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ARTICLE INFO ABSTRACT
Keywords: As coaching and alumni mentoring are used to develop student startup talent the coachability of
Coachability students becomes an enabling factor for reflection- and action-based learning methods in entre-

Entrepreneurship education

> ! 5 preneurship education. There is limited research on how to assess and develop coachability,
Behavioral event interview (BEI)

especially in entrepreneurship education. This paper aims to narrow the gap. This study adopts a
competency-based approach by devising competency assessment tools, undertaking a coach-
ability survey and using Behavioral Event Interviews. It thus adopts a mixed method design,
combining quantitative and qualitative techniques.

Our exploratory research shows that coachability has a positive relationship with educational
outcomes and that coachability competencies, such as self-awareness and flexibility, are important.
We show that coachability can be developed through experiential learning and that such learning
enables the acquisition of competencies, such as transferring learning into action and taking
initiative. The opportunity to develop coachability through entrepreneurship education fosters the
design of experiential learning and strengthens students’ coachability competencies, thereby
aiding graduates’ capacity to attract venture funding. We make an original contribution to
assessing coachability by adopting a multi-method and multi-perspective approach and provide a
way of creating greater impact when assessing and developing coachability.

1. Introduction

Coachability is the object of increasing attention and discussion in startup ecosystems and is a core component in entrepreneurship
education, where mentoring and coaching initiatives are being developed across institutions, to leverage alumni help to develop
student startup competence (Kuratko, Neubert, & Marvel, 2021; Nabi, Walmsley, & Akhtar, 2021). Research on founder coachability,
however, predominately draws from the context of entrepreneurial pitches to angel investors rather than focusing on other contexts,
such as due diligence, terms negotiation, or mentoring relationships after an investment is made. Coachability in the initial pitch is
equally important as the funding process and following financing, and these areas are under researched (Kuratko et al., 2021) (see
Fig. 1).

According to Susan Preston, from the Angel Resource Institute frames the prerequisite for angel financing, “The team, and the
founder, must be coachable - an absolute necessity for most angels” (2011, p. 84). Business angels (BAs) like Bob Goff, founder and
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chairman of Sierra Angels, and David Grahame, with LINC, in Scotland, reiterate the importance of coachable teams and entrepreneurs
as a fundamental requirement for an investable company (Preston, 2011). Some venture capitalists share the same view. Steve Krein
CEO and co-founder of Startup Health, a company designed to help entrepreneurs become more coachable and a venture capitalist
explains “One thing I always look for in an entrepreneur is: are they coachable?”.

Research on what funder’s exactly expect when they require entrepreneurs to be coachable, however, has gained limited attention
(Ciuchta, Letwin, Stevenson, McMahon, & Huvaj, 2018; Kuratko et al., 2021; Marvel, Wolfe, & Kuratko, 2020) and little is known
about the individual characteristics and competencies associated with an entrepreneur’s coachability. Even less is known about how to
assess and develop coachability, which seems to occur because researchers lack a valid and reliable way to measure coachability
(Kuratko et al., 2021). While there are clear limitations in current knowledge it has been acknowledged that entrepreneurship edu-
cation may have a role in developing coachability because coaching, as a form of educational practice, is seen to be important for
developing novice entrepreneurs (Kuratko & Audretsch, 2021).

This work aims to understand the importance of coachability to entrepreneurship education and to explore the prospect of
developing coachability though entrepreneurship education, particularly when it adopts a competency-based perspective (Morris,
Webb, Fu, & Singhal, 2013). We adopt a competency-based approach to study coachability. We consider coachability to be a
competence, not a dispositional trait of personality, and it can therefore, be observed, measured and developed (Bird, 1995; Man, Lau,
& Chan, 2002; Morris et al., 2013).

We begin by discussing the theoretical background of research on coachability and present the research questions of this study. To
answer the research questions and to assess coachability we adopt a competency-based approach and apply it to entrepreneurship
education (Morris et al., 2013). We progress to discuss the relevance of coachability and its assessment within entrepreneurship ed-
ucation. Research propositions are then introduced focusing on the association between coachability and entrepreneurial learning
outcomes, as well as about the contribution of entrepreneurship courses to the development of coachability. We then describe the
coachability competency assessment tools used to assess coachability, including Behavioral Event Interviews (BEIs) and coachability
surveys. A BEI is an interview technique that involves the collection of remarkable events where the interviewee felt effective (in
achieving results, solving problems, etc.) documenting the respondent’s thoughts, emotions, and actions during the remembered event
(Rothwell & Lindholm, 1999). The BEI methodology will be explained in more detail in section 5 during our discussion of the
methodology used in the study. Results of instrument testing with entrepreneurship students are presented alongside results from
qualitative analysis of BEIs. We conclude by discussing the theoretical and methodological implications of our study, as well as the
contributions and limitations of our work for entrepreneurship education and practice.

2. Theoretical background and research questions

Despite the increasing popularity of coachability in the entrepreneurial community, research on founder coachability is still in its
infancy (Ciuchta et al., 2018; Marvel et al., 2020). Published studies on this topic, focusing on the context of entrepreneurial pitches,
have found that an entrepreneur’s coachability, as perceived by investors, influences whether they recommend moving forward into
the due diligence phase of an investment after an entrepreneur has pitched their venture (Balachandra, Sapienza, & Kim, 2014;
Mitteness, Sudek, & Baucus, 2010). These studies have typically examined a single-item measure: the “willingness to invest” (Marvel
et al., 2020; Mitteness et al., 2010). Coachability has been defined in entrepreneurship, more recently, as “the degree to which an
entrepreneur seeks, carefully considers, and integrates feedback to improve his or her venture’s performance” (Ciuchta et al., 2018, p. 861).

We consider coachability to be a competence, that has different dimensions, and our approach differs from considering it a
dispositional trait. Dispositional traits are characteristics that combine within the personality to form a distinctive character and are
thus assumed to be relatively stable (McAdams & Pals, 2006). Traits are, therefore, situation-transcending personal characteristics and
have limited learning potential although they can be observed and measured effectively with psychological tests such as the Big Five or

CoACH STUDENT/ENTREPRENEUR ‘

COACHING COMPETENCIES ’

“those abilities, behaviors, and skills that are COACHABILITY COMPETENCIES
utilized in the coach—client relationship to further those abilities, behaviors, and skills that are utilized by the
established goals” (Wise and Hammack, 2011, p. student/entrepreneur to further established goals.
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Fig. 1. Coaching and coachability competencies.
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the new Big Five (McAdams & Pals, 2006).

Competencies, even if they are influenced by traits and cognition, represent observable and measurable behaviors and skills, that
can be developed, learnt and improved on over time (Bird, 1995; Man et al., 2002; Morris et al., 2013). Adopting a competency-based
approach we suggest a new definition of coachability. Coachability is a bundle of competencies that allow the achievement of coaching
goals: starting from self-awareness and commitment, developing learning and relationship management competencies, and implementing
what is learned from the coaching relationship. To understand coachability dimensions and their relationships to each other, our
research extended the review of the coachability in entrepreneurship to consider how coachability has been considered and defined in
the athletic, sales, and workplace literatures, as well as in coaching practice.

The study of coachability began in sports psychology many years before the concept entered the entrepreneurship domain (Gia-
cobbi, 2000; Ogilvie & Tutko, 1966). Ogilvie and Tutko (1966) first introduced coachability as a fundamental attribute of exceptional
athletes. A noteworthy contribution to the field of sports psychology was made by Giacobbi (2000), who developed the Athletic
Coachability Scale (ACS) to measure athletic coachability. In more recent research in sport psychology, Driska et al. (2012), included
coachability as a new subcomponent in the attitude/mindset dimension of their ’Framework of Mental Toughness in Swimming’.
Drawing on prior research in sports literature, Shannahan, Bush, and Shannahan (2013) developed a measure of salesperson coach-
ability, using a modified version of the ACS. The authors defined a coachable salespersons as “open to seeking, receiving, and using
external resources to increase their sales performance in a personal selling context” (Shannahan et al., 2013, p. 41) and found a positive
correlation between coachability and sales performance.

In a systematic literature review of qualitative research on workplace and executive coaching, de Haan (2019) identified factors
that are akin to coachability, such as the mentee’s trust, acceptance, and commitment to coaching, as critical to coaching effectiveness.
Additionally, Weiss and Merrigan (2021) evaluated employees’ level of coachability by employing a combination of three measures
derived from the work of other scholars, which included feedback seeking, receptivity, and learning transfer. From the review of how
coachability has been covered and defined in different literature streams, there is evidence of strong convergence of definitions of
coachability and coachability dimensions. There are three main aspects of the coachability construct that are frequently cited, within
the entrepreneurial and sales coachability definitions (Ciuchta et al., 2018; Shannahan et al., 2013; Weiss & Merrigan, 2021). These
are: seeking feedback; reflection on and receptivity to feedback; and implementation carried out in response to feedback. These
coachability dimensions also flow in a logical sequence, starting from seeking feedback, reflecting on it, and ending with implementing
it through action.

Before acquiring a ‘seeking feedback competency’, professional and executive coaches often cite self-awareness as the starting point
of the coaching process as highlighted in items of Leonard’s Client Coachability Index; a coachability index widely used to assess
coachability (Henrique, 2014). It is also expected that self-awareness should be followed by commitment to coaching and commitment
is considered critical to coaching effectiveness, illustrated in both research and coaching practice (de Haan, 2019; Henrique, 2014).
The degree of commitment is often linked, and followed by, the learning aspect of coachability, typically defined as: open-
ness/willingness to learn and intensity of effort towards improving one’s skills and competencies, as well as holding of a developmental
orientation (Giacobbi, 2000; Johnson, Kim, Colarelli, & Boyajian, 2021).

Another common dimension mentioned in the literature is the relationship with the coach. According to Flaherty (2005), relationship
is the background for all coaching efforts; it is the beginning point of coaching and its foundation. Flaherty emphasizes that the
relationship must be one in which there is mutual respect, trust, and mutual freedom of expression, and none of these elements is
independent of the others. Additionally, working on one element will strengthen the others (Flaherty, 2005). It is argued that this
relationship with the coach should be of high quality, based on respect, trust, and open communication, encouraging two-way
communication (Flaherty, 2005; Giacobbi, 2000; Johnson et al., 2021). Giacobbi (2000), for example, developed a measure of ath-
letic coachability and identified trust and respect for the coach as among the dimensions of importance in the relationship. Finally, an
essential aspect of coaching is implementation and the integration of feedback into practice. Though it is often cited in most coaching
definitions (Ciuchta et al., 2018; Weiss & Merrigan, 2021) there have not been many attempts to assess it. (Weiss & Merrigan, 2021).

The review of the relevant literature, led us to identify five key areas of competence, cited above, that we consider important in
defining coachability: self-awareness, commitment, learning, relationships, and implementation. It is important to note, however, that there
may be contextual or individual differences, that we have not considered, that could influence an individual’s coachability or its
relevance. For this reason, it is valuable to present a balanced perspective on the topic of coachability in entrepreneurship, including
other researchers who are critical of its relevance and potential impact on firm performance.

For instance, some authors suggest that entrepreneurs may be perceived as un-coachable due to overconfidence (Cassar, 2010),
superior knowledge and experience, or simply stubbornness (K. A. Bryan, Tilcsik, & Zhu, 2017). Although Bryan and Tilesik (2019) did
not directly address this issue, they speculated that less experienced entrepreneurs might be more coachable because they lack the
necessary knowledge to make informed decisions. They also found that being coachable did not necessarily correlate with greater
success among entrepreneurs. Over-confidence, however, might also be related to lack of knowledge and an incapacity to recognize
excellence in others. For this reason, learning from others may also require a sense that others might know things that one does not
know (Krumrei-Mancuso, Haggard, LaBouff, & Rowatt, 2020).

Despite these different views, if stakeholders make a decision about whether to provide resources or not guided by their perception
of the entrepreneurs’ coachability (Balachandra et al., 2014; Mitteness et al., 2010), then coachability is a relevant competence for
educators to develop. Further, this is even more important in the light of the increased use of coaching to support entrepreneurs during
stages of the start-up process (Kotte, Diermann, Rosing, & Moller, 2021; Kuratko et al., 2021). Coaching for entrepreneurs has become
a fundamental component, not only for start-up incubators and accelerator programs, but also for higher education institutions, aiming
to support student entrepreneurial skills (Nabi et al., 2021).
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The identification of competencies that make up coachability can allow for their assessment and development through entrepre-
neurship education. Study of entrepreneurial competencies has received increasing attention in entrepreneurship education (Cui, Sun,
& Bell, 2021; Morris, 2022; Morris et al., 2013), where there is a growing movement to recommend the adoption of a
competency-based perspective (e.g., Morris et al., 2013). Much of entrepreneurship education seeks to develop and enhance student
competencies, as well as merely provide them, but does not focus directly on the development of coachability as a competence (Ciuchta
et al., 2018). Our work has thus grown from a need to study the relevance of coachability for entrepreneurship educational outcomes
and explore how it can be developed within entrepreneurship education, and specifically during experiential learning programs.

Accordingly, we propose the following research questions for our study.

1. Can coachability be developed through entrepreneurship education?
2. Can students’ coachability competence affect their entrepreneurship education outcomes?

3. A competency-based approach to study coachability

To answer the research questions, we adopted a competency-based approach that enabled a deeper understanding and assessment
of coachability and its development though entrepreneurship education, particularly when it adopts a competency-based perspective
(Morris et al., 2013). Before discussing coaching and coachability competencies, it is important to note that coaching and mentoring
are sometimes used interchangeably in practice and in the literature, despite their differences (Crompton, 2012; Koopman, 2013). Both
methods involve discussing problems with another person to encourage individual problem-solving. Coaching is, however, more
focused on achieving specific performance goals in a shorter-term, business-oriented relationship, while mentoring focuses on broader
outcomes and is considered a longer-term relationship (Connor & Pokora, 2012).

Coaching competencies are defined by Wise and Hammack (2011, p. 455) as “those abilities, behaviors, and skills that are utilized in the
coach—client relationship to further established goals”.

Focusing on the coach’s perspective they argue that coaching competencies are considered the “tools” utilized by coaches to attain
improvement goals. Coaching, however, is a dyadic relationship that requires both sides to possess and develop competencies. If we
adopt the perspective of the student/entrepreneur, the coaching competencies become “coachability competencies”. Coachability
competencies can be defined as those abilities, behaviors and skills that are utilized by the student/entrepreneur to further established
goals. Coachability can, therefore, be defined as a bundle of competencies that belong to five thematic areas: self-awareness,
commitment, learning, relationship management, and implementation.

Our study draws inspiration from a coachability model recently developed by Somia (2022) aiming to create competency tools to
help assess coachability and to encourage its development through entrepreneurship education. The details of the competency
assessment tools are presented next.

4. Coachability in entrepreneurship education

To secure angel and venture funding student entrepreneurs need to become ‘coachable’. It is a subjective and interpersonal concept
that can be aided by educational processes (Ciuchta et al., 2018). Entrepreneurship education can play a role, helping to develop
coachability during learning processes, especially enabling students to acquire specific competencies that make up general competence
for being coachable.

Creating entrepreneurial competencies and developing key entrepreneurial behaviors are some of the outcomes of entrepre-
neurship education, especially in ‘for’ approaches (Pittaway & Edwards, 2012). The development of coachability competencies can,
therefore, be considered important for increasing student credibility with investors, to secure startup resources and to advance venture
development (Balachandra et al., 2014).

Forms of entrepreneurship education that can contribute to the development of coachability competencies include experiential,
inquiry-based and project-based learning, such as business planning, the development of business models and entrepreneurial
consulting projects (Pittaway & Cope, 2007). There is an emerging consensus that entrepreneurship is best learned by adopting such
experiential approaches, applying knowledge through examples, cases, hands-on exercises, simulations or consulting projects (Neck &
Greene, 2011; Santos, Neumeyer, & Morris, 2019).

Based on these theoretical considerations, we suggest that, not only can coachability be developed through experiential learning
classes but also that the initial coachability level of students can be positively related with the student’s final course outcome. We also
suggest that there are some specific coachability competencies, which make up coachability competence, that may be strongly related
to the achievement of educational outcomes and may have more intense development during experiential learning programs.

Consequently, we advanced the following propositions:

P1: Initial perceived coachability level is related to the final student’s grade in experiential entrepreneurship courses.

P2: Coachability level and coachability competencies develop during the entrepreneurship experiential learning classes.

These propositions have been tested on a sample of students who attended two entrepreneurship experiential courses taught at a
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university in the Midwest of the United States (US). The two classes were experiential forms of entrepreneurship education. The first
class was an ideation and business models class, which is focused on individual work. Students use ideation techniques to generate
venture ideas, use screening techniques to choose an idea and develop a business model for that venture concept using the business
model canvas. In the first class, students are assessed via an ideation journal, a screening spreadsheet, the development of a Minimal
Viable Product (MVP), which is presented at a ‘Demo Day’, and a business model exhibition, which is judged by ‘mock’ investors. The
second class was an entrepreneurial consulting class, which is focused on teamwork. Here students work with entrepreneurial busi-
nesses on seven-week consulting projects and complete two projects per semester. In this second class, students are assessed via
business consulting reports and presentations, peer assessment and client assessment of team performance.

5. Methodology

Our study developed competency assessment tools to evaluate coachability and its development in entrepreneurship education: a
coachability survey and a BEI. The coachability survey created was filled out by a sample of 30 students and a subsample of 13 students
were interviewed using the BEI methodology. A BEI is a semi-structured interview centered on specific events recalled by the inter-
viewee that are relevant to the topic being researched. Given the low sample number, this work can be considered exploratory. Due to
the current lack of empirical research on this topic our study provides some initial findings of value to future study. Indeed, researchers
do not have well-defined coachability measurement instruments and it remains difficult to provide guidance about how to develop
coachability in practice (Kuratko et al., 2021) as well as within entrepreneurship education.

The research design involved students of two entrepreneurship courses, as outlined earlier, who completed a coachability survey at
the beginning of their classes. A smaller sample of students also completed the survey at the end of the class and were interviewed using
the BEI methodology. This study adopted a mixed method research approach, a combination of quantitative and qualitative research
techniques that aims at delivering more comprehensive and thorough research results. This approach to inquiry involve the collection
of quantitative and quantitative data, through surveys and interviews, and integrate the two forms of data to provide a more complete
picture of our research problem than either approach would do alone (Creswell, 2013). We adopted an explanatory sequential method.
We first conducted quantitative research, through a survey, analyzed the results statistically and then built on the results to explain
them in more detail with qualitative research, through BEIs, using thematic analysis. This approach is explanatory and the initial
quantitative results are explained along with the qualitative data (Creswell, 2013).

5.1. Coachability assessment tools

To assess coachability this study developed specific competency assessment tools: a BEI and a coachability survey. Beyond the
study, these tools can be used in entrepreneurship education and in coaching practice, to assess the coachability level of students and
entrepreneurs during courses and coaching interventions.

5.1.1. Behavioral event interview (BEI)

A BEl is a semi-structured interview in which the interviewer asks the interviewee to recall and relate specific events in which he/
she felt effective in executing his/her job (e.g., Boyatzis, 1982; Spencer & Spencer, 1993). It is also an intensive face-to-face interview
that involves soliciting critical incidents and documenting what the respondent was thinking, feeling, and doing during the event
(Rothwell & Lindholm, 1999). The BEI technique is based on a modification of Flanagan’s (1954) critical incident interview, which is
considered one of the most effective methods for assessing competencies (e.g., Boyatzis, 1982; Spencer & Spencer, 1993).

The BEI offers a high degree of validity, as the competencies identified by means of it are the ones required for effective perfor-
mance and not the ones identified according to the respondent’s subjective opinion (Marrelli, 1998). BEIs, used to assess competencies,
can be time and labor intensive (Marrelli, 1998; Spencer & Spencer, 1993), which places some limits on the size of the sample. Despite

Table 1
Coachability survey example items.
Competencies Items Ref. Sources
1. Self- 1.1 Self-reflection Ability to reflect on your needs, aspirations and wants in the short, medium and long EntreComp Self-
awareness term. awareness 2.1
1.2 Self-assessment Ability to identify and assess your strengths and weaknesses. EntreComp Self-
awareness 2.1
Ability to recognize how your feelings affect your performance. Boyatzis (2009)

2. Commitment 2.1 Seeking advice Ability to proactively seek help and advice to achieve goals. Ciuchta et al. (2018)
2.2 Achievement Ability to improve or meeting a standard of excellence in entrepreneurship, respecting Boyatzis (2009)
orientation commitments made and deadlines.

3. Learning 3.1 Receiving Ability to listen attentively when receiving feedback adopting an open-minded approach ~ Ciuchta et al. (2018)
Feedback to new entrepreneurship ideas and way of doing things.

Source: Authors’ elaboration
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its limitations the methodology is appropriate for the theory-building objective of this research because it provides detailed infor-
mation about the nuances of coachability competencies expressed by different students (Spencer & Spencer, 1993).

Students in the study were asked to recall three situations, events, or activities in the last few months where they felt effective in
achieving a result, solving a problem, and managing a relationship. Each BEI lasted about 1 h and was recorded and transcribed for
coding using thematic analysis (Boyatzis, 1998); a process of coding qualitative information using a competency codebook was used as
explained later. Despite being an effective tool to assess competencies, the BEI method does have limitations. First, the interview
method relies on the recall of the respondent, who chooses what to tell based on what he/she remembers, and can be affected by
retrospective bias (Boyatzis, 1982). This risk is mitigated by requesting the interviewee to provide detailed information about the
situation, including their thoughts, feelings, dialogues, behaviors, and outcomes, which characterize the event being described
(Tognazzo, Gubitta, & Gerli, 2017).

Secondly, the interview method is not aimed to collect specific information or specialized knowledge that is at the basis of de-
cisions, thoughts, and actions recalled by the interviewee (Richard E. Boyatzis, 1982). BEI data, therefore, are not considered adequate
sources for determining functional/technical competencies, while they are suitable for identifying behavioral competencies, such as
coachability competencies studied in this research. Coaches are usually in the best position to assess the founder’s coachability
(Kuratko et al., 2021) as are professors to assess the student’s coachability competencies development during courses. Often it is
important to assess the coachability level, of the person to be coached, before a coaching relationship starts and not rely solely on
self-assessment tools. The BEI is a powerful method to assess competencies at the initial stage, without observing the student or founder
in action, because it represents an efficient substitute for the direct observation of behaviors (Boyatzis, 2009). It can also be repeated at
the end of the coaching relationship to compare the competencies that emerged and to analyze the coachability competencies
developed.

5.1.2. Coachability survey

A coachability survey was developed using five competency clusters and 15 coachability competencies. To assess these compe-
tencies, a survey with a set of 40 items (see Table 1) was created by drawing on the competency and entrepreneurship literature (e.g.:
Morris et al., 2013; Boyatzis, 2009, etc.) and by applying the European Entrepreneurship Competence Framework (EntreComp)
(Bacigalupo, Kampylis, Punie, & Van den Brande, 2016). In this study the survey developed was used to assess the possession of
coachability competencies from the student’s perspective, but it could also be used to assess the relevance/importance of each
competency for the student. The survey can also be used by a professor/coach to compare the student’s perspective with another
person’s perspective (e.g., expert assessment, peer assessment).

Such an assessment comparison of coachability competencies allows for the student’s and professor’s views about the possession of
competencies to be compared. The comparison of perspectives thus makes it possible to identify competency gaps that might exist and,
thereby, identify training needs to be coached. A sample item assessing the level of importance of the Receiving Feedback competency
could be, for example: “How important to you is it to listen attentively when receiving feedback adopting an open-minded approach to
new entrepreneurship ideas and way of doing things?” A Likert-type scale may be used to assess the level of importance ranging from 1
(Limited) to 5 (Very high). While to assess the level of possession of the same competency the survey item may add: “To what extant are
you able to listen attentively when receiving feedback adopting an open-minded approach to new entrepreneurship ideas and way of
doing things?”, while using a similar Likert scale from 1 (I can’t do it) to 5 (I can do it very well). Table 1 presents some example items
used within the coachability survey.

5.2. Data collection

Perceived coachability competencies possession has been assessed through the coachability survey described, which was filled out
at the beginning of two entrepreneurship courses attended. We chose two entrepreneurship courses that adopt an experiential learning
approach. Ideation and Business Models course is designed for students building the courage to create, and risk making mistakes in
their quest for innovations in products, services, or processes. Entrepreneurial Consulting is a project-based course in which students,
working in teams, undertake “consulting” projects for a small, entrepreneurial business, a social enterprise, or an individual entre-
preneur. At the end of the courses, the final grade of the students has been recorded to be used as outcome variable.

Our sample consists of 30 students, 63% male and 37% female, ranging in age from 20 to 23 years old and 17% of students had prior
experience as a founder of a startup. More than half of the students in the sample had no experience of having been coached (57 %),
while 37% had moderate experience and 7% had extensive experience of having been coached. We chose one of the two entrepre-
neurship courses to study in more detail to more deeply assess the development of coachability competencies. These students, at the
end of the entrepreneurship course, filled out the survey again and were interviewed using the BEI methodology to assess their
coachability competencies as well as their development over time. This subsample consists of 13 students and is a fair reflection of the
larger sample when considering the gender distribution: 62% male and 38% female students. We should note, however, that more
students in the subsample, who completed all steps of the coachability assessment, had venture experiences than the overall sample
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(31%).

As a benefit of students’ participation, they received a personalized report describing their profile of coachability competencies, its
development after the experiential learning and the results that emerged from the BEI. The final goal of this coachability report was to
help students develop their self-awareness, by allowing them to reflect on their self-perception and alongside the external assessment
of an expert assessor regarding their coachability competencies.

5.3. Data analysis

This study collected quantitative and qualitative data, and as detailed next, these data were analyzed using statistical and thematic
analysis, where relevant to the data type and sample size. To test the first preposition, exploring the initial perceived coachability level
and how it is related to the final student’s grade, we analyzed initial self-assessment on the full sample of students and their final
grades, using correlations within SPSS. Correlations were deemed sufficient for our purposes because we aimed to measure the strength
of the relationship between variables and not to test their causality. To analyze the coachability progression during courses, the initial
data on perceived coachability competencies was compared to data collected at the end of courses. To test the second proposition, we
used the Wilcoxon signed-rank test which is a non-parametrical test appropriate for situations in which there are two sets of scores to
compare from the same participants (Field, 2013).

Qualitative data collected from the BEIs were coded using thematic analysis, as suggested by Boyatzis (1998). Thematic analysis
involves the systematic coding of qualitative information using a codebook that outlines distinct themes and how to identify them. This
method showed the predictive validity of the competencies activated by the respondent during the events collected as coded from the
interviews (Boyatzis, 2009). For our analysis, we developed a code book that comprehensively describes 15 coachability competencies.
These competencies are identified through a combination of behavioral indicators drawn from entrepreneurship competency literature
(e.g.: Morris et al., 2013; Boyatzis, 2009, etc.), coachability studies (e.g.: Chiutcha et al., 2018; Weiss & Merrigan, 2021; Giacobbi,
2000, etc.), and the European Entrepreneurship Competence Framework (EntreComp) (Bacigalupo et al., 2016).

These coachability competencies have been grouped into five clusters that represent the following key thematic areas: Self-
awareness; Commitment; Learning; Relationship; and Implementation. The 15 coachability competencies are: 1. Self-reflection, 2.
Self-assessment, 3. Self-efficacy (Self-awareness cluster), 4. Seeking advice, 5. Resilience, 6. Achievement orientation (Commitment cluster),
7. Receiving feedback, 8. Critical reflection, 9. Conceptualization (Learning cluster), 10. Building relationships, 11. Persuasion, 12. Team
working (Relationships cluster), 13. Transfer learning in action, 14. Take the initiative, 15. Flexibility (Implementation cluster) (see also
Table 2).

Our examination involved a thorough review of the events recounted by students, allowing us to pinpoint specific instances where
they demonstrated behaviors that unequivocally illustrated their possession of distinct coachability competencies.

6. Findings

Adopting a sequential explanatory mixed method, the results of quantitative research were first analyzed and then explained in
more detail using our qualitative research.

6.1. Proposition testing

The results of the correlation analysis between the perceived coachability level (sum) and the course final grade support Propo-
sition 1: Perceived coachability level is positively related to the course final grades. Computing Pearson Correlation coefficient using
SPSS confirmed that perceived coachability level has a statistically significant positive correlation (r = 0.353, p-value .028 1-tail) with
the course final grades (see Appendix, Table III).

We also performed a correlation analysis among the coachability competencies and the course final grade. The statistical analysis
revealed highly significant positive relationships (p-value< .01) for self-assessment (r = 0.545) and a significant positive relationship
with self-reflection (p-value .016; r = 0.435), and Flexibility (p-value .012; r = 0.452) (see Appendix, Table IV) We took considerable
caution in interpreting the correlation coefficients for two reasons: the third-variable problem and the direction of causality (Field,
2013). First, there may be other measured or unmeasured variables affecting the final grades that sometimes are called confounding
variables. The second reason of caution is because correlation coefficients do not indicate in which direction causality operates, that is,
which variable causes the other to change.

In our research, we identified a circular relationship between coachability and entrepreneurship education. Coachability can be
developed through entrepreneurship training, the results of which have a positive relationship with the initial level of coachability.
The second proposition was supported by our Wilcoxon statistical tests. The development of coachability level during the experiential
learning classes is statistically significant, considering both the difference between the initial and final level of coachability (z —1.992,
p-value = .046, Asymp. Sig. 2-tailed) and the difference between the initial and final average level of coachability competencies
possessed (z —2.066, p-value = .039, Asymp. Sig. 2-tailed) (see Appendix, Table V). The same nonparametric test performed on the



T. Somia et al. The International Journal of Management Education 22 (2024) 100921

development of coachability competencies led us to identify two competencies that had a highly statistically significant improvement
during experiential entrepreneurship courses: Transfer learning into action (z —2.646, p-value .008, 2-tailed) and taking initiative (z
—2.646, p-value .008, 2-tailed). Other coachability competencies that developed during the experiential learning courses in a sta-
tistically significant manner with a p-value< .05 (2-tailed) are: self-reflection, seeking feedback, resilience, commitment, and critical
reflection (see Appendix, Table VI).

6.2. Qualitative findings

The qualitative data are used to further investigate the first proposition and illustrate how specific coachability competencies,
identified by statistical analysis, are stronger when related to entrepreneurship education outcomes. Coachability competencies that
have highly significant positive relationships with the course final grade are self-reflection, self-assessment, and flexibility. These com-
petencies, which are possessed by students before they attend the entrepreneurship courses assessed, have a stronger relationship with
educational outcomes in the course. The following subsections present the qualitative data, collected through the BEIs, to provide
evidence of the possession of these competencies and to illustrate their importance for improving learning outcomes.

Self-reflection and self-assessment are essential indicators of self-awareness competence. Self-reflection can be defined as the ability
to reflect on one’s needs, aspirations and wants in the short, medium and long term (EntreComp 2.1 Self-awareness and self-efficacy)
(Bacigalupo et al., 2016). Self-reflection competency revealed highly significant positive relationships with learning outcomes
(p-value< .01, r = 0.435). The first example taken from the BEIs refers to a self-reflection process made by a student based on the
grades received.

Student recalled:

“The other day I was home with my parents, and we were looking through my grades and I'm over a 3.9 for my GPA right now,
so [ think I'd be considered Suma cum laude with a 3.95: ... I don’t do it for the grade. I do it because it needs done. And by way
of doing, it because it needs to be done and doing like my best therefore, I'm getting good grades.”

“... Being able to sit back now and say: ‘I’ve also had minuses for the last three years, but hard work is very reassuring because
now I'm probably going to receive some type of reward for that. Knowing that I have to just keep doing what I’ve been doing,
and I'll be just fine. It is really important™.

The ability to reflect on the past, on needs, aspiration and wants in the short, medium, and long term, helped the student to realize
what the best strategies were to achieve future learning outcomes he desired.

Self-assessment competency is defined in the EntreComp Framework as the ability to identify and assess one’s strengths and
weaknesses (EntreComp 2.1 Self-awareness and self-efficacy) (Bacigalupo et al., 2016). In this study, self-assessment competency had a
large effect (r = 0.545) on learning outcome with which it is correlated as highly significant (p-value< .01). The example presented
refers to an event, recalled by a student, regarding a research project on computer science learning machine. The student described that
it was a basic project, and he was asked to make a public presentation about it, but at that time he didn’t have much experience in
presenting.

Student stated:

“I’ve never had an issue in getting my point across effectively in communication classes, but I was a little bit nervous in public
speaking and this was the main problem that I should have tried to overcome because I knew that this would be something that
would help me later on.”

“... practicing with small groups of students and friends and watching other presentations. This allowed me to overcome big
fears and challenges that I've always had.”

In this case, the ability to identify one’s weakness in public speaking helped the student to work effectively on the development of
this ability, which proved useful for pitches and for public speaking later in the entrepreneurship course.

Flexibility can be defined, drawing inspiration from the flexibility indicators of the Emotional Competency Inventory (ECI), as the
ability to adapt the plan, behavior or approach to fit major changes in situations (Boyatzis, Goleman, & Rhee, 2000). Flexibility
competency revealed highly significant positive relationships with the learning outcomes (p-value< .01, r = 0.452). The following
example happened during an entrepreneurship course where the professor, near the end of the semester told the students that the final
exam would be different from previous similar exams that were open book. To fit into the changes in this situation, a student effectively
adapted his study plan and behavior. The student recounted:

“After I heard that, I started going to class again and I confronted the professor speaking my mind and trying to stand it up for
something that I didn’t feel was fair to other people. The professor answered that we just have to deal with it, so I put in the
resolve to study really hard over that last week, memorizing those topics that professor wanted us to learn, to make sure that I
passed the class.”

“... T also talked with other people about the class sort of getting their feel for the class was helpful. I was sort of judging their
preparation level for the exam to base my preparation level on.”

The flexibility of the student was extremely helpful not only to get a good exam score but also to improve his studying habits.
Qualitative data are also used to underpin the second proposition by providing examples from the BEIs of specific coachability
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competencies developed by students during the entrepreneurship coursed attended. Coachability competencies that had a highly
statistically significant progress during experiential entrepreneurship courses, according to the statistical analysis, were transferring
learning into action and taking initiative.

Transferring learning into action can be defined as the ability to transfer the knowledge and/or skills learned back to one’s tasks, work
(Weiss & Merrigan, 2021), and projects, within the entrepreneurial learning context. An example of this ability was shown, by a
student interviewed, during a consulting project where the student was asked to create a quantitative model to forecast the number of
employees needed in each time period. The student needed to figure out a way to use a difficult combination of product functions in
Excel, and this was challenging.

To solve this problem, the student explained:

“I was going into my old notes from some of my classes in school. I went back into some of my courses’ materials, and I was able
to find where I created essentially an index and then referenced that index. So that way it didn’t have to use as many formulas
and that ended up being really helpful, but I forgot like exactly how to do it.”

The student used and transferred the knowledge and abilities learned in previous courses into the new project.

Taking initiative is defined by the EntreComp Framework as the ability to act and work independently to achieve goals, stick to
intentions and commitment to projects (Bacigalupo et al., 2016). Experiential entrepreneurship courses also help students to develop
their ability to take the initiative that can be extremely helpful in all the other activities in which students are involved. The following
example recalled by a student interviewed refers to a group project realized during the entrepreneurship course. The student explained
that the all the team members had underestimated how much work it would take for them to complete the project.

The student continued saying:

“So, there was a midsemester project update where we had to have the full thing modeled and assembled just put together, and
we all did parts and then somebody said he would take on the modeling he did. But when the day came to actually turn in the
report, the model didn’t really work at all.

I had taken it upon myself over Thanksgiving to fix the model from the base up and put it all back together, making sure all like
the constraints and stuff were good and fixed and making sure we could actually use it in the final project rather than having this
basically unusable model.”

The student demonstrated in this episode his ability to take the initiative to solve the problem that arose in the group project,
thereby succeeding in meeting the deadlines and commitments made by his group. Qualitative data collected though the BEIs allowed
us to further investigate specific coachability competencies, identified by statistical analysis, providing actual examples taken from
student experience. We gathered evidence supporting the role of self-awareness (self-assessment and self-reflection) and flexibility on
entrepreneurship learning outcomes. This section also provided episodes in which students used two action-based competencies,
transferring learning in action and taking initiative, that demonstrated a highly statistically significant progress during the experiential
entrepreneurship courses analyzed.

7. Discussion

Coaching is increasingly used to support entrepreneurs during different stages of the entrepreneurial process (Kotte et al., 2021)
and it is, also, increasingly demanded as a reflection- and action-based learning method in entrepreneurship education (Kiittim et al.,
2014, Kallaste, Venesaar, & Kiis, 2014). In this article, we explain the relevance of coachability to entrepreneurship education and its
development opportunity though experiential entrepreneurship education, particularly when it adopts a competency-based
perspective (Morris et al., 2013). Adopting a competency-based perspective to assess coachability, we provide in this exploratory
study empirical insights of how coachability competencies are positively related to entrepreneurship education outcomes and can be
developed through experiential entrepreneurship courses. The remainder of this section discusses the theoretical contributions to
research on coachability and its assessment, on entrepreneurial competencies, as well as the contribution to entrepreneurship edu-
cation and practice.

7.1. Contributions to coachability research

Our research demonstrated the relevance of initial level of coachability, and particularly of self-awareness competencies (self-
assessment and self-reflection), on entrepreneurship education outcomes. The dominant coaching literature agrees that self-awareness is
simultaneously the starting point of coaching and one of the benefits expected from coaching (Bachkirova, Arthur, & Reading, 2015;
Brinkley & Le Roux, 2018; Crompton, 2012; Laske, 1999; Mineur, 2012). Increased self-awareness is also considered one of the in-
dicators of successful coaching, together with sustained behavioral change and more effective leadership (Wasylyshyn, 2003).

Self-awareness is created, according to the literature, by providing the participants with the opportunity for reflection about
limiting behaviors and their effect on other people (Brinkley & Le Roux, 2018). Not only do participants need to develop these
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coachability competencies but also coaches need training emphasizing self-awareness and self-reflection to help them to select and
implement appropriate interventions, and to monitor individual change (Orenstein, 2002). Entrepreneurship education programs
should therefore be designed to provide students with the opportunity for self-reflection and self-assessment to increase their overall
self-awareness. We suggest using competency assessment tools and to create competency report and feedback sessions (cfr. Table 2), to
improve the abilities of students to assess and reflect on themselves.

Our study revealed the important role of flexibility on entrepreneurship learning outcomes. Flexibility is important in entrepre-
neurial coaching where entrepreneurs need to be open to new experiences and, at the same time, learn from the experience of their
coaches (Kuratko et al., 2021). Flexibility involves specific cognitive and adaptive competencies. Cognitive adaptability refers to the
ability to change or adapt decision policies effectively and appropriately (i.e., to learn) when given feedback (inputs) from the
environmental context in which cognitive processing is embedded (Haynie, Shepherd, & Patzelt, 2012).

Furthermore, the progressive development of flexibility and adaptability are recognized from neuroscience research, into the
learning brain, as critical to inform learning, teaching and assessment related to creativity, visioning and dealing with ambiguity
(Penaluna & Penaluna, 2021). Flexibility and adaptability are central constructs of learning and should be key goals in entrepre-
neurship education design (Penaluna & Penaluna, 2008), together with self-awareness competencies.

Our empirical research provided evidence of the role of entrepreneurship education in developing coachability competencies and
especially action-based competencies, such as transferring learning in action and taking initiative. This is not surprising because one of the
entrepreneurial outcomes of entrepreneurship education, especially in ‘for’ approaches adopted in experiential entrepreneurship
courses, is to encourage students to engage in activities that aim to encourage the development of entrepreneurial behaviors such as
initiative taking (Pittaway & Edwards, 2012).

Transferring learning in action is at the core of the experiential learning process described by Kolb (D. A. Kolb, 1984). The learning
process is portrayed as a spiral of experiencing, reflecting, thinking and acting, to create new knowledge through successive iterations.
Experiences form the basis for making reflections, that are processed and distilled into abstract concepts that can be actively tested and
serve as a guide for creating new experiences (A. Y. Kolb & Kolb, 2005). Experiences, and therefore the development of action-based
competencies, are essential in experiential entrepreneurship education and in education itself that “... must be conceived as a
continuing reconstruction of experiences” (Dewey, 1897, p. 97). Transfer of learning is also effectively promoted in learning envi-
ronments that apply cognitive apprenticeship. One of the key steps of cognitive apprenticeship, identified by Collins, Seely Brown, &
Holum (1991), is promoting transfer of learning. Students are guided to consider how what they are learning can be applicable in a
range of tasks, adapting their abilities to diverse new situations. The challenge, in cognitive apprenticeship, is to present a diversity of
tasks and situations and to help students generalize the competencies, to learn when the ability is or is not applicable, and to transfer it
independently when faced with novel situations (Austin, 2009; Collins, Seely Brown, & Holum, 1991).

Our research findings have, therefore, shed light on the importance of implementation as a crucial area of competence that
significantly affects coachability effectiveness, alongside self-awareness. Implementation includes competencies such as flexibility,
transferring learning into action, and taking initiative. To enhance these competencies through entrepreneurship education, we recom-
mend designing experiential learning programs that encourage students to actively apply what they have learned, by taking the
initiative to create and craft something new, while remaining flexible and adaptable to user feedback and changing circumstances (cft.
Examples of Table 2). This might also involve repeating certain activities after negative feedback. By emphasizing these action-based
competencies, entrepreneurship education can improve coachability and better prepare students for the dynamic and unpredictable
nature of the business world.

7.2. Contribution to coachability assessment methodology

This study makes a contribution to assessment methodology by introducing a multi-method, multi-perspective approach to
assessing coachability that can provide, as with the assessment of coaching from multiple perspectives (Greif, 2013), a greater
effectiveness. The coachability competency survey developed can enable assessment from multiple perspectives, moving toward
360-degree feedback, involving coaches, educators, students, expert-assessors, peers. The 360-degree feedback is a multiple-source
feedback that has been used to measure the effect of coaching (Smither, London, Flautt, Vargas, & Kucine, 2003) and in many ex-
ecutive education program that provide coaching interventions (Hooijberg & Lane, 2009). Using the survey developed to assess both
the level of importance and of possession of the coachability competencies enable the identification of training needs, from different
perspectives, that require coaching support.

The main contribution of our study to the coachability assessment methodology is the adoption of a multi-method approach,
introducing the use of the BEI methodology. The BEI is a powerful tool to assess competencies without observing the student directly or
founder in action, because it represents an efficient substitute for the direct observation (Boyatzis, 2009). It can also be useful to
analyze the coachability competency development if the interview is repeated at the end of a coaching relationship. The adoption of a
multi-method approach combined with 360-degree feedback to assess coachability can provide a broadening of analysis perspective
and better triangulation of results.
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7.3. Contribution to literature on entrepreneurial competencies

This study contributes to the literature on entrepreneurial competencies, focusing on most recognized American and European
competency frameworks. We define coachability as a bundle of competencies organized into five areas: self-awareness, commitment/
achievement, learning, relationship, and implementation and 15 competencies. While we incorporated three competencies from Morris
et al.’s framework (2013, p. 358)- Self-efficacy, Resilience, and Building and Developing Relationship—, we recognized the absence of an
important entrepreneurial competence that is at the core of the coachability construct and that is entrepreneurial learning itself.

Unlike the Morris et al. framework, White (2021), and the EntreComp framework (Bacigalupo et al., 2016) include learning
abilities as critical entrepreneurial competencies. The EntreComp Framework defines learning from experience as the ability to learn by
doing that includes: the ability to learn with others, including peers and mentors, the ability to learn from failure, and continuous
learning (Bacigalupo et al., 2016, p. 13). White’s (2021) framework also includes learning though failure and continuous leaning as
two of the its nine entrepreneurial competencies.

Based on our analysis, we suggest that the Morris et al. framework may benefit from including entrepreneurial learning abilities and
integrating the coachability competence into its framework. Additionally, although the EntreComp Framework already considers the
ability to learn from mentors/coaches, we believe it could benefit from considering the construct of coachability and its various com-
ponents, described in this study, that transcend the simple ability to learn from mentors/coaches. Overall, we believe this research
provides a valuable contribution to the literature on entrepreneurial competencies by shedding light on the competencies required for
entrepreneurs to be coachable, further enabling competency development and indirectly supporting entrepreneurial outcomes such as
venture growth.

7.4. Contribution to entrepreneurship education

This study argues that coachability can be effectively developed through entrepreneurship education, particularly when it adopts a
competency-based perspective (Morris et al., 2013) and an experiential leaning approach. In the realm of entrepreneurship education,
there are various roles and stakeholders that can be coach, coached or who may engage in both roles. According to Gallwey (2001), one
of the most effective ways to learn coaching is through direct experience of coaching and being coached. Peer coaching initiatives in
entrepreneurship education provide an opportunity for students to engage in both roles, as coaches and coached. This form of coaching
has the added benefit of reciprocity and mutuality in the coaching process, making it a valuable resource for critical learning in today’s
increasingly complex and ever-changing world (Parker, Kram, & Hall, 2014).

To support entrepreneurship educators in developing coachability, we propose the contents designed for entrepreneurship expe-
riential courses, providing some practical examples of coaching activities and peer coaching (see Table 2). Adopting a competency-
based approach, we describe the entrepreneurship experiential learning activities that can be helpful to develop the coachability
competencies grouped into five areas: self-awareness, commitment, learning and implementation.

We also provide some practical examples taken from the experiential entrepreneurship courses studied in this research, such as
video pitch peer coaching/mentoring review, competency assessment feedback.

7.5. Contribution to entrepreneurship practice

Coaching is considered a best practice in today’s entrepreneurship support system and founder coachability is often praised by
practitioners in startup ecosystems (Barnes & Felts, 2019). Assessing founders coachability can help ecosystem leaders, incubation
managers, venture capitalists and business angels to select entrepreneurs who may be best suited for start-up acceleration programs or
capital investment. Indeed, entrepreneurship research has shown that venture investors usually attribute more probability of in-
vestment success or failure to the founders than to the business (Bernstein, Korteweg, & Laws, 2016; Gompers, Gornall, Kaplan, &
Strebulaev, 2020). Given the importance to venture investors of founder competencies and coachability, the competency assessment
tools suggested could be useful for assessing entrepreneurs in funding settings. The BEIL, especially, can be a valuable tool to assess
effectively the coachability of the founder.

8. Conclusion

Coaching is considered as an area of future potential in entrepreneurship education research (Kuratko & Audretsch, 2021) and our
study aims to shed light on coachability as a core component of entrepreneurship (Kuratko et al., 2021; Nabi et al., 2021). While
contributing both to the academic debate and to entrepreneurship education and practice, this study has limitations, which can be
addressed by future research.

Due to the limited sample size because of the method used, we consider this research to be exploratory. As research on this topic is
at an initial stage, in entrepreneurship education, our work aimed to shed light on the phenomenon by combining quantitative with
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qualitative methods, collected via interviews rich in detail (Edmondson & McManus, 2007). The main limitation is the relatively small
sample, which included 30 students surveyed and 13 BEIs. The limited number of cases was due to the use of the BEI method, which is
extremely time- and labor-intensive. Accordingly, a research opportunity to assess the generalizability of the results would be
extending the study design to a large-scale, survey-based approach that further validates the coachability survey developed in this
exploratory study. In our future studies, we plan to place a greater emphasis on including institutions from various countries to ensure
a broader range of data and a more diverse participant pool. This will allow us to analyze and compare coachability across different
cultural contexts and identify any potential differences or similarities.

Research is ongoing to assess the content-validity and the reliability of the coachability survey, following recommended steps in
developing a psychometrically sound measure and involving in the validation process using expert panels, such as venture capitalists,
executive coaches, and entrepreneurship professors. Coachability assessment of students through adequate competency assessment
tools makes it possible to adopt a “tailored,” rather than generic, approach to supporting students when they transition from student to
entrepreneur (Nabi et al., 2021). Assessing coachability early on could help educators recognize the deficits that individual students
hold and allow for pedagogic design, or one-on-one tutoring, that is tailored to specific needs.

Coachability development, especially though competency-based experiential entrepreneurship courses, allow for the better crea-
tion of conditions for entrepreneurship students to raise resources from investors for venture initiatives. The findings of our research
emphasize the critical role of both self-awareness and implementation competencies in coachability development and effectiveness.
Entrepreneurship education programs should, therefore, focus on improving coachability competencies by cultivating self-reflection
and self-assessment among students, challenging them to take the initiative, creating and crafting something new, while remaining
flexible and adaptable to user feedback and changing circumstances.

The final goal of our work is to contribute to the development of student entrepreneurship competencies, such as coachability, to
help future entrepreneurs improve their chances of venture financing success, thereby creating more value from their education in
entrepreneurship.
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Appendix

Table III
Correlation coachability level and final grade

Coachability level Final grade
Coachability level Pearson Correlation 1 3537
Sig. (1-tailed) .028
N 30 30
Final grade Pearson Correlation .353* 1
Sig. (1-tailed) .028
N 30 30

* Correlation is significant at the 0.05 level (1-tailed).
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Table V
Coachability level development - Wilcoxon test (initial-final results)

Test Statistics

Sum 1 - Sum 2 Average 1 - Average 2

z —1.992b —2.066b

Asymp. Sig. (2-tailed) 0.046 0.039

a Wilcoxon Signed Ranks Test

b Based on positive ranks.

Ranks N Mean Rank Sum of Ranks

Sum 1 - Sum 2 Negative Ranks 8a 9.25 74
Positive Ranks 5b 3.4 17
Ties Oc
Total 13

Average 1 - Average 2 Negative Ranks 6d 4.33 26
Positive Ranks le 2 2
Ties 6f
Total 13

% Sum 1 < Sum 2.
> Sum 1 > Sum 2.
¢ Sum 1 = Sum 2.
d Average 1 < Average 2.
¢ Average 1 > Average 2.
f Average 1 = Average 2.

Table VI

Coachability competencies development - Wilcoxon test (initial-final results)
Codes Test Statistics” Z Asymp. Sig. (2-tailed)
SA1: Self-reflection 1Q1 - FQ1 —2.000" 0.046
SA2: Self-assessment IQ2 - FQ2 577" 0.564
SA3: Emotional Self-assessment 1Q3 - FQ3 —1.265" 0.206
SE1: Self-efficacy 1Q4 - FQ4 ~1.461" 0.144
SE2: Self-efficacy 1Q5 - FQ5 ~1.414° 0.157
SE3: Self-efficacy 1Q6 - FQ6 —.312" 0.755
SE4: Self-efficacy 1Q7 - FQ7 —.749" 0.454
SES5: Self-efficacy 1Q8 - FQ8 ~1.350° 0.177
SF: Seeking Feedback 1Q9 - FQ9 —2.489" 0.013
RES Resilience 1Q10 - FQ10 —2.209" 0.027
AO1: Achievement Orientation 1Q11 - FQ11 ~1.508" 0.132
AO2: Achievement Orientation 1Q12 - FQ12 .000° 1
AO3: Achievement Orientation 1Q13 - FQ13 ~1.134° 0.257
AO4: Achievement Orientation 1Q14 - FQ14 —~1.732° 0.083
AO5: Achievement Orientation 1Q15 - FQ15 -1.000" 0.317
AO06: Achievement Orientation 1Q16 - FQ16 —2.310° 0.021
RF1: Receiving Feedback 1Q17 - FQ17 —.832" 0.405
RF2: Receiving Feedback 1Q18 - FQ18 -1.000" 0.317
RF3: Receiving Feedback 1Q19 - FQ19 -1.667" 0.096
CR1: Critical Reflection 1Q20 - FQ20 —2.236¢ 0.025
CR2: Critical Reflection 1Q21 - FQ21 —~1.190° 0.234
CT: Conceptualization 1Q22 - FQ22 —.707" 0.48
NW1: Building Relationships 1Q23 - FQ23 —1.265" 0.206
NW2: Building Relationships 1Q24 - FQ24 ~1.000" 0.317
P1: Persuasion 1Q25 - FQ25 —1.100° 0.271
P2: Persuasion 1Q26 - FQ26 —.812° 0.417
P3: Persuasion 1Q27 - FQ27 -1.633" 0.102
TW1: Team working 1Q28 - FQ28 .000° 1
TW2: Team working 1Q29 - FQ29 —1.443" 0.149
TW3: Team working 1Q30 - FQ30 —1.414" 0.157
TW4: Team working 1Q31 - FQ31 .000° 1
TWS5: Team working 1Q32 - FQ32 —.447° 0.655
TL1: Transfer of Learning into action 1Q33 - FQ33 —2.646" 0.008
TL2: Transfer of Learning into action 1Q34 - FQ34 —.513" 0.608
I1: Taking initiative 1Q35 - FQ35 —2.646" 0.008
12: Taking initiative 1Q36 - FQ36 -1.811° 0.07
13: Taking initiative 1Q37 - FQ37 —2.070" 0.038
FL1: Flexibility 1Q38 - FQ38 -.333" 0.739
FL2: Flexibility 1Q39 - FQ39 —1.231° 0.218
FL3: Flexibility 1Q40 - FQ40 —.977" 0.329
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# Wilcoxon Signed Ranks Test.

b Based on positive ranks.

¢ The sum of negative ranks equals the sum of positive ranks.
d Based on negative ranks.
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