 

Findings about Learning Taking Time (No ñQuick Fixò)). Quick-fix solutions (in the form of short 

courses or talks) are suited to sharing content with learners and creating a basic awareness of 

theories, models and/or tools but they are not suited to enabling holistic development and truly 

sustainable development and personal transformation. This requires a process where content is 

slowly drip-fed to learners with a focus on experiential learning for allowing immediate assimilation 

and application. A journey (ideally over six to nine months) allows the cohort time to build t he 

trusting space that facilitates the learners in feeling safe and supported enough to be vulnerable 

and open up about their challenges. A journey ensures that key concepts and new behaviours can 

be practiced and reinforced (with feedback given on a regul ar basis).  

 

8.2.3  Question 3  

How does holistic development impact the individual? 

Of the 24 participants who completed the holistic development intervention during this study, 19 

showed an increased EQ score after the intervention. Those whose scores did not increase either 

already had a healthy EQ score pre-intervention or extenuating circumstances that resulted in a 

slight decrease. None of the decreased scores were statistically significant but the average 

increase in the overall post-assessment scores was 12.26 points. Statistically this is considered to 

be a very significant increase in the participantsô EQ scores post-intervention.  

The research also highlighted that the participant s experienced the holistic development 

programme as life changing (this was expressed by 22 participants). They spoke less about the 

content of the programme and more about how they had used the content and how their lives 

had changed since attending the intervention. T hey became more self-aware, better able to 

manage and express their emotions, and more effective in both their personal and professional 

lives. The quality of their  relationships and the results they achieved in all spectrums of their li ves 

also significantly increased. This was a result of their increased awareness, expanded worldview 

and application of various learning tools. The participants expressed feeling more like themselves 

and ñmore me.ò All participants also shared that the programme had developed them as leaders 

(this was echoed by their managers) and 14 had been promoted since completing the programme. 

There was an overarching theme from all participants of taking responsibility  for their lives 

(including ñthoughts, actions and outcomesò) but the ways in which that showed up were very 
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different for each par ticipant. For some it meant  speaking up confidently, for others it was saying 

no, while others it was pausing and waiting before responding when they felt intense emotion. In 

other words, t heir learning paths were very differ ent and each participant was impacted by the 

holistic development intervention in a different way that was suited and appropriate for their 

development need. Furthermore, participants shared that this holistic development programme 

had started them on a lifelong journey and that t he programme would have a lifelong effect so 

the responsibility they took for their development did not end when the intervention ended.  

8.2.4  Question 4  

How does holistic development impact the organisation? 

After the holistic development intervention the organisatio n gained employees who were more 

engaged, optimistic and who took  responsibility for their jobs and outcomes. They also built better 

relationship with others and were more self-aware and other-aware and able to manage 

themselves and others better. Two employees received awards of excellence following the 

programme and managers interviewed (a year after the completion of the holistic development 

programme) expressed that the people in their team s were very different after completing the 

programme and the programme had been very successful in developing their team membersô 

personal leadership capacity. The individuals showed more maturity and professionalism than 

those who did not attend the programme . The impact on the organisation was that the holistic 

development intervention allowed managers to take new recruits to the business and ñfast-trackò 

them to promotions in either their current area s or other areas of the business.  

Managers also felt that the difference between this programme and the other ñquick-hitò training 

programmes was that it was run over an extended period of time which allowed for the concepts 

to be practised and brought to life in real work situations. The homework and journaling 

components ensured that after-classroom learning was taking place that reinforced the topics 

under discussion. Regular communication and coaching sessions with the facilitator between 

training sessions also ensured better and more sustainable learning. Not all managers allowed 

their teams to attend one-on-one coaching sessions with the facilitator, but those that did saw a 

significant return on that investment with one participant being promoted three times (in the year 

following the intervention) to a very senior position. Most managers also expressed that they 

would have liked more team members to attend the intervention to increase the reach and impact 

the programme had on the organisational results as a whole. Some also felt that refresher courses 

would have been beneficial in keeping the impact of the intervent ion at its peak in years to come.  

8.2.5  Question 5  

What is a suitable framework and meta-insights for holistic and sustainable development? 

Chapter 7 provided the detailed meta-insights and framework for holistic and sustainable 

development (see 7.2 Researcherôs Meta-Insights and 7.3.2 Holistic and Sustainable Personal 

Leadership Development for more detailed discussion). In summary, to answer this research 

question, a suitable framework for holistic and sustainable personal leadership development is 

represented by a conical spiral image (see Figure 7.1) with five core element s required for 

development to be holistic and sustainable. The spiral image was chosen to illustrate that  

development was an ongoing process and each aspect or element of the process impacted and 
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influenced the next element of the process.  The process starts with the importance of the 

facilitator and proceeds through the process of the cohort forming and the importance of cohort 

learning. The facilitator and cohort then enable the next part of  the process, which is to  challenge 

and shift learner paradigms. This is inextricably linked with the next element of the process, which 

is to apply the learning in the real world. Finally, the last turn in the spiral (that continues 

indefinitely) is that the development of holistic and sustainable personal leadership development is 

an ongoing journey that takes time and there is no ñquick fixò solution. 

The framework starts with the Importance of the Facilitator because the facilitator sets the context 

of the intervention and impacts every other aspect of the process. The facilitator is like a golden 

thread, interwoven through each theme and key aspect of the framework contributing to holistic 

and sustainable personal leadership development. The facilitatorôs psychological attributes and 

technical expertise are both paramount to the success of the intervention.  The next crucial 

element of the framework is the Importance of Cohort Learning, where the facilitator forms an 

integral part of the group , and is responsible for establishing the group as a supportive, safe and 

sacred learning space. This space allows the group to offer each other valuable feedback 

(including highlighting strengths and offering critique regarding areas of development), diverse 

perspectives, friendship, shared experience and a sense of belonging. Without this, holistic and 

sustainable personal leadership development will not be as effective, and will potentially even be 

thwarted.  

As a result of the first two  elements of the framework, th e process proceeds with the need to 

Challenge and Shift Learner Paradigms because the facilitator and cohort have enabled the safe 

space where learners can be open to being challenged and to bring their challenges and limiting 

beliefs into the group so the y can be dealt with  and overcome. This process requires enormous 

vulnerability, which is very uncomfortable for most learners so the support ive, safe, sacred space 

is essential. In addition, the research showed that the facilitatorôs vulnerability and openness was 

a key factor in assisting the learners to open up and become vulnerable. The fourth core element 

of the framework ( refer to  Figure 7.1) is the necessity for Application in the Real World. Again, the 

three preceding elements of the framework (namel y, Importance of the Facilitator, Importance of 

Cohort Learning and Challenge and Shift Paradigms) all influence and enable learners to better 

apply their learning in the real world. This is because learner s have become vulnerable and 

brought their personal real world experiences to the fore. Furthermore, the use of actioning 

learning activities, reflective journaling, structured feedback (from assessment tools or group 

activities) and follow-up support is essential to this element of the process of holistic and 

sustainable personal leadership development. 

The final element of the framework illustrates that the process of personal leadership development 

needs to be a committed Journey (No ñQuick Fixò) over an extended period (a minimum of six  

months, and preferably nine months) if it is to enable holistic development and yield sustainable 

results. A journey over an extended period allows the learner sufficient time to gain in competence 

and confidence through the programme, and apply the skills being learnt ( such as setting goals, 

managing emotions, communicating effectively, managing interpersonal relationships, challenging 

beliefs, overcoming fears, making better decisions, problem-solving and more) to achieve results 

that are holistic and sustainable. Quick-fix interventions are often a waste of the individualôs time 

and company money because experiential learning involving integration, assimilation, reflection 

and application of learning is not sufficiently facilitated.  
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8.3  Review of Research Aim s 

The overall aim of the study was to provide South African organisations with a local study that 

conceptualised a framework for holistic and sustainable personal leadership development, showing 

the underpinning principles thereof and describing the impact of this development on the 

individual and the organisation. This aim was achieved by answering each of the research 

question as discussed in Section 8.2. Discussion and Answering of Research Questions. In 

answering the research questions, a clear understanding of holistic and sustainable personal 

leadership development emerged, as well as the prerequisites of a successful intervention and the 

impact thereof (on the individual and organisation) . The main research aim also compromised five 

objectives. The objectives of the study were the following :  

1. To create understanding of the ways in which a leader can be developed holistically and 

sustainably.  

2. To derive insights into the prerequisite  design principles that are required for an intervention 

to be holistic and sustainable. 

3. To explore the impact of a holistic development journey on an individual.  

4. To distil the impact of a holistic development journey on an organisation. 

5. To create a framework and derive meta-insights for holistic and sustainable personal 

leadership development. 

It is the view of the researcher that this study succeeded in achieving the above objectives by 

shedding light on how an individual can be developed holistically and sustainably including the fact 

that learners develop themselves and the intervention and facilitator are just important catalysts  

who create and hold a safe, supportive and sacred space for the journey to unfold. The approach 

to development must be a systemic, multifaceted approach that involves developing all aspects of 

the individual including body, mind and soul as well as their various life dimensions. The 

prerequisites for a successful, effective intervention involve the importance of the facilitator, the 

cohort, the challenges and vulnerability the learner faces, the application of le arning in the real 

world and the importance of the deve lopment process being a journey. These prerequisites were 

discussed when answering Research Questions 2 (see Section 8.2.2). The impact on the individual 

and the organisation is detailed in Section 8.2.4 and 8.2.5 respectively while the meta-insights and 

framework for holistic and sustainable personal leadership development is outlined and discussed 

in depth in Chapter 7. 
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8.4  Assessment of Quality Criteria  

As described in Section 1.11, this study was embarked on with the aim of ensuring quality data. 

This began from the first pieces of data collected, namely the EQ-i2.0 assessment and then the 

BeQÊ assessment. Both assessments are quantitative in nature and, therefore, validity and 

reliability were the quality criteria. The EQ-i2.0 is a proven valid and reliable assessment instrument 

with norms available for the South African context. Results of rigorous assessment also revealed 

that the EQ-i2.0 very accurately measured EI (MHS, 2011). The BeQÊ was developed by Viljoen-

Terblanche (2006) and has been tested in a variety of national and international contexts, and is a 

valid and reliable instrument with a Cronbach reliability of r=.78, which means that it almost 

displays psychometric properties (Viljoen, 2015a). Moreover, Mandala Consulting and Colin 

Wilford, who are both accredited professionals, administered the EQ-i2.0 assessments and only 

Mandala Consulting administered the BeQÊ assessments to ensure validity and reliability. 

Furthermore, testing conditions were suitable (for example, free from interruptions, private, PC 

with correct software and hardware available for the duration of the assessment), appropriate and 

consistent for all participants. The assessments were administered electronically, and all data was 

recorded in a secure online location that only the researcher and those directly involved in the 

research (such as the test administrator and research supervisors) could access. The participants 

completed the questionnaires within 48 hours of distr ibution, taking approximately 60 minutes to 

complete each assessment. A certified administrator was available (telephonically) to answer 

questions or address any technical problems. 

The remainder of the data was qualitative in nature, so the aim was for  academic rigour (Oates, 

2006) or trustworthiness (Guba, 1981). As an interpretivist, the researcher does accept that 

multiple interpretations of the data are possible (Oates, 2006), but used Gubaôs (1981) framework 

for trustworthiness and considered the following four criteria throughout the research process: (1) 

Credibility; (2) Transferability; (3) Dependability and (4) Confirmability. How these criteria were 

applied to this study to increase rigour, trustworthiness and ensure quality data, will now be 

discussed. 

8.4.1  Credibility  

Credibility was core to trustworthiness because it determined whether the findings of this research 

were believable (Guba & Lincoln, 1994). During this study, the credibility of the study  was 

increased in a number of ways.  Firstly, Stenbackaôs (2001) suggestion were followed by constantly 

striving to conduct research of the highest quality. To achieve this, extensive field notes were 

kept, transcripts of interviews (used to reinterpret and re -check where necessary) and a thorough 

and appropriate tabulation was used (Silverman, 2003). Secondly, the hybrid research 

methodology was appropriate for the res earch aim and in line with the ontological and 

epistemological stance and the methods used were the correct operational measures for the 

concepts being studied (Yin, 2003). Moreover, the joint approach proved  valuable for studying this 

complex phenomenon because it required much breadth and depth of study (William & 

Hutchinson, 1991; Annells, 2006; Viljoen-Terblanche, 2008). Thirdly, the study triangulated by 

using different data collection methods (Shenton, 2004)  and by using three different samples, 

across two different organisations, known as site triangulation. Lastly, the scrutiny of the project 

by colleagues, peers and academics were deliberately sought and welcomed because peer 
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reviewed research adds increased credibility (Shenton, 2004). This thesis was peer reviewed by a 

senior academic researcher. 

8.4.2  Transferability  

Transferability, or ensuring that findings can be applied to other contex ts, is more challenging with 

qualitative studies. The main way transferability was achieve was by ensuring that sufficient 

contextual information about the fieldwork sites  was provided. Shentonôs (2004) guidelines were 

followed and the following informatio n was detailed: a) The number of organisations taking part in 

the study and where they are based; b) any restrictions in the type of people who contributed 

data; c) the number of participants involved in the fieldwork; d) the data collection methods that 

were employed; e) the number and length of the data collection sessions; and f) the time period 

over which the data was collected. Research Steps 1 and 2 were also repeated in the same 

organisation (with a different research sample, referred to as Step 3), and then again in a 

different organisation (Step 4). This allowed the same method to be used to maximum theoretical 

advantage and ensure rich, robust, more comprehensive and well-developed findings (Denzin, 

1989). 

8.4.3  Dependability  

To achieve increased dependability, multiple forms of data collection were used including: In -depth 

interviews, focus groups, personal reflections and the results of the EQ-i2.0 and BeQÊ assessments, 

as well as repeating the research steps with two different groups of participant s at Barloworld 

Equipment and again at BASF Construction Chemicals. This reinforces Guba and Lincolnôs (1994) 

emphasis on the close ties between credibility and dependability, and ñin practice, a demonstration 

of the former goes some distance in ensuring the latterò (Shelton, 2004:72). A systemic approach 

was also applied to grounded theory, where data sampling, data collection and data analysis were 

integrated within the study through theoretical sampling, theoretical ly sensitive coding and 

constant comparative analysis (Strauss & Corbin, 1998). Theoretical sampling aided dependability 

because researchers who want to replicate the study have access to the sampling decisions made 

(Creswell, 2002). The processes used within the study were also detailed to enable future 

researchers to repeat the research even if they might not  gain the same results (Shelton, 2004). 

Moreover, data gathering continued until no new themes emerged from the research participants 

stories ensuring data saturation (Glaser & Strauss, 1967; Creswell, 2002) and complied with 

critical qualitative research considerations. 

8.4.4  Confirmability  

Confirmability or objectivity (Shelton, 2004) is not entirely possible to achieve in qualitative 

research (Patton, 2002; Viljoen-Terblanche, 2008) because the essence of qualitative research is 

subjective. Despite this, the researcher made every attempt to step back from the study and 

ensure that her personal bias was made explicit. This was attempted in three ways. Firstly, 

through reflexivity, which  has become accepted and even encouraged (Etherington, 2004; Ortlipp, 

2008; Biggerstaff, 2012) because the researcher, through her self -reflective journal, could see the 

data with ñnewò eyes and identify ways in which she might have influenced the research. 

Reflexivity alone is not reliable enough (Button & Lee, 1987; Kieren & Munro, 1985), but it formed 

a vital and valuable supplementary aid to the research process, contributing to the transparency of 
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the process and aiding the robustness of the research findings (Ortl ipp, 2008). To support 

reflexivity, the aid of two qualified research psychologists was employed (external to the research 

project). They were specifically sought out during the data analysis open-coding phase so they 

could check the researcherôs potential assumptions and bias (Shenton, 2004:71); this support was 

extremely valuable this research and the researcher recommends that other researchers consider 

employing support. Lastly, Ajjawi and Higgsô (2007) method of keeping an audit trail was 

modelled. This was especially important during data analysis because it was such a complex, 

iterative process, and not linear as it might appear (Creswell, 2009; Viljoen -Terblanche, 2008; 

Simon, 2011) so a thorough audit trail showed the process followed and in so doing aided 

confirmability.  

8.4.5  Ethical Considerations  

The study constantly strove to ensure that ethics were considered at all times. Firstly, informed, 

written consent was obtained from the individuals and their managers before research 

commenced. This consent included all the necessary details proposed in Section 1.11.4 (refer to  

Appendix D) as well as ensuring the research participants knew they could withdraw at any time 

with no penalties. The bounds of confidentiality were also discussed and agreed on before the 

study commenced. The participants were informed that the EQ-i2.0 and BeQÊ assessments were 

valid and reliable instruments and would only be administered by accredited practitioners. The 

recording and storage of data were also important ethical consider ations. Data was recorded by 

using both electronic documents and audio- and video-recordings. All video- and audio-recordings 

were transcribed. All data was stored in a secure online location with limited access to the data to 

ensure confidentiality. As a student at the Da Vinci Institute for Technology Management, the 

researcher ensured that she complied with their ethical code of conduct and their general 

guidelines for ethical research, and for research involving human participants that informed her 

practice. The Da Vinci Instituteôs Research Ethics Policy is available on request. In addition to the 

Da Vinci guidelines, the researcher constantly asked numerous ethical questions that were used in 

her coaching and facilitation practice ( refer to  Appendix E). 

 

8.5  Del imitations of the Study  

The scope and expected delimitations of this study were outlined in Section 1.13. This section 

presents the final comments regarding the delimitations of the study once completed. The first 

delimitation deals with the limits of the coverage of the study . The study included two corporate 

organisations in South Africa who nominated their staff to attend a development intervention. The 

organisations selected were diverse regarding grade levels, departments, age, gender, race, 

religion and education. This assisted with the transferability of the results of this study to other 

organisations with diverse work populations but it is still important that the reader must be 

discerning and aware of the potential limitations of transferabil ity of the results.  

The second delimitation is that t he study focused on the process of holistic and sustainable 

personal leadership development and consisted of dominantly qualitative research (literature 

review, personal reflections, in-depth interviews and focus groups). A blend of hermeneutic 

phenomenology and grounded theory was used to add academic rigour, and to tell the story of 

the lived experience of the research participants as well as allow the framework required for 

achieving these results to emerge from the data.  Despite this, as expected in an emerging field of 
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study, the findings are tentative and depend ant on individual interpretation, including the 

subjective interpretation of the researcher. Therefore, many of the experiences and verbatim 

phrases of the participants were included in this thesis (see Chapter 3) to enable readers to infer 

their conclusions. 

The third delimitation also relates to  the fact that the study focuse d on the process of 

transformation through a holistic and sustainab le personal leadership development. It did not 

focus on leadership development but rather on personal leadership development as personal 

development invariably impacted general leadership ability. Despite this, the reader must 

generalise the findings to th e domain of leadership development with caution and discernment.  

The fourth delimitation is that this study is not particularly concerned about the human resource 

processes of the organisation and rather focused on the individual and organisational development 

process. It also did not examine this developmental approach to change and transformation 

mechanistically, but rather focused on the conceptualisation and construction of a theoretical 

framework that supported holistic and sustainable personal leadership development. 

The final delimitation relates to the sample size. While the sample was carefully selected using 

theoretical sampling to provide the richness of data and context required in a grounded theory 

study, the proposed theory (framework) is prese nted as an idea that might need further 

investigation. In view of this, recommendations for further study  will now be made. 

 

8.6  Recommendations for Future Study  

This study only focused on personal leadership development and how it can be developed 

holistically and sustainably. The full extent of such a learning and development framework on 

leadership development in general was not fully explored. Considering the delimitations of the 

study, as well as the areas not explored during the research, it is suggested that further research 

is conducted to test that this framework is generalisable to the domain of leadership development . 

A second recommendation would be to test the sustainability of the results of holistic and 

sustainable personal leadership development over a longer period. This study assessed 

sustainability up to a year post-intervention;  a future study could consider extending this period.  

A third recommendation arises from the gap about the importance of cohort learning in the 

literature regarding per sonal leadership development. A significant body of literature that focused 

on the importance of a supportive, safe and sacred learning environment for effective personal 

leadership or leadership development could not be located. When turning to adult lear ning 

literature, Ozuah (2005) acknowledges that, ñadult learning will flourish, if nurturing and 

encouraging environments are providedò (Ozuah, 2005:85) because learning is more effective 

when there is a safe environment in which to participate without the  fear of being wrong or being 

judged (Hawe & Dixon, 2006).  The importance of this supportive, safe and sacred environment to 

personal leadership development could be considered as a topic for further study.  



 

  198 

A fourth recommendation for future study again arises from a notable gap between the empirical 

data analysed during this study and the current literature. The data illustrates that informal 

feedback from peers, together with wisdom and personal experiences shared between group 

members during open, crit ical conversations (that often challenged learners and their existing 

paradigms) are essential for holistic and sustainable person leadership development yet this is not 

reflected in the literature.  

The fifth  consideration for future study relates to the f act that the current literature on personal 

leadership development does not emphasise the importance of flexibility and adaptability of an 

intervention to individualise learning to meet specific learner and organisational needs. Adult 

learning literature d oes highlight this, and therefore, future study could explore the importance of 

the flexibility and adaptability of both the intervention design and the facilitatorôs delivery to 

successfully achieving holistic and sustainable development. 

Overall, there is limited study on the benefits of ongoing support, in the form of mentorship or 

work-based projects, despite its enormous value (Horowitz & Van Eeden, 2015) and organisations 

often do not offer adequate follow-up support because it can be costly and very resource 

intensive. This presents a large gap in the literature regarding sustainable personal leadership and 

leadership development, and its benefits could be considered for future study to highlight the ROI 

and motivate organisations. 

The seventh consideration could be to more fully explore the relationship between the facilitatorôs 

vulnerability and the way in which this impacted the individuals and group. This study  revealed 

that the facilitatorôs vulnerability enabled the group members to be more vulnerable and reach 

parts of themselves that would otherwise have remained hidden. This empirical finding from the 

data is not represented in current literature and could make for valuable future study . 

In addition to the above, we know that l earning environments often ñserve as a trigger for prior 

pain, and will invariably include times of confusion, conflict, and discomfort, which can lead to 

transformative growth opportunitiesò (Chen, 2009:408) and learning and development 

practitioners can be likened to healers (Daloz, 1999). With this knowledge comes an 

overwhelming responsibility for learning and development practitioners to have a solid clinical 

background, yet sufficient study has not been conducted highlighting the importance of this and 

the damage that is caused by unskilled facilitators and coaches. 

A last recommendation, considering the overall importance of the role and impact of the facilitator 

on holistic and sustainable personal leadership development, is that this be considered as a topic 

for another study, with a view of proposing criteria for selecting suitable facilitators and a 

framework for effective facilitation . 

 

8.7  Unique Contribution and ROI of the Study  

As indicated in Section 1.5, the study aimed at making a unique contribution to body of knowledge 

of OD and more specifically in the domain of holistic and sustainable personal leadership 

development. This topic was identified in response to the challenges the researcher, and OD 

specialists in general have in explicating ROI and showing the sustainability of the results of 
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development interventions. Furthermore, no formal prerequisites or design principles were 

available for effective holistic personal leadership development interventions that yielded 

sustainable results. Therefore, this study aimed at positioning holistic and sustainable personal 

leadership development as a significant transformational strategy that affect ed individuals and OD 

positively. 

This study was able to meet its aim and objectives and supply the unique contribution and  ROI of 

the study mentioned above. This was achieved in a number of ways. Firstly, the research was able 

to incorporate multiple voices, including the voice of the research participants, the voice of the 

participantsô managers, the voice of the literature,  the voice of OD experts, the voice of the 

researcher and the results of the EQ-i2.0 and BeQÊ quantitative assessment tools. It also included 

longitudinal research that was triangulated by means of multiple data collection methods and 

multiple data collection sites. This provided a rich description of the impact of the intervention on 

the individual and organisation (detailed in -depth in Chapter 3 and summarised when answering 

the research questions; see 8.3.3 and 8.2.4 for the impact on the individual and organisation 

respectfully), thereby explicating the ROI individuals and organisations receive. The triangulation 

increased the transferability of these results from the organisations studied to other organisations 

in South Africa. 

Secondly, the research provided numerous insights for organisations and facilitators who are 

responsible for developing and delivering leadership development programmes where the focus 

has shifted from delivering quick-fix content-driven interventions, to creating a development 

journey that takes a holistic approach to learning by blending a number of elements. The 

prerequisites of holistic and sustainable development involve various aspects, such as the 

facilitator, the cohort, and the need for the learner to be challenged and bec ome vulnerable to 

shift paradigms and make the learning personally meaningful. This personal learning can then be 

applied in the real world over the course of the journey. The prerequisite s that yielded holistic and 

sustainable development results were summarised when answering the research questions (see 

8.2.2) and discussed in detail Chapter 6 (with the research findings summary available in 6.7). 

Thirdly, the research was able to position holistic and sustainable personal leadership development 

as a significant transformational strategy that affect ed individuals and organisations positively. The 

framework is presented and discussed in Section 7.3.2 Holistic and Sustainable Personal 

Leadership Development Framework. An additional model (see 7.3 Visionary Leadership) and 

technique (see 7. The KEY to Displacing and Overcoming Limiting Beliefs) was also provided for 

OD practitioners to support them when developing holistic and sustainable personal leadership 

development interventions. 

Finally, the research make a unique methodological contribution by highlighting  the ways in which 

she blended the use of two complementary research methodologies, namely hermeneutic 

phenomenology and grounded theory (see Figure 2.2 Similarities and Differences in the 

Hermeneutic Phenomenology and Grounded Theory Processes) and illustrates the similarities and 

differences in the research process that was followed during this study . 
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8.8  Practical Implications for OD Practitioners and Organisations  

The following practical implications or guidelines are listed according to each element of the 

framework for holistic and sustainable personal leadership development (illustrated in Figure 7.1) 

to assist OD practitioners and organisations with the practical implementation of the framework . 

 

Practical Guidelines  Regarding  t he Facilitator  

1. Ensure facilitators adopt a learner-centred approach, and are stewards or catalysts to learning 

and not ñthe expertò. The facilitator should also not be attached to the outcome the individual 

or organisation will achieve and strive to meet learners where they are on their journey.  

2. Ensure the facilitator has achieved high levels of self-mastery, has a high EQ (to be 

empathetic, resilient and vulnerable), engages in ongoing personal development including 

regular supervision, and is open and fully accepting of others. 

3. Ensure the facilitator has significant technical skills and expertise, including the ability to 

design programme architecture, with solid theoretical underpinnings, as well as a solid 

understanding of adult learning theory, and c oaching and NLP skills backed by sound clinical 

training.  

4. Ensure the facilitator adopts a flexible approach and adapts or customises the learning to 

meet specific needs. This can be achieved through blended learning, by using a mix of theory 

and practical components, by including a spread of activities aimed at developing the 

individual, the group and the organisation and by using technology and online support tools.  

 

Practical Guidelines  Regarding t he Cohort  

1. Ensure the environment is supportive, safe and sacred. This can be achieved by engaging the 

group in creating a contract (including criteria such as time-keeping, confidentiality, respect 

for diverse opinions, non-judgement, everyone participating, teamwork, honesty and so on)  

and ensuring that boundaries are maintained throughout the intervention. The environment 

must be non-judgemental, open and accepting of each otherôs humanness. 

2. Ensure that the group are engaged in giving one another regular, honest, constructive and 

challenging feedback. The group should be taught and encouraged to have crucial 

conversations, acknowledge each otherôs strengths and highlight areas for development. 

3. Ensure that trust is established and maintained throughout the intervention. Thi s can be 

achieved through both Points 1 and 2 above and includes the facilitator as an integral part of 

the group who models all the necessary and appropriate behaviours. 

 

Practical Guidelines for  Shifting Learner Paradigms  

1. Ensure that the intervention challenges learner paradigms by challenging the learnerôs 

thoughts, beliefs and/or  behaviours. The use of tools ( including NLP and coaching tools) are 

very useful in supporting learners to reframe and shift their  limiting beliefs. The researcher 

has created and presented a practical tool that has shown much success and sustainable 

results (see 7.5 The KEY to Displacing and Overcoming Limiting Beliefs).  
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2. Ensure that vulnerability is encouraged and honoured. It is important that the facilitator sets 

an example, and models vulnerability by appropriately admitting own fears and weaknesses. It 

is also critical for the facilitator and group to honour any resistance the learner displays and to 

allow learners to grapple and struggle with their limiting paradigms and only shift them w hen 

they are ready. This ensures the sustainability of the transformation . 

 

Practical Guidelines for  Application of Learning in the Real World  

1. Ensure action learning is preferred and learners are engaged experientially through the use of 

stories, work-based activities and practical simulations. Learners should also be supported and 

encouraged to integrate new knowledge with their existing knowledge, generalise knowledge 

to various contexts, and engage in increasingly complex tasks once basic tasks are mastered. 

The use of spaced learning can facilitate application though the process of ongoing practise 

and mastery, which ensures more holistic and sustainable learning and development. 

2. Ensure structured feedback tools are used. Structured feedback can be incorporated through 

the use of formal assessments (such as psychometric assessments and other reliable and valid 

instruments) and planned activities that create opportunities for providing learners with 

developmental feedback on the application of new skills.  

3. Ensure reflective journaling is a mandatory component of the intervention to e ncourage 

learners to engage in ongoing self-reflection and evaluation. Learners must direct the content 

of their journaling to ensure it is not a theoretical  exercise, but rather  an experiential one 

based on their journey and experiences of personal leadership. 

4. Ensure ongoing follow-up support during and after the intervention. This can take the form of 

coaching, mentoring, online support, refresher workshops and/or mastermind groups. 

 

Practical Guidelines to Ensure that Learning becomes a Journey  

1. Ensure that learning is spaced over six to nine months to slowly drip-feed content, allow for 

assimilation, practise and integration. Having time to engage the learner in e xperiential 

learning and reinforce key concepts throughout  the intervention increases sustainability.  

2. Ensure ongoing development by organisations offering post-intervention mentoring, coaching 

and ongoing feedback from line managers and peers. Refresher workshops and mastermind 

groups can also be effective in sustaining learning.  

 

It is important for the reader to note that t he above guidelines are not intended to reflect all the 

practical guidelines OD practitioners and organisations can possibly use to enable holistic and 

sustainable personal leadership development, but are guidelines extracted directly from this 

research and the success of the intervention it studied.  
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8.9  My Story Behind the Research Story  

Although aspects of my story that lie behind or run parallel with  the research story have already 

been integrated with other chapters  (through field notes or memos), I have decided  to share more 

of my personal experiences in undertaking this study. I did not start my research with the 

intention of making myself so vulnerable and writing so personally about myself but the more I 

immersed myself in my study and felt the ñpainsò and joys of birthing a PhD thesis, the more I 

realised that it was important to share my story. The sharing is not only to add to the academic 

rigour of the research, but as a way of possibly contributing to the journey of other researchers. I 

hope this sharing can offer support and comfort to other researchers when they are struggling 

with aspects of their own research, and possibly add some insight and learnings I gained along my 

research path. 

I must start by saying that t he process of writing up a study t hat blends hermeneutic 

phenomenology and grounded theory was not an easy task at all. In fact, had I realised what I 

was in for at the beginning  and what a steep learning curve it was going to be , I might not have 

started the journey at all . But now that I am done, I am so grateful I bega n, and grateful for all 

the personal growth, learning and insights . Each step of the way was challenging and often 

gruelling and usually took way longer than I expected. I thought I would finish this degree at the 

beginning of 2017 but it eventually took 12 months longer than I expected and would probably 

have taken even longer if I had not discovered that I was pregnant on 4 October 2017. But I am 

getting ahead of myself, letôs go back to the beginningé 

My research started off on a rocky note. Firstly, I had a órun-inô with the head research facilitator  

at my university. In short, I had wanted to discuss some of the research perspectives she held (as 

they differed from mine) and she told me that if I thought I knew better and more than she did, 

then I could proceed with my studies unaided. What made it worse was that she lashed out at me 

in front of my whole class. I felt angry and embarrassed and was tempted to just walk away from 

this degree there and then. Fortunately, the university took swift action as it was not the first time 

this had happened to a student under this facilitatorôs ñcareò and my cohort had also supported 

me and said that I had been very respectful in the way I approached the facilitator, and that she 

surprised them when she became so defensive and attacked me. It felt good to hear them say 

that and stand up for me. T hey also added that I had voiced some concerns they also held and 

they were grateful for it. This validation was part of what kept me going. The university also went 

as far as to remove the facilitator from the university  and ensured that our cohort received new 

support. I can only tha nk my class for supporting me, Simon Gathua and Carin Stoltz-Urban 

(faculty at Da Vinci) who encouraged me to go on and assured me that I was on the right track, 

and Rica Viljoen who agreed to be my supervisor and took a keen interest in my work. I 

proceeded with my studies largely because of them.  

The second set-back happened when I was about to start my fieldwork. I had gained approval 

from the head of learning and development at Barloworld to conduct my research using their 

employees but she suddenly left the organisation because of a very narcissistic leader who had 

joined in the role of  talent director and was making everyoneôs life miserable, and working people 

out of the organisation . I now needed his approval and, when this transpired, I was only two 

weeks away from starting my research. I needed to act fast but h e kept fobbing me off and 

cancelling meetings. My dismay and desperation are evident in the following  extracts from the 

journal I kept throughout my PhD journey:  
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20 October 2014 

I feel sick tonight. I think Francis is going to decline my research. It is a double 

whammy as it seems like he is not going to do any more business with me either. I 

want to cry at all the effort I have put in to this! Maybe this journey just isnôt for me 

after all . I am tired, tired, tired and at the end of my rope. It is hard enough to fit all 

this studying in without having the added dilemma of the company I have geared for 

the research withdrawing permission. All participants have signed informed consent 

and are excited about participating in my study and one man could stop it all .  

7 November 2014 

I used all my skills of persuasion and managed to get Francis to say it was okay for 

me to proceedé what a relief!! But it is clear that he is not happy about it and not  

going to continue using me as a supplier. My concern is not about losing the work , 

but about how it impacts me mentally . I have caught myself second-guessing how 

valuable the work is if he is prepared to cut the programme . Iôve had to really 

practise shifting this limiting belief and remind myself that he is just one man and a 

narcissist at that so he wouldnôt want someone like me doing training. I threaten 

him. I am determined just to go in to this programme with a positive mind -set and 

do what I always do  and let the group make their magic. I have to just  keep 

reminding myself that this is important research and a part of my lifeôs work and I 

have already invested a lot of time and finance to fund it . 

Once I had overcome this set-back, it was all systems go and I started the intervention (and data 

collection) with Barloworld Group 1, Barloworld Group 2 and BASF, all in 2014. During thi s time it 

often felt like Murph y was at work, and there seemed to be so many unexpected happenings in 

the group. For example, Barloworld Groups 1 and 2 came in with high degrees of conflict between 

members and were very suspicious of the intervention and reluctant to open up ï establishing 

group safety and trust was extremely hard work. In addition, one of the group members had the 

most compromised EQ score that I have seen in my career. The psychologist administering the 

EQ-i2.0 assessment and reporting the result even suggested that I might need to exclude this 

participant from my research as she would negatively skew my results. I found myself thinking, 

ñWhy oh why did these people end up being part of my PhD research?ò and then immediately felt 

guilty for the thought. I had to remind myself that I am always in the right place at the right time, 

doing exactly what I need to b e doing and experiencing exactly what I need to be experiencing 

(and so is the group). I had to trust that the process would always come together in its own divine 

and magical way, and that we always celebrate massive transformation at the end of the journ ey 

(as seen in Figure 8.1 below). This was still just  the beginning of the journey  and we were in the 

forming/storming phases. 
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Figure 8.1  BASF Group Celebrations Post - Intervention  

Figure 8.1 shows that the end of the BASF groupôs journey was indeed a cause for celebration. It 

was a very emotional and exhilarating day acknowledging the significant transformation that  made 

the challenges I faced along the way worthwhile. For example, during the journey, t here were 

participants who wanted to swap over to the other  group when they missed a module, which does 

sometimes happen but not as often as it happened during this research. It caused some 

challenges with group safety, and I gained good learnings here about enforcing boundaries and 

group communication. We also had the death of Lebo (Barloworld Group 2) to deal with. I have 

never had a group member die during an intervention so it was new territory for me , and I was 

dealing with my own grief while containing and supporting the group. It was a very sad time . In 

reflection, I can see that it  cemented the group bond because they were so raw and vulnerable 

with each other, but at the time it was extremely overwhelming.  

I also had the dilemma of a participant (Josias) who wanted to drop out of the programme 

because he did not want his views to be challenged at all. He became extremely defensive and 

refused to participate in most sessions. He eventually said the programme was not for him , and 

his manager agreed that he should be released from the programme because she was aware of 

his disruptive behaviour (he was the same in the office) and she felt it would negatively impact 

the remainder of the group. It was such a dilemma for me:  Do we release him or do we insist he 

stays? In all my years of practice, I have never had someth ing quite like this happen. I have met 

with enormous resistance from participants before but always managed to find a way (together 

with the group) to help them feel safe enough to explore their scotomas and shift perspectives. 

Those participants often went on to achieve the biggest personal transformations. But not this 

time. It felt like such a personal defeat and failure. I f Josias had not wanted to leave, I think I 

would have erred and allowed him to remain part of the group for too long. Again, another  very 

important learning.  
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The next challenge I faced was the sudden realisation that transcribing the data on my own could 

take me over a year. The volume of data I had proposed to collect for this research was too much 

for one study but, by the time I rea lised this, I had already received all the necessary approvals 

and my fieldwork was well underway so all I could do was find a way of managing the process. I 

was extremely grateful when a colleague introduced me to Fiverr , and I was able to find online 

assistance in transcribing all the focus groups, and video- and audio-recorded interviews. Even 

with the costly online support  (that I had  not budgeted for) , I still checked each and every 

transcription myself to ensure it was 100% accurate . This resulted in months of late nights and no 

weekends. My study was self-funded so now both time commitment and financial commitment 

had grown beyond anything I could  have imagined. In hindsight , it has all been worth it but I had 

so many moments of feeling like I wanted to give up and feeling like there had to be more to life 

than pursuing a PhD because it was that all-consuming and overwhelming. I even questioned 

(right to the end) why I had even thought I wanted a PhD in the first place. I think it was my 

stubbornness that drove me on, and the fact that I am not a person who gives up. I have never 

left anything half -way, no matter how gruelling . However, sometimes I wonder, if I hadnôt 

invested so much financially, if I might have thrown in the towel.  It is very possible. 

Around the time of all the major transcription work, I was four months away from my wedding. It 

was probably the pinnacle of my overwhelm because I was running my business, running my 

home, bonding with soon-to-be step-kids, planning and finalising my wedding and still keeping up 

with my studies. Every time I went for a dress fitting or to see the florist, I would feel guilty about 

not checking my transcriptions, and when I was working on my studies I would begrudge the fact 

that I couldnôt just relax and enjoy the excitement of being a bride. There were many periods 

during my studies where I felt very torn; usually my personal life (and business) would take a 

back seat to my studies but this period was one of the worst. I felt close to a breakdown.  I thin k 

my academic supervisor sensed this and my frustrations because she sent an email saying: 

You have done so very well with your studies at Da Vinci so far! WOW!!!!! You can 

be very very proud. Please enjoy your wedding! It is such an important part of oneôs 

life! I will be here for you when you are ready to continue on your journey!  Have a 

lovely break. (Rica, 10 December 2015) 

Her note helped me give myself permission to take a break from my studies until after my 

wedding (11 March 2016) ï although I often  noted in my journal how guilty I felt about pausing 

my studies. This was amplified by the personal goal Iôd set of having my studies completed before 

I turned 40 (8 April 2017). What I had planned as a three-month break stretched into almost five 

months and I only regained some traction in May 2016. This ñcoming backò was one of the 

toughest times during my studies. These extracts from my journal express what I went through:  

End April 2017 

I am trying desperately to get back into my studies this past week and I feel like 

crying. In fact, I have cried quite a bit and just want to throw in the towel. Costa 

(my husband) keeps encouraging me to keep going but I donôt want to. I feel 

deflated, exhausted and miserable. He says he has heard me sound like this before 

(like the obstacle is one I canôt get past) and he knows I always find a way forward 

and through the challenge. His encouragement, together with Carinôs from Da Vinci, 

keeps me going but when I reread my work, some parts just seem too far away for 

my mind to grasp hold of them again. In fact, I am amazed at how intelligent and 

wonderful it all sounds but at times I canôt believe I actually wrote it! 
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May 2016 

I have taken on the clients of a colleague who is moving to US. This was an 

unexpected partnership and I now have so much more on my plate than anticipated. 

Very little time has gone into my studies and after struggling to try and get my head 

back into the game, a colleague suggested I just wait  until I am back from the US to 

really get stuck into my studies again as no sooner am I going to get into things and 

Iôll be on holiday for a month. I know she is right. It just feels like Iôm copping out 

and I honestly wonder if I will ever get this degree . This kind of thinking is just not 

like me. I am usual ly so sure of things but some days this feels bigger than me.  

July 2016 

I am tired of hearing my own complaints. I am confused, I feel not good enough, I 

am not sure how to move forwardé. Itôs like I beat the same drum again and again. 

Iôve taken action and just scheduled a meeting with Rica even though I have no idea 

what I am going to say. In other words, Iôve put a stake in the ground that I am 

doing this PhD and I need to find a way for ward. The meeting is set for 15  August 

so I need to figure out what I want to ask her  and just get on with it!  

The month of August was a turning point and , after what ended up being an eight -month break, I 

finally got back into my studies. I also made a big decision , and took on the enormous challenge 

of adapting my research to be a blend of hermeneutic phenomenology and grounded theory. It 

required a significant amount of rework and rewriting of my initial chapters but I just couldnôt 

proceed only using grounded theory. The simplicity of this paragraph might make it seem like this 

was a quick decision, but it was a big grapple to make the decision and then a big learning curve 

for me, and then further grappling about certain elements of the methodology I was attempting to 

design. The following journal example illustrates this point:  

26 September 2016 

Today I am really grappling with how I can say I am doing an interpretive 

phenomenological study that is valid. I am in agreement with the notion of 

bracketing. However, in hermeneutic phenomenological, it is acknowledged that p re-

understanding cannot be eliminated or ñbracketedò (Koch, 1995). I agree with this 

too, but I still think it is necessary to do oneôs best as a researcher to approach the 

study with an open mind and suspension of oneôs currents beliefs and ideas. 

Although certain researchers feel this technique of bracketing is inconsistent and 

problematic within this approach (LeVasseur, 2003), I think it should be attempted 

nonetheless and, if nothing else, it may aid in my explicating any researcher bias. 

Although there were moments I thought I was crazy to be attempting to design a hybrid 

methodology for my study , it felt great to have my head back in the game. My studies started to 

flow again and I was excited about moving forward . Then I hit another snag. My academic 

supervisor ñdisappearedò. It was a combination of things that led to me feeling abandoned. Rica 

was travelling internationally, while being very sick (she had been in a car accident of which I was 

not aware, and dealing with injuries and medication that l eft it hard for her to attend to anything 

but her own workload ), and her computer server also crashed and many of my emails to her were 

lost. This led to three months of no response from her. The university reached out and tried to 

help so I did  not feel completely alone but I was at a point where I needed some sign -off from her 
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regarding methodology changes before I could move forward so my studies felt like they were 

stalling again. I was determined not to let this happen but the feeling of abandonment pu shed 

some old childhood wounds and it was another period where I felt like giving up. It is probably the 

closest I came to shelving my work.  

Thankfully, I did not give up but rather channelled my new -found energy for my studies into data 

immersion and coding. At least I could do that without Rica. This proved to be a mammoth task , 

one that I had completely underestimated. Once I was over the initial learning curve of using 

ATLAS.ti, I realised that I still could not do this alone and employed the support of  two research 

psychologists. Again, I balked at the financial implications but I had come so far, so I just had to 

find a way to continue. Carlien and Sandra not only made the workload manageable but the y 

added to the data integrity process and assisted with confirmability by checking potential 

assumptions and bias I might have had . I highly recommend other researchers consider 

employing skilled aids. Even with their support, data analysis was more intense, time-consuming 

and challenging than I could ever have imagined, as illustrated by Figure 8.2.  

 

Figure 8.2  Social Media Extract: Intense Data Clean -Up Mission  Audit Trail  

I was constantly writing memos and expressing why I was doing what I was doing and keeping an 

audit trail. I felt rather overwhelmed by all the d ecisions I had to make and when there was a 

great deal of reference to the importance of the facilitator, I kept questioning whether I was 

biased because I was the facilitator. At this point I was very grateful for Carlien and Sandra as 

they confirmed what  the data was saying and pointed out that  I was being too modest about my 

role as a facilitator. They both felt I risked overlooking its importance and the critical role 

facilitators play. This was very important and necessary feedback for me. Looking back, I see that 
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I posted quite a bit on social media during the data analysis process (see Figure 8.3) almost to 

keep ñputting it out thereò that I wasnôt giving up or slowing down and I was doing this PhD thing . 

My academic supervisor was also back to full health by this stage and I was feeling supported by 

her again. All that was left  for me to do was to put in the time and get the hard work done . 

 

Figure 8.3  Social Media Extract : Determined to Keep Going  

 

In the coming months, m y PhD remained a key priority and no matter how hard it was or how 

much personal sacrifice it demanded (see Figure 8.4), I kept going.  Getting through the data 

analysis, integrating the literature review that contributed to the data and then beginning the 

write-up was a slog of note. I missed m any family functions and I barely slept from May 2017 to 

September 2017. 
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Figure 8.4  Social Media Extract: Personal Sacrifice of a PhD  Studentôs Life 

 

During September 2017, I ended up on a go-slow because I just could not function . I was so 

tired, a kind of tired I  had never experienced before. I put it down to the fact that I was travelling 

a great deal for business and I had been burning the candle at all ends trying to still be a wife (to 

the best man), a step -mom (to three amazing human beings), a business owner and basically 

trying to be a full -time student ( as I was putting in at least six hours a day, sometimes more). I 

can also see from the change in the tone of journal entries (shown below) that I was feeling a bit 

discouraged again and secretly wondering if I were perhaps on the verge of burnout : 

25 September 2017 

This back and forward regarding Chapter 1 and 2 can be quite frustrating. I sent my 

work to Rica for input on Chapter 3 and got more  comments back on Chapters 1 

and 2. It has taken three full days to address the points raised. I hear that this is 

very normal and it will probably happen again, it can just be quite discouraging. I 

thought I had finally finished these chapters but it seems like it is a never-ending 

cycle of improvement. The irony is th at I like ongoing improvement and 

development ï my whole thesis is about this! Yet I also just want it to be enough 

now! I want this PhD to finish. I am gatvol  [Afrikaans word meaning annoyed and 

fed up] , beyond tired and I want my life back.  

By October I found out  that the real cause of the exhaustion (and now added nausea) was that I 

was pregnant. It came as quite a shock as I had expected it would take a few more months , and I 

would be finished with my PhD. The pregnancy initially caused quite a set-back because I was so 

sick during most of October and well into November. I did keep working on my studies but it was 

slow and painful, and I could only work on day s where I wasnôt facilitating because I was in bed 

by 19:00 most evenings. Thankfully the nausea did pass and the fear that I would be sick for the 

next nine months left me. The urge to push hard and get my PhD finished got even stronger. 
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Looking back, even though I had initially worried that it would result in another big set -back, 

finding out I was  pregnant was the motivation I needed to get this degree completed. With my 

energy returning, I became even more determined to finish my thesis and to do it well before our 

daughter was due to arrive. By November I had finished up to Chapter 4 (see Figure 8.4), to the 

point that it was ready for editing  and I was starting to feel rather proud of myself.  

 

Figure 8.5  Social Media Extract: Feeling Proud and Motivated  

 

My editor facilitated an important part of my journey and became a great source of 

encouragement in the final few months of writing up my thesis. I will be forever grateful to Oom 

Jan for his expertise and kindness. I even managed to work through part of the festive season 

and used December and early January to make significant progress and get Chapters 5 and 6 

finished and off to Oom Jan, as well as making good progress with Chapter 7. While finishing 

Chapter 5, I was struck by just how often unskilled facilitators and coaches take on the role of 

trying to support others when they are not capable and lack the correct clinical training and 

background. The following is an extract from my journal entry I felt compelled to write:  

22 December 2017 

The literature I am reading on how damaging coaches with no clinical background 

can be has given me the courage to speak out about something close to my heart  

(Iôve always cringed at the number of people who claim to be coaches!) It is an 

important argument that needs to be heard , and lately Iôve been reminded of it 

again because someone I know quite well  (and who has some narcissistic 

tendencies) recently did a few-week coaching course and is advertising herself as a 

qualified life coach and spiritual healer. I can only imagine the damage waiting to 

happen! It is so scary and so sad. We need more regulation of our indust ry!! Even 

being an experienced coach (with 18 -months intensive initial training), having  a 

clinical background and 20 yearsô experience as an OD practitioner, I feel constantly 

overwhelmed that others places their trust in me. It is an enormous responsibil ity 

and one I know I would not feel comfortable taking on without regular supervision . 
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And we still have people out there doing what they like  with no real qualifications 

and damaging others ï while being paid for it! Makes me sick to my stomach.  

I also took to social media again (see Figure 8.6) and it caused a lot of interest and comments  

from experienced practitioners agreeing and others saying they had never thought about the 

dangers, so I hope this prevented even one person from being damaged by an unskilled coach.  

 

Figure 8.6  Social Media Extract: The Dangers of Coaching  
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I felt like I  had made enormous progress with my work during this period and i t was an exciting, 

albeit tiring, period. I just hadnôt realised it was the calm before a major storm. On 23 January 

2018, a day neither my husband nor I will ever forget, I went for a foetal scan and they picked up 

a potential indicator of down syndrome during the scan. While I was in for my scan, my mother -

in-law (Agnes) was in a different  hospital having some tests and we heard she needed to have a 

biopsy because the doctor had picked up tumours in her liver. The following week, I had an 

amniocentesis and Agnes had a battery of tests. Thankfully, our daughter turned out to be 100% 

healthy but Agnes was diagnosed with stage 4 metastatic cancer. We are an extremely close 

family (she is my second mom and calls me the daughter she never had) so saying this was 

devastating news does not begin to describe it and trying to manage the excitement an d wonder 

of the growing life inside me (and take care of our precious daughter) while dealing with the news 

of a serious threat on Agnesô life was one of the toughest things Iôve had to do. My thesis seemed 

totally insignificant and I took some time out  to be a wife, daughter and mother and grieve the 

news. Again, Rica was instrumental in this and extremely supportive. Then just when we thought 

things couldnôt get worse, a close member of the family tried to commit suicide. All the time I had 

put aside to wrap up my thesis disintegrated in a series of oncology visits and psychiatric 

discussions and the next few weeks went by in a blur. I write this to hopefully inspire other 

researchers who are going through significant personal crises not to give up , because eventually I 

was able to refocus on my studies and remind myself that this thesis still needed to be ñbirthedò 

before the birth of our daughter. I began to work again.  

Constructing my framework for holistic and sustainable leadership development had already begun 

before the family crises. The designer (who is thankfully also my sister) had a few draft 

representations I thought I liked and had patiently started working on some preliminary designs 

while I was running between hospitals . This thesis taught me to ask for support, to hand some 

things over and to trust that something so complicated, complex and challenging would eventually 

come together, even when I had no idea how and had moments of feeling completely out of my 

depth. I also learnt that what I expected to be easy was often hard and what I expect ed to be 

hard was often easy ï there is just no predicting the PhD journey. I had to go with the flow and 

take one step at a time. For example, I thought data analysis would take me a month or so and it 

took me eight! But I thought that writing up my framework would take at least two weeks and 

was pleasantly surprised when it took just a couple of days. By 17 February 2018, Rica had my 

first draft of Chapter 7  and by 24 February my last chapter was drafted too.  

What I did notice  toward the end,  is that the nagging voice in my head, that had kept asking 

whether my work was good enough, got louder. It had been there through out my journey and 

intensified at various stages but this was definitely when it was its loudest and I kept doubting if I 

was making a significant contribution to my field . I felt very vulnerable putting my final framework 

onto paper. I felt like everyone already knew what I want ed to say. The truth i s that they did  not 

and although literat ure supports various aspects of my framework, no one has conceptualised that 

these elements would come together to facilitate holistic and sustainable personal leadership 

development. I also had to acknowledge that when studying holistic development it was  

impossible to know if I  had captured the whole, because what is the whole? It took a great deal of 

effort to silence my inner critic and trust that the final product of my labour  was enough, that I 

am enoughé more than enough and I did it é I birthed my th esis on 13 March 2018, less than 

three months before our daughter was born and  I had the joy of being called ñdoctorò and 

ñmommyò in the same year. By far the two most  significant achievements and milestones of my 

life, even though I can say for sure that the latter is by far the sweet er sound. 
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8.10  A Reflection on My Story behind the Research Story  

As I wrote my story behind the story, i t was profoundly interesting for me to notice that I could 

see the framework for holistic and sustainable personal leadership development (detailed in 

Chapter 7) was reflected in my story  and journey that happened during my studies. Firstly, the 

Importance of the Facilitator  was reflected by the fact that I almost did no t get off the 

starting block with my PhD because the facilitator did not have adequate skills or levels of 

personal mastery to facilitate the intervention and made the learning environment hostile and 

unsafe. When Da Vinci University stepped in and removed the facilitator, it restored my feelings of 

trust and re -established safety. Da Vinci also introduced a facilitator who had the necessary 

qualities to facilitate this journey. Furthermore, my academic supervisor would be considered a 

facilitator. Although there were times that I felt abandoned by her  (and it near ly derailed my 

journey, which again reinforces the importance of the facilitator ), her extremely high levels of  

technical skills and expertise, her high levels of self-mastery, her role of steward during most of 

my journey and her flexibility created a supportive and safe enough space for me to eventually 

complete the journey and obtain my degree. I couldnôt have done it without her. 

The Importance of C ohort  Learning  was also vitally important for the success of my journey. 

The way my cohort supported me and stood up for me (right at the start of the programme and 

throughout)  fostered a deep sense of belonging and trust. I also formed close relationships with 

Carin and Simon (whom I considered to be part of my cohort ) and I know I wouldnôt have 

completed this journey without them . Andre (part of my class at Da Vinci) was another key 

member of my cohort. We supported and encouraged each other throughout the journey and , 

when we felt like giving up, we kept each other going. Andre was busy with his Masters and 

although he graduated a year before me, we spoke right up to my graduation.  

Without the enormous Challenges , Intense Vulnerability  and  Shift s in my Paradigm s this 

journey brought with it, I would no t have stretched and grown the way I did. My holistic 

development journey, one that could never be reversed because it was so complete and intrinsic,  

was dependant on these challenges and vulnerability. This thesis could only be birthed and the 

doctor could only be born through the challenges, pain, struggle and vulnerability this journey 

evoked. This journey was by far the most difficult and challenging thing I had ever undertaken. I 

am sure that the only journey that will compare and likely present more challenges and feelings of 

vulnerability is the one of mot herhood. 

The Application of the Learning in the Real World  was also essential for me to develop 

holistically and sustainably. If I were not researching my lifeôs work and applying it every day, I 

would never have even embarked on this journey and I definit ely would not have stuck it out or 

gained the richness I have from it. Every aspect of my studies contributed to my personal 

leadership development because it was experiential and personally meaningful and useful. The 

reflective journaling also forced me to actively learn through reflection each step of the way.  

Lastly, a PhD is definitely a Journey  and there is No ñQuick Fix ò. Therefore, it mirrors the final 

prerequisite of the holistic and sustainable personal leadership development framework 

constructed during my research journey. Until I started writing my story behind the story , I had no 

sense of these parallels. I will always be grateful for the profound way that sharing this personal 

story has closed the loop on my own holistic personal leadership development journey, which is 

one that has definitely been sustainable and will live with me forever . 
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8.11  Conclusion  

Chapter 8 concludes this thesis and the rich experience the researcher gained in telling the stories 

of the lived experience of the research part icipants and her personal story. This chapter highlights 

how the research aim was achieved by shedding light on ways an individual can be developed 

holistically and sustainably and by providing South African organisations with a local study that 

conceptualises a framework for holistic and sustainable personal leadership development, showing 

the underpinning principles thereof and describing the impact of this development on the 

individual and the organisation.  

This study is concluded with the acknowledgement that in setting out to understand holistic 

personal leadership development there will always be a part of reality that exists that cannot be 

seen and, therefore, it cannot be given a full answer. The framework presented is based on the 

reality that was p ossible to see through the eyes of the research participants, the eyes of the 

literature and the researcherôs eyes at the time of the research and within the given context of the 

research. The vastness of the study of holistic and sustainable personal leadership development is 

also acknowledged and readers of this thesis are invited to draw on their experiences within the 

field of learning and development and to remain sceptical and curious about making the learning, 

gained through reading this thesis and framework, relevant to their practice.  

The researcher hopes that in some way her work will contribute to the validity of the field of OD 

and leadership development and perhaps make it less ñfly-by-nightò, less consulting-orientated 

and more academically sound and trusted because it achieves the ROI clients deserve. 

Furthermore, if the reader is a n OD or learning and development practitioner or professional 

coach, the researcher hopes this thesis will have touched you as it touched her concerning the 

overwhelming responsibility you have for achieving high-levels of self-mastery and significant 

expertise because of profound role you play in holding a sacred space for another to journey 

alongside you in the quest for personal leadership development. This is truly an honour and 

privilege and the researcher was humbled and overwhelmed by the part she played in the 

development of the research participants and the trust the participants placed in her . She is 

eternally grateful for them and this journey, and will always strive be better for the people whose 

lives she has the privilege of touching and whose lives she is deeply touched by.  

Namaste. 
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Appendix A : EQ-i2.0  

 

 

Multi-Health Systems. (2011). The EQ-i 2.0 Model and The Science Behind It. [online] Available a t: 

<https://ei.mhs.com/EQi20TheScience.aspx> [11 October 2014]  
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Multi-Health Systems. (2011). The EQ-i 2.0 Model and The Science Behind It. [online] Available at: 

<https://ei.mhs.com/EQi20TheScience.aspx> [11 October 2014]  
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Appendix B: BeQÊ 

The model  that measures engagement  

     Within the context of the country: 

 

Assumptions  

About  

Me  

  ǒ   Respect 

  ǒ   Regard 

  ǒ   Resilience 

  ǒ   Personal Responsibility 

  ǒ   Review 

      

 

Assumptions  

About  

We 

  ǒ   Support 

  ǒ   Leadership 

  ǒ   Flexibility 

  ǒ   Valuing Diversity 

  ǒ   Accountability 

      

 

Assumptions  

About  

They  

  ǒ   Trust 

  ǒ   Competitiveness 

  ǒ   Adaptability to change 

  ǒ   Inclusivity 

  ǒ   Ethics 

 

The BeQ - dimensions  

 

Viljoen, R. (2017). The BeQ-dimensions. [online] Available at: 

http://www.mandalaconsulting.co.za/Products -BeQ.htm [19 December 2017] 

http://www.mandalaconsulting.co.za/Products-BeQ.htm%20%5b19
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Appendix C: Intervention Overview  

YŜȅ {ǘŜǇǎ ǘƻ ǘƘŜ .9{¢ ¸h¦ ǘƘƻǳƎƘ 9vϰ 
Holistic and Sustainable Personal Leadership Development Programme 

 

This programme is rooted in many cognitive behavioural methodologies, scientific practices and 

structured theories and frameworks. These include Neuro-Linguistic Programming (NLP), coaching, 

dialogue education principles, age-old success tools and various psychological and philosophical 

principles. Key Steps Corporate Training blends research, training techniques, tools, stories, theories, 

business case studies, practical exercises (including much peer interaction and team building strategies), 

experiential assignments and homework tasks to create an experience that inspires individuals and teams 

to take both personal and professional steps toΧ ΨōŜ ǘƘŜ ŘƛŦŦŜǊŜƴŎŜ ǘƘŀǘ ƳŀƪŜǎ ǘƘŜ ŘƛŦŦŜǊŜƴŎŜΩ.  

 

Intervention Outline:  13-Day Experiential Journey  

Each module is conducted 1-month apart to allow for sufficient time between modules for learners to 

practise what they have learnt, complete homework tasks and integrate learning in the personal and 

professional lives. 

 

Module 1:  Develop Your Awareness:  The Role of E- Motion (1 day) 

Module 2: (Part 1) Constructive Communication and Teamwork:  Expand Your Circle of Influence (2 days) 

Module 2: (Part 2) Emotionally Intelligent and Professional Business Writing (2 days) 

Module 3:  What is Your BEE Status (Belief, Empowerment and Esteem)? (1 day) 

Module 4:  Set and Achieve Personal and Organisational Goals (1 day) 

Module 5:  Coaching Starts at Home ς Manage Performance and Inspire Excellence (1 day) 

Module 6:  Creative Solutions ς Harness the Power of the Mastermind (1 day) 

Module 7:  Manage Conflict and Negotiate for a WIN-WIN (1 day) 

Module 8:  Powerful Presentations (2 days) 

Module 9:  Key Step to Greatness: Champion Change (1 day) 

 

Programme Delivery Options and Customisation: We recommend spacing this programme over 9-

months to guarantee optimal assimilation, application and return on investment. But, if necessary, we 

can deliver it over a period best suited to your needs. The content will also be tailored to align with your 

core learning outcomes and corporate values. 

 

WARNING: This programme is not for everyone ς it is designed for people and organisations that are 

ǎŜǊƛƻǳǎ ŀōƻǳǘ ŘŜǾŜƭƻǇƳŜƴǘ ŀƴŘ ŘŜǘŜǊƳƛƴŜŘ ǘƻ ōŜ ŜȄŎŜǇǘƛƻƴŀƭ ŀƴŘ ΨōŜ ǘƘŜ ŘƛŦŦŜǊŜƴŎŜ ǘƘŀǘ ƳŀƪŜǎ ǘƘŜ 

differenceΩ. It will challenge you, ǎǘǊŜǘŎƘ ȅƻǳΣ ŜȄŎƛǘŜ ȅƻǳΣ ŜƳǇƻǿŜǊ ȅƻǳΧ ȅƻǳǊ ƭƛŦŜ ǿƛƭƭ ƴŜǾŜǊ ōŜ ǘƘŜ ǎŀƳŜ 

again. 
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Appendix D: Informed Consent Form  

Title of Study:  Personal Leadership through a Framework of Holistic and Sustainable 

Development: The Impact on the Individual and the Organisat ion 

Researcher:  Sharon Anderson King (082 330 1558 or sharon@keysteps.co.za) 

Student No.:  7883 

Supervisor:  Dr Rica Viljoen 

 

Dear Participant 

 

You are asked to participate in a research study conducted by Sharon Anderson King, a registered 

student at Da Vinci University, conducting a doctorate research project under the supervision of 

Dr Rica Viljoen. Your participation in this study is voluntary. Please read the information below and 

ask questions about anything you do not understand, before deciding whethe r to participate.  

 

Purpose of the Study  

The researcher aims to integrate various expert opinion and various organisational development 

methodologies to conceptualise a framework for holistic personal leadership development that 

suits the 21st century challenges facing individuals and organisations. These challenges include 

issues such as, dealing with different generations in the workplace, integrating diverse cultures, 

managing stress and economic insecurity, to name but a few. The researcher intends to analyse 

and report on the impact of a holistic development intervention (refer to  Appendix C) on the 

individual, the team and the organisation and to determine the sustainability thereof.  

 

Procedures  

If you volunteer to participate in this study, you will b e asked to do the following:  

1. Give permission to be pre- and post-assessed using the EQ-i2.0 and BeQÊ, over a period of 

12-months. The EQ-i2.0 measures levels of emotional intelligence while the BeQÊ provides a 
benchmark of employee engagement by measuring the interplay between assumptions and 
perceptions in organisations around constructs that contribute to the unleashing of individual 

voices, contributions and gifts. 

2. Complete the EQ-i2.0 and BeQÊ pre-assessments before the intervention (Appendix C) 
commences. The assessments will take approximately 1 hour each to complete.  

3. Complete the post-assessment within 1-month of completing the intervention.  

4. Be committed to attending all modules of the intervention and have your manager grant 
permission (in writing) for you to be excused from the office to attend all modules.  

5. Be committed to completing the homework assigned during the intervention as well as keep a 
journal throughout the intervention.  

6. Complete a final presentation assessment of your personal journey that will be recorded.  

7. Participate in focus groups or individual interviews during the intervention.  
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8. Allow the researcher to have access to your balance scorecard information and other 
measures the organisation uses to track performance. Each participant will be assigned a 

number so that any reference to these measures is by anonymous numbers. 

9. Sign the written consent form on page 3.  
 

Please note:  Points 4, 5 and 6 above are required for the intervention regardless of whether they 

choose to participate in th is research or not. In effect, the only additional requirements are 1, 2, 

3, 7, 8 and 9, where items 1, 2 and 3 will be funded by Key Steps.  

 

Potential Risks and Discomforts  

When filling out questionnaires, you may come across a question or answer choice that you find 

unpleasant. For instance, a few of the questions may cause you to think about negative emotional 

states; for example, how do you feel when you are angry or stressed.  

On occasion, you may feel that you have performed poorly on a test or be uns ure of your results. 

It is important to keep in mind that for many of the assessments or interview questions, there is 

no right or wrong answers. However, for some activities, it is to be expected that some people will 

do better than others will. We encour age you to discuss any concerns you have with the test 

administrator or researcher during the debriefing period. This intervention is focused on 

development of personal leadership so it is to be expected that, at times, you will feel challenged 

and stretched ï this is part of the process of growth.  

 

Potential Benefits to Subjects and/or to Society  

You will have an opportunity to improve your emotional intelligence and develop your personal 

leadership capacity in a holistic way and to document the process of your journey.  

When the research is complete, you will be given an opportunity to learn about this research, 

which may be useful to you in understanding yourself and others and the nature of development.  

You will also have an opportunity to contribute to psychological science and organisational 

development by participating in this research.  

 

Confidentiality  

The content of the assessments, focus groups, homework, journaling and videos will be used for 

research purposes only with the sole objective to meet t he aims and objectives of the study. The 

information gained from the interview will be confidential and anonymous. Certain comments from 

interviews and journals might be used to support research findings, but they will not be linked to 

an individual.  
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Participation and Withdrawal  

Your participation is completely voluntary, and you may withdraw at any time without penalty. 

Please give serious consideration as to your decision to participate as the researcher will be 

investing in your development. The cost of the assessments is R 2,500.00 per person but it will be 

sponsored; i.e. there is NO COST to the individual or the company.  

Thank you for your consideration. Your help is greatly appreciated. Please complete the consent 

form below if you elect to be par t of this research. 

 

 Please Initial Box  

1. I confirm that I have read and understand the information sheet 

for the above study and have had the opportunity to ask questions.  
 

2. I understand that my participation is voluntary and that I am free 
to withdraw at  any time, without giving reason.  

 

3. I agree to take part in the above study.    

4. I agree to the interview / focus group / consultation being 
audio recorded. 

 

5. I agree to the interview / focus group / consultation being 

video recorded. 
 

6. I agree t o the use of anonymised quotes in publications.  
 

 

 

 

 

 

Name of Participant    Date    Signature 

 

 

 

 

Name of Researcher    Date    Signature 
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Appendix E: Questions to Enhance Ethical Conduct in Qualitative 

Research  

The following questions (adapted from Becvar & Becvar, 2006) are questions the researcher 

currently uses in her coaching and facilitation practice and will apply to this research:  

1. I wonder what impact I have on the stories participants are telling me.  

2. I wonder what I might see and underst and differently if I told myself a different story.  

3. Do my pre-existing ideas about emotional intelligence, holistic development, sustainability and 

leadership allow me to truly get to know this participant from an anthropological stance?  

4. I wonder what infl uences I am having on the patterns I am observing.  

5. How can I include myself in the observations I am making?  

6. I wonder how this participant might behave differently if working with another researcher.  

7. I wonder what knowledge on the part of the participants,  about themselves and their system 

is going unacknowledged as I assess patterns. 

8. I wonder what reality I am participating in creating with this research approach.  

9. I wonder how the participant would define progress.  

10. Can I expand my view to consider larger issues and factors that may be influencing what is 

going on with the participant?  

11. Am I responding to what the participant just said or to what the comment meant to me?  

12. If I allow the conversation to go where the participant directs it, am I serving the part icipantôs 

best interest? 

13. I wonder if I can remain cognisant of the power that accrues to me by virtue of my claim not 

to be an expert on the participantôs world. 
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Appendix F: Focus Group Questions  

The following questions were asked to each of the three gro ups who participated:  

1. Cast your mind back to the beginning of this programme, what were your first thoughts?  

2. What have you experienced (or noticed) regarding your development since this programme 

began? 

3. Is your personal life different since you started thi s program? How so? 

4. Is your business life different since you started this program? How so? 

5. What has been the most valuable part of this experience? 

6. What has been the least valuable part of this process? 

7. If you were giving advice about this program to (me),  what would it be? 
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Appendix G: Letters from Participants  

 

2 November 2015  

Hi Sharon 

I wanted to send you an email the other day but got pressed with work. I hope you are doing well do and 

the wedding plans are going well.  

I am doing very well. Recently I was checking my body composition report with a biokineticist, got 8% body 

fat, 2% shy of the goal I have set for myself. There is still a bit of work to be done. On the work front, my 

bosses have been giving me a lot of responsibility on some projects and have been learning a lot. Iôm also 

waiting on a possible promotion. Holidays are almost upon us, Iôm going home, my sister is getting married! 

Hope to see you sometime in the near future.  

Kind regards, PJ 

 

2 November 2015  

Hi Sharon 

Thank you so much for believing in me, I am young and every day is a new day for EQ getting there. It is not 

an easy task to trust in people but I have learned to rather accept people will disappoint you and that it is 

not my fault rather taking the time and building on relations hips. I feel I can grow with people, I feel break 

my guards down. I have an update for you from when I wrote that letteré [this letter was too confidential to 

include here and Paul asked that it not be shared].  

Paulôs aunt and myself had a massive argument but the argument led to me going there and meeting them 

for the first time, I stood by her and made her feel loved I made sure she was calm and doing ok. With that 

she said I could take Paul with me for the weekend and talk about things and get him ready for the exams 

that started today. When I let my walls down she let hers down and we trust each other now. With 

everything that has happened I can tell you EQ has been moulded into my core and I take what you have 

taught me with me every day and use it to t he best of my abilities. So Sharon thank you for who and what 

you areé Your wings that you hide every day because you are an angel!!! 

Stay blessed and continue doing what you are doing you are a remarkable person. 

Regards, Stefan 

 

7 December 2015  

Dear Sharon 

I was thinking of you so much this weekend and thought I must drop you a quick note.  

When is your wedding date?  And how are the plans all unfolding? 

I also want to thank you again for the enormous impact you have had on my life. I find myself quoting y ou 

often to those around me.  

Take care!  

Kind Regards, Laura 
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20 January 2016  

Dear Sharon 

Goodness me, but 2016 has started off at a screaming pace and the wonderful holiday is but a distant 

memory!  I have found such a good space in my head and my heart a nd am really going to try to not let 

anything derail that this year.  

I have my performance appraisal with Petra next weeké. Fortunately, my smile and wave quotient for the 

year is still freshly restockedé. It is what it is. ;-)  Interesting moves developin g on the job front again (after 

a year!) and more should be revealed in a meeting tomorrow ï I will keep you posted.  

Take care!  I miss our contact sessions. 

Kind regards, Laura 

 

10 February 2016  

Wanted to let you know, I completely owned the performance a ppraisaléé.  I was so anxious as this is 

where everything went pear -shaped with Petra last year.  But it was awesome ï because I only now need to 

be valued by those that I value.  

Chat soon! 

Kind regards, Laura 

 

10 February 2016  

Hi Sharon 

Thank you for everything.  I will share my EQ feedback with my new manager.  She believes that staff is only 

as good as the manager who guides them:)  I would like to hear what you think of this statement.  

Otherwise Muhammad and Myself are constantly reminding each other of what we have learned so I use it 

every day.  There might be some exciting new changes on this side ï still too soon to share.  

Good luck with the wedding planning.  Please take lots of photos.  We would love share in all your 

excitement. :)  

Kind regards, Katie  

 

6 April 2016  

Good morning Mrs, 

I'm so happy for you and know that the coming years will be blessed and fruitful #Can'tWaitForBabyNews. 

You deserve all the love in the world you are such an inspiration and strong woman that anything you do and 

touch turns to gold. Thank you for being so supportive and guiding me to be who I am today truly thankful 

for everything you have done for me and the team.  

Stefan Venter 

 

5 October 2016  

Missing you soooo much today. You are missed by us all, you have changed so many peopleôs lives in this 

office and have been there for us all, so thank you for that.  

(Stefan) 
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Appendix H: Participantôs Questionnaire 

Instructions: 

Firstly, I want to say THANK YOU! I really appreciate you opening this document and sitting down 

to take some quiet time to reflect on your journey, since you completed the EQ programme with 

me, and answer the questions below.  

Please know that there are no right and wrong answers because I am not doing research that is 

statistical in nature. What I am interested in is your story, your journey, your experience. So, 

please just answer the questions below as honestly and as completely as you can. There is no 

correct length of answer either (some might be a sentence or two, while others could be a few 

pages) but the more you share, the more I have to work with so write away. I have only left a line 

under each question so just enter down and type as much as you like or even handwrite if you 

prefer.  

Namaste. 

 

Questions: 

1. Are you still in the same position at work since completing the programme? If not, please 

provide your current position and elaborate on your change in job/position/company. 

2. I am wondering what stands out for you and what you remember about/from the 

ǇǊƻƎǊŀƳƳŜΚ ¢Ƙƛǎ Ŏŀƴ ōŜ ŀƴȅǘƘƛƴƎΧ 

3. What impact has this programme had on you? Please write as much as you can about your 

journey since completing the programme. 

4. What has been different for you since the programme? 

5. What has stayed the same? 

6. Do you feel this programme has developed you as a leader? If so, how? 

7. What other information do you think is important to add or share about your journey that 

might not fit into any of the above questions? I am open to hearing anything you would like 

to share. 
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Appendix I: Managerôs Questionnaire 

Questionnaire for Managers or Supervisors of Participants of the EQ Programme 

Instructions: 

Firstly, I want to say THANK YOU! I really appreciate you opening this document and taking time to reflect 

ƻƴ ȅƻǳǊ ǎǘŀŦŦ ƳŜƳōŜǊόǎύΩ ŘŜǾŜƭƻǇƳŜƴǘ ǎƛƴŎŜ ǘƘŜȅ ŎƻƳǇƭŜǘŜŘ ǘƘŜ 9v ǇǊƻƎǊŀƳƳŜ ǿƛǘƘ me at the end of 

2015. I would really appreciate your honest answers to the questions below. A reminder that this is strictly 

confidential and will only be shared in a way that protects your anonymity while contributing to the 

research. 

Please know that there are no right and wrong answers. What I am interested in is your experience and 

your insight. So, please just answer the questions below as honestly and as completely as you can. There is 

also no correct length of answer (some might be a sentence or two, while others could be a number of 

paragraphs) but the more you share, the more I have to work. I have only left a line under each question so 

just enter down and type as much as you like or even handwrite if you prefer.  

Namaste. 

 

Questions: 

6. In your opinƛƻƴΣ ŘƛŘ ǘƘŜ ǇǊƻƎǊŀƳƳŜ ȅƻǳǊ ǎǘŀŦŦ ŀǘǘŜƴŘŜŘ όǘƛǘƭŜŘ ά¢ƘŜ .Ŝǎǘ ¸ƻǳ ǘƘǊƻǳƎƘ 9vέύ ŘŜǾŜƭƻǇ 

their personal leadership capacity?  

7. Rate their development on a scale of 1 to 10, where 1 indicates that the programme had a low impact 

and 10 indicates a high impact. 

8. Regardless of your score above, please elaborate on why you answered the way you did. What have 

you noticed bout your staff member(s) development? Any insights you have, real life examples, 

balance scorecard information, stories, etc. would be valuable here. 

9. If you answered yes to question 1, would you say the development has been sustainable? Please 

motivate your answer. 

10. What impact would you say this programme has had on the team and/or organisation? 

11. In light of this study that focuses on how individuals can be developed holistically and sustainably, is 

there anything you would like to add or share that might not fit into any of the above questions? I am 

open to hearing anything you would like to contribute. 
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Appendix J: In -depth Interviews with Experts  

Pro posed Interview Questions  

1. How many years have you been involved in leadership development? 

2. What is your current role in the learning and development space? 

3. ²ƘŜƴ ȅƻǳ ƘŜŀǊ ΨƘƻƭƛǎǘƛŎ ŘŜǾŜƭƻǇƳŜƴǘ ƻŦ ŀƴ ƛƴŘƛǾƛŘǳŀƭΩ ǿƘŀǘ ŘƻŜǎ ǘƘŀǘ ƳŜŀƴ ŦƻǊ ȅƻǳΚ 

4. In your experience, how can an individual be developed in a holistic way? 

5. What works for you in your programmes? (Design principles, methods, tools, practices, etc.) 

6. What would you consider to be the essential prerequisites or design principles? 

7. How do you know development has taken place? 

8. How do you ensure that the learning or development will be sustainable? 

9. How do you track the success of an intervention? 

10. What pitfalls should practitioners avoid when designing interventions? 

11. What additional tips or advice would you give for developing individuals in a holistic and 
sustainable way? 

12. What other information would you like to add or share? 
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Appendix K: Participantôs Reflections 1-year Post - intervention  

Jaco  

Jaco had a tough year since the end of the intervention and shared : 

Since about June last year the CIO got directly involved in, IT projects. I had to deliver two big 

projects in October and run five others. Two of the projects are massive and will go live this year 

July. The resources in IT went down drastically over the last 18 months and when this is raised as 

a constraint you are crucified. Of our eight people in the project office, we are three left. I went 

into survival mode and EQ helped me to get through last year. Surviving the CIO victimisation 

would have been a lot more difficult without the knowledge, tools and experience picked up on 

this programme. Iôve managed to keep positive while everything in IT is falling apart.ò 

 

Nolu  

Nolu was pleased to share that she was still increasing her self-awareness and ñI am spending 

quality time with my family and not working at home every night. Thanks to this course as being 

an assisting tool in slowly progressing in me being óavailableô.ò She felt that nothing had stayed 

the same since she completed the programme and ñI have grown as a leader. My boss has even 

commented on it and my balanced score card has improved so much so thank you so much for 

everything Sharon.ò 

 

Ayanda  

Ayanda still remembers and uses the anchoring techniques and shifting of limiting beliefs tools 

and overall the programme, ñhas really taught me how to manage my emotions, especially in the 

mist of disagreements and conflicting situation facing managements in all levels and colleagues. 

Although I am still expressive, that hasnôt changed, I became more open minded and assertive 

with who I am in a way that doesnôt aggrieve others. This programme developed me as a leader. 

Especially now that in my current position I am closer to interacting with directors in the company. 

I am able to present my contributions w ith the level of required  confidence and self-awareness. 

 

PJ 

The programme mainly helped me to look intrinsically and evaluate my behaviour, the things that 

made me react in whatever way in different situations that I found myself in. Where, previously, I 

used to turn around and say ñthatôs just who I am,ò I now have the sense to analyse the causes of 

such behaviour and am learning how it impacts others. Before going through EQ, I used to be 

quick to react when provoked in whatever way; I would come up with  a quick witted snotty 

response. However, since completion of the programme, I always give myself time to calm down 

and then evaluate the best possible response that doesnôt fan the situation. There are also other 

lessons that I picked up that I am putting  into good use. A big example is how I used to have my 

plans etched somewhere in my head but I have since changed that and put my goals on paper 

where I can see them and work towards them.  



 

  230 

The way I interact with colleagues and other stakeholders alike has also seen a marked difference. 

Being promoted and in a highly stressful environment where I often deal with irate individuals, 

having gone through EQ training helps me to navigate out of potentially heated situations. It is 

amazing to be able to see and recognise other individuals who need to go through this same 

programme. I will admit that some of the old behaviours have stuck with me and from time to 

time I have to remind myself (after the fact) that I am working towards changing them. An 

example being that I have never been one to share, even with those close to me. However, I have 

identified the cause for this and it is work in progress.  

I think this programme is a great leadership tool. Holistically the lessons that emanate from this 

course make for a well-rounded individual who is able to tackle almost any problem within the 

workspace. The tools provided in this course ranged from emotional behaviours right across to 

office etiquette and it made for a fantastic course. Personally, I think this program me just diffused 

a whole lot of myths and opened my mind up to teach me just how to be a better human being 

and that is the biggest plus. I thought the interactive nature of the course and having an open 

mind helped me to unravel sides of myself that  I had never once spoken about. 

 

Ella  

Without realising I apply a bit of each module on a daily basis. Iôm still very bad with time 

management although I do try. As I sit here, looking at my file, I realise that I use the business 

writing skills a lot and what I ôve learned in coaching comes in handy. Thinking back I realise that 

Iôm more confident in myself. Iôve moved jobs in the last year, working in a completely different 

environment at a completely different pace and I can honestly say that Iôm happy. I learn daily 

and that make life interesting. It was never a goal of mine to move away from Barloworld but 

when the opportunity came my way I grabbed it with both hands.ò She shared that she doesnôt 

really think of herself as being a leader yet she does find herself in that position quite a lot 

because of patience and listening skills. 

 

Khaya  

That file is my future; I always refer back into it whenever Iôm stuck with something and know 

that I will find the answer on how to tackle the issue. What stood out for me w as my 

assertiveness as it was highlighted a number of times that I needed to improve on that and not 

shy away from things. I thought that meant that I have to change my personality, which I always 

got frustrated when I think about it. This changed on the d ay when we discussed that it doesnôt 

mean that you have to change who you are and there is nothing wrong with that and you can still 

advance in your career. I felt relieved and all this time I was limiting my abilities because of this 

and judged myself because of me being an introvert. Until that day I realised I really do not have 

to put so much pressure for me to change. This course has made me a better leader; I am now 

able to talk at meetings and come up with suggestions and express my views if I do not  agree 

with something. I also feel more confident to mentor the junior ladies that I am working with and 

feel good about it. I recommend your expertise whenever I see there is a need, in fact I always 

tell people at PG about how EQ changed the way I think about myself. I recommend your 

expertise whenever I see there is a need, in fact I always tell people at PG about how EQ changed 

the way I think about myself.  
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Viloshni  

From a ómummyô point of view, 2016 has been a great year so far. The boys are growing 

beautifully and we certainly have far less power struggles than a year ago. I have ómellowedô a lot 

from my side but it is also because the boys are far more independent and manageableé We are 

having great conversations these days and for the first time in a ges, I am truly in a good space 

with them, and enjoying the little moments. The aspects of goal setting and coaching will hold me 

in good stead throughout the parenting journey, and I often think back to these tips from EQ 

when engaging the boys. 

And lastly, the one work relationship that was a constant source of stress for me last year has also 

ironed itself out. It was the strangest thing that I had finally found my ñhappyò place with her, 

started to óreadô her quite well, and settle down into a comfortable working style with her, when 

changes were made to the executive structure. I now no longer have a reporting line to her, and 

interact with her far less than I used to but I think things have worked out really well in that we 

have finally achieved mutual respect for each other, and over time she has actually done a few 

key things in my favour to support me. The journey has taught me that EQ is indispensable to 

being a great leader. I have seen that experience, skill -set and academic intelligence alone does 

not garner respect from colleagues, and that what people do remember is the way that they are 

treated by their leaders, managers and colleagues, and that this has a major influence on the 

productivity of employees. It has helped me embrace the fact that every person that I engage 

with is going through a unique journey and that this diversity should be embraced and people 

should not be made to change who they are to fit in, but rather to know how to deal with each 

person based on who they are. 

 

Katie  

If I look back at where I was and where I am today, itôs hard to believe how much has changed.  

I am still me, but yet, I ñfeelò differently.  Iôm in a much better space mentally and emotionally. 

For a change, Iôm actually happy, really happy.  

I know I have gr own because Iôm no longer afraid of office bullies. Iôm no longer afraid to stand 

up for myself, especially now, since my promotion, that I have a whole team [she now has 10 

people reporting to her] that I need to take care of and how can I take care of th em if Iôm not 

strong enough to care of ñmeò. No one should ever have to go through the things I did, but at 

least I can say it taught me something very important ï it taught me what kind of 

person/manager I never want to be. This programme has developed me  as a leader and I can say 

that confidently not based just on how I feel but on the positive feedback I continuously receive 

since stepping into the managerial role. My staff often tell me what a great ñbossò I am and my 

colleagues are surprised that my staff will go above and beyond with no resistance at all. Empathy 

is one of my strengths and I have decided to use this strength to assist with my managerial role 

and in some strange way, itôs working quite well. Itôs important to remember that people are 

unique and the best way to reach them is by communicating with them in their unique way. I 

know I still have a lot to learn.  That I will continue to learn as time goes by and Iôm comfortable 

learning things from oth ers regardless of who they are. 
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Laura  

When has remained with me after the programme is the empowering sense of achievement of 

taking ownership of what is mine to own, and letting go of what is not mine to own.  For me this 

means actively disengaging from the negative influences (mostly people and thoughts), 

surrounding myself with people who come from a space of kindness and love, accepting that óit is 

what it isô, realising that I cannot control the responses of others ï only my own, and learning how 

to recognise patterns in my responses, be they positive or negative.  In being more conscious of 

the óinner meô I am more aware of who I am, why I respond in ways that I do.  Another significant 

aspect of the programme for me was practising how to have difficult conversations.  

A further powerful mome nt was creating the visual board of my life.  Now that I am fulfilling some 

of those things, I can actually see the visual implanted in my brain and can be proud of having 

achieved at least some of the goals I have set ï and know that I will achieve more.  

The EQ Programme has quite literally been life changing for me.  I have moved from being a 

óvictimô to taking ownership of who and what I am ï in my thoughts, in my words, and in my 

responses.  I was in a dark and angry place when I joined the programme, a nd while the stress of 

life and work is probably higher right now, I feel empowered that I am applying what I have 

learned to respond appropriately.  I have had to have a number of difficult conversations with a 

variety of people in my life ï something I w ould have previously shied away from at all costs ï 

and I now donôt dread them and actually look forward to being able to eloquently express myself 

appropriately and from a meaningful place.  

Developing platforms to create structure in my previously swirlin g thought processes has had a 

significant impact on my overall well -being.  By writing I am forced to create structure and that, in 

turn, gives context and allows for rational planning ï rather than panicked over-reaction. When I 

think of what has stayed t he same since the programme, it would be Not much at all (I am 

delighted to say!)  For me, it has been about practise.  As with anything new, it is your own choice 

whether to embrace change or to just accept the status quo.  Everything becomes easier the m ore 

you do it, and the brain seems to have muscle memory too!  

Not a day goes by that I do not pause and be thankful that this training (and the trainer!) was 

exactly what I needed at exactly the right time in my life.  I find myself sharing experiences and  

offering suggestions to people who are close to me based on what I have learned and how I have 

applied it.  I have an overwhelming sense of inner peace and of being grounded ï I know that I 

am equipped to handle anything that comes my way, and am also abl e to be a better person to be 

valuable (and valued) by those that I value.  In my 30 year working career, this is the most 

valuable training journey I have been on.  As a leader, I am better equipped to make better 

judgement calls and to tackle difficult to pics.  Having released myself of the need to be liked by 

everyone around me, it has been liberating to make judgement calls and decisions based on fact, 

in the best interest of the business and sometimes on an even better ógut feelô ï because I trust 

myself more and no longer have the need to be liked by everyone around me. 

 

Sarafina  

Apart from personal growth, I also enjoyed the interaction with BASF colleagues on a different 

emotional level.  Sharon made it a safe and open environment. I feel like a diffe rent, emotionally 

mature person. I was always aware of my emotions but very impulsive. I am a lot more in control 
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now. I take more time to react and make decisions. Also more aware and considerate of others 

feelings ï less judgemental. I now feel okay with  backing off and letting go of minor things. Itôs 

not always about winning ï compromising is also acceptable at times. This has improved how I 

relate with family, friends and colleagues. My general view/outlook of life is so different. I am 

open to different viewpoints/perspectives ï it was previously about my way, my values, beliefs 

etc. In terms of what has stayed the same, I must admit that my business writing is still formal, 

battling to get rid of this old way! Iôm still outspoken and moments where I still struggle with 

empathy - baby steps. Overall, I would most definitely say that I am a better leader. I concentrate 

on strengths rather than weaknesses, commonality rather than differences within teams and Iôm 

less selfish and really looking forward to more fulfilling relationships. I tell everyone in my circle 

about the importance of EQ and the benefits of it. One of the best and most beneficial courses 

Iôve done in a long time. I also appreciate the fact that the learnings apply to all aspects of life ï 

professional and personal. Thank you! 

 

Vusi  

I would say that a couple of things stand out and I have kept them in the back of my mind all the 

time. The first one was that while we deal with a lot of people at work and outside of work, we 

should remember that we have a choice and responsibility about how we respond. I have used 

this in my work to adjust to uncomfortable situations/decisions that affected my life. One other 

topic that changed my life was the one of how to be assertive when communicating. Th is really 

helped me to use effective ways of expressing my ideas and opinions. I think this is very 

important especially in the corporate world where we need to constantly communicate with 

various stakeholders.  

I think the that the programme had greatest impact in my personal life. It has taught me to make 

time to reflect on daily on the things that I have done, and how they align with my goals and my 

values. Most of the times I was just living my life from one deadline to the next, and I was more 

reactive to the things that were of importance to me. I have also been more deliberate when it 

comes to spending time with people who are close to me and who add more value to my life. I 

have also been able to connect better with for instance my parents, which wasnôt the case before. 

In the past, I had more of transactional relationship with them, but lately I have been able to 

connect with them and share ideas with them.   

The most important difference for me is that I am now goal oriented. I have been able to wri te 

my long and short-term goals, and constantly review them to ensure that I am still on track. I 

think that has really transformed my career and I have a better realistic approach when it comes 

to goals. When I look 12 months back, I see a positive progre ssion in my personal and 

professional life. If I assess the outcome based on the expectations, I cannot say that there is 

anything that has remained the same. EQ has transformed my thinking and my outlook in life. 

Some information I may not be actively usi ng at this point, but I will apply in the near future. So 

nothing has remained the same. 

I think this programme has laid a foundation of leadership principles, which is a very important 

aspect for my career. It has challenged some of the ideas I had and wa s a platform where 

different ideas were presented. I definitely think that it has opened a curtain to understanding 

how effective leaders should be. I would also like to add and share that it has assisted me a lot 

when we had homework or things that we had  to do after the EQ class. It forced me to reflect on 

the things we had talked about and active ly engage with the information.  
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Anke  

When Anke first entered the programme, she seemed very negative and did not enjoy her working 

environment. She was quite judgemental of people and blamed a lot, making herself the victim. It 

was hard to know how much of this was based on the external working environment (and if it was 

that toxic) versus how much of it was internal or a combination of both, which seemed more lik ely 

from a systems perspective. After the programme, Anke moved to a new company and it seems 

the pattern is continuing. She shares: 

Although I was very happy at first having finally found something a little different with a 

succession plan in place and the new company seemed quite nice at the beginning, it didn't take 

me too long to start seeing things how they really are. What I initially thought was a relaxed 

environment where people don't have to work overtime all the time, is actually an environment 

where people are disengaged and don't take responsibility or accountability. So I have had to 

muster up all my energy to cope with a boss who doesn't want to give up even an inch of control 

despite the fact that he is supposed to hand over to me and someone who likes to bully and 

blame others for everything. Call it my experience from BASF or the EQ journey which have 

helped me because I don't think I would have coped without either of them.  

She does share that she feels she has grown and is spending better quality time with her daughter 

and often tries to bring EQ lessons into her life as well as ñapplying the concept of trying to 

change what is within my control and not getting too upset about the things I can't change, 

although sometimes it becomes hard!ò Overall, she feels she has gained a great deal from EQ and 

I will be putting in some additional energy and effort to start searching for a new job as this is not 

sustainable and has certainly not helped improve my overall happiness score in an EQ assessment. 

 

Zollie  

Iôve learnt to control my temper and most importantly learning to engage with people without 

coming across as arrogant. It has helped me improve relationships that were previously strained. I 

understand people a lot better now.ò Despite this growth, she admits that she still lacks in 

empathy and ñalthough this was an incredible journey, some personality traits make us who we 

are and we can never let go of who we really are. I can only try to be tolerant of oth ers but not 

change me for them. 

 

Prees ha 

When I think back to this programme, what stands out is I remember the calmness and peace 

that I felt as soon as I entered the training room. Sharon always had us focus on our breathing 

and reflect on how we were feeling in the morning. During the break s, she used to have these 

lovely quotes and words of wisdom from authors and writers, which I absolutely loved. She played 

music in the background, which also added an element of peace and serenity. I thoroughly 

enjoyed that.  

The course has really changed my life. It is unexplainable, it is like what you think and what you 

write down becomes reality. The course has taught me to be a better person inside and out, a 

better employee, a better daughter and has had a positive impact on my general wellbeing as an  
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individual. I have learnt a lot about myself my strengths and how to work on my weaknesses. I 

have learnt what emotional intelligence is really about and has also made me more aware of 

people and my surroundings. What has stayed the same is my complicated personal life ..itôs still, 

well, complicated. But I do feel developed as a leader. I have gained more self -confidence, self-

awareness and radiate this positive happy disposition every day of my life. It has been a 

phenomenal course ï has changed me as a person and driven me to succeed in most aspects of 

my life. I often reflect back on my journey on the course and the memories made with Sharon and 

the work colleagues. 

 

Mandy  

What stands out for me most was my personal growth during that time, facing my ch allenges 

head on and making decisions on how my emotions are affecting not only myself but also my 

colleagues. The programme assisted me in having the right tools to face, deal and support my 

husband during his diagnosed illness. I have certainly grown fro m being overly emotional to being 

better equipped to share my feelings and emotions at the right time, in the right place and with 

the right people. I can still be overly emotional when I want to be, but in my own safe space 

where no other person will be a ffected. As a leader, it certainly assisted me to see how to deal 

better with myself but also to provide meaningful value to those reporting to me, without 

ñdressingò their problems. I have also made some friends throughout the programme and the 

support we provide each other are invaluable to me. 
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Appendix L: Manual Open Coding Examples  

The following manual open coding examples are extracted from 152 pages of data where the 

open coding was done manually (by hand). These documents can be made available for viewing if 

necessary. Both examples are extracts of participantôs journal entries. 

 

 

Manual Open Coding Example 1 : Participantôs Journal Extract 
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Manual Coding Example 2 : Participantôs Journal Extract 
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Appendix M: Selective Coding: ATLAS.ti and Manual Analysis  

The example below is just one extract from a series. The other can be made available on request.  

 






