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RECOGNITION OF PRIOR EXPERIENTIAL LEARNING (RPEL) APPLICATION FORM 

This form must be completed where an individual wishes to claim credit for experiential learning and should be completed in consultation with the Academic Mentor or Recognition and Accreditation of Learning (RAL) Adviser.

Credit for experiential learning may be gained from a variety of sources, for example, within the workplace, from training courses that the individual has completed but which are not certificated, through experience in voluntary work, or by individual study. Credit, once awarded, is not distinguished by its source. Experiential learning can lead to either specific or general credit. It is normally possible to recognise up to two thirds of a programme by awarding academic credit for prior experiential learning. 

The full regulations for the Recognition of Prior Experiential Learning (RPEL) can be found in the Recognition of Prior Learning (RPL) Policy at: 
https://www.uwtsd.ac.uk/about/academic-office/academic-quality-handbook

Application Process

You should complete sections 1 to 3 of the form and arrange for your Academic Mentor or RAL Adviser to complete section 4. Applications from the University’s Structural or Collaborative partner institutions will require additional recommendations from a member of staff from the Professional Practice Framework Team in the Institute of Management and Health and the relevant Partnership Team Leader.

Before completing section 3, please ensure that you read the guidance notes located on the Moodle page ‘PL3b Recognition of Prior Experimental Learning’ at: https://moodle.uwtsd.ac.uk/course/view.php?id=8602

· For claims relating to Specific Credit, in section 3 of this form, you should provide details of the prior experiential learning with explicit reference to how the learning outcomes of each module for which credit is claimed have been met.

· For claims relating to General Credit over 40 Credits, you should register on the Recognition and Accreditation of Learning (RAL) module in consultation with your RAL Adviser and in section 3 of this form, provide a summary of the portfolio of evidence and reflective essay evaluating the learning that has been achieved.

To comply with data protection legislation, you must anonymise personal and sensitive data within your portfolio of evidence. According to the Information Commissioner's Office, personal data is information that relates to an identified or identifiable individual which could include a name, home address, identification number or an IP address. Special category data (sensitive data) is personal data that needs more protection because it is sensitive. Examples of this type of data include race, ethnic background, political opinions, religious beliefs, trade union membership, genetics, biometrics, health and sex life or orientation. Further information can be found at: https://ico.org.uk/ 

Your claim must be supported by a letter or email of support from an employer or appropriate alternative. This must be on official headed notepaper of the organisation concerned or presented on an email that shows it has been sent by the author from the official domain name of the author's organisation.




	1. APPLICANT DETAILS

	Name:

	Deborah Teckoe 

	Student number (if applicable):

	2329151

	Address:
	4 Parkfield Drive
Kenilworth
Warwickshire
CV8 2JJ 


	Telephone number:

	+447540000372

	E-mail address:

	accounts@ksl-ltd.co.uk

	Programme of study applied for OR registered (if current student):

	
MA in Coaching and Mentoring 



	Level of study of entry (if not a current student):

	Level 7 

	Award title (e.g. BA, Diploma):

	MA 

	Institute/Academic Discipline/Centre:

	Faculty of Management and Health 

	Campus:

	Carmarthen

	Employer details (for Apprentices only):

	
NA







	2.  ACADEMIC MENTOR / RAL ADVISER

	Name:


	Institute:


	Designation:          ACADEMIC MENTOR   /   RAL ADVISER   (delete as appropriate):  














	3. DETAILS OF EXPERIENTIAL LEARNING FOR WHICH CREDIT IS CLAIMED 
(the text box below is expandable)

	Total number and level of credits of experiential learning claimed (e.g. 120 credits at Level 4 and 60 credits at Level 5):
	100
	Portfolio of evidence submitted (please tick):
	

	Details of module code(s) and title(s) (if applicable):
	BMPF7080 / BMPF7080D
	RAL Module successfully completed (if applicable) (please tick):
	

	Total fee payable (at £5 per credit awarded) (if applicable):
	
	Confirm payment has been made (if applicable) (please tick):
	No

	
TO BE COMPLETED BY THE APPLICANT
Before completing this section, please ensure that you read the guidance notes located on the Moodle page ‘PL3b Recognition of Prior Experimental Learning’ at: https://moodle.uwtsd.ac.uk/course/view.php?id=8602

For claims relating to Specific Credit, please provide details of the prior experiential learning with explicit reference to how the learning outcomes of each module for which credit is claimed have been met (see the RPL Policy for further details).

For claims relating to General Credit, please provide a summary of the portfolio of evidence and reflective essay evaluating the learning that has been achieved (see the RPL Policy for further details).


	3.1 Supporting Evidence

Julia Lynn Psychotherapist
29a Consulting
May 2026

To whom it may concern 

I have worked alongside Deborah Teckoe since April 2021 at New Hope Counselling
based in Warwick. New Hope is a counselling charity offering affordable counselling for
those who would not usually have access to this support.
My role there is as co-ordinator for our Kenilworth branch. Deborah has volunteered for
New Hope seeing our most complex clients for longer term work and is a trusted
member of our team. Deborah has been involved in strategic discussions around policy
and the charity’s direction, as well as delivering training in her area of expertise to our local team and student counsellors.

I also work with Deborah and two other Psychotherapists in private practice at 29a
Consulting in Kenilworth. The four of us set up this business in April 2023 and manage it
ourselves, all playing an equal role.

Deborah’s client caseload is varied and complex. Deborah has shared with us her
knowledge of Voice Dialogue and Neurolinguistic programming, executive coaching
and Analytical Psychology.

Deborah is dedicated and professional in both of the roles in which I work alongside
her. I would be happy to provide any further information if requested.
Yours Sincerely
Julia Lynn
BA( hons) Counselling & Psychotherapy
FdSc Cognitive Behavioural Therapy
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	Please list and reference the supporting evidence in your portfolio

I am claiming 100 Level 7 credits for prior experiential learning, as demonstrated by the completion of the Recognition and Accreditation of Learning (RAL) module. My claim will be evidenced through a structured portfolio organised around two learning areas. For each learning area, I will present the relevant learning outcomes and demonstrate, through critically selected evidence, how my professional experience, reflective practice, and development as an integrative transformational coach meet the required academic level. This will include evidence of my theoretical understanding, application to practice, critical reflection, evaluation of impact, and ongoing professional development. 

I will present and evidence my learning by outlining the two learning areas and each learning outcome that makes up each learning area.

Learning Area 1 Title: Evolving my professional practice as a reflective and integrative transformational coach who uses a women-centric approach.
Total credits being claimed: 60 credits 

Comprises four learning outcomes. These demonstrate my capacity to critically review transformational practice through personal and professional experience; develop a strategic integrative coaching framework; implement and evaluate a women-centred approach in transformational coaching; and monitor, review and evaluate the impact of that integrative approach. The detailed experiential learning, academic underpinning and supporting appendices for these outcomes are provided in the Learning Area 1 

List of Learning Outcomes:
1. Review of transformational practice: A critical reflection on personal experiences.
2. Develop a strategy to promote an integrative coaching framework.
3. Implement and evaluate a women-centric approach in transformational coaching. 
4. Monitor, review, and evaluate the impact of my integrative approach.

Summary of learning acquired 

Over the last five years, I developed a women-centric coaching methodology that uniquely addresses the distinct processes through which women experience transformation, particularly regarding self-leadership (Riley, 2023). This methodology stands in contrast to traditional coaching approaches that may only partially accommodate women's specific needs and experiences. My coaching methodology focuses on the unique narrative experiences of women, emphasising the role of narrative as a transformative tool (Hyater-Adams, 2014). While traditional coaching frameworks recognise the value of personal storytelling, my approach differentiates itself by prioritising the relational and contextual factors that influence women's development, such as significant transitions throughout their lives, particularly during pivotal stages of perimenopause, menopause, pregnancy, and the return to work following maternity leave. These transitions often result in a loss of self-identity, thereby necessitating a relational approach to facilitate their inner dialogue and evolving identities. 
To critically reflect on my personal experiences and provide context, this refers to the early stages of my coaching journey, during which I first began to notice the disconnect between traditional coaching frameworks and the lived experiences of women. I experienced feelings of alienation stemming from societal and cultural norms, as existing systems lack the necessary relational components to provide adequate support. I felt inadequate and, at times, saddened by the lack of understanding stemming from my peers, friends, and family. These transitional phases served as significant initiatory experiences during which women frequently struggled with their internal dialogues as they redefined their sense of self (Gilligan, 1993). 
Power dynamics shape the prevailing male-centric paradigm, which often overlooks the needs and perspectives intrinsic to a female-centric approach (Ely and Rhode, 2010). When I was working in the corporate world (see Appendix 1), I experienced bias from the mostly male senior leadership team because of my views on leadership, which they saw as collaborative and differed from the directive approach they preferred. This posed an internal glass ceiling to my identity as a woman, as I assumed a leadership role while also learning to be one. Witnessing power being misused during my time as a leader, as well as bias from staff who seemed to value a male figure in leadership positions (Dreher, 2003), made me wary of power, so much so that I imposed an inner glass ceiling upon myself, which initially prevented me from stepping fully into the role. 
As I eventually eased into my role as a female leader, I soon learned that examining these contrasting viewpoints was essential for developing systems that more effectively accommodate the evolving trajectories of women’s lives. Rather than compelling women to conform to models that fail to resonate with their experiences, it is imperative to cultivate environments that support their unique journeys. This highlights the importance of tailoring coaching methodologies to align with women’s lived experiences, thereby cultivating a more profound and practical form of self-leadership and transformation. The experiential learning I have gained over the last five years has deepened my understanding of the field and enabled me to refine my research inquiry. Moreover, it has been a transformative journey for me as a practitioner. This initiative sets my work apart from traditional coaching approaches, and this transformative journey will continue to shape my future work.
My ability to interpret real-life situations has improved because of engaging with Kolb’s (2014) model after each coaching session and throughout my ongoing supervision (Appendix 4). Through Kolb's framework, I can capture and analyse my thoughts and emotions, thereby enhancing my understanding of real-life situations and improving my practice. Furthermore, experiential learning entails applying theoretical concepts in real-life situations, which has enhanced my cognitive retention and overall comprehension. As an integrative practitioner, I must cultivate flexibility rather than adherence to a fixed protocol. This adaptability is necessary, as individuals' circumstances and needs can vary significantly, requiring a more bespoke, personalised approach. The role of an integrative practitioner requires integrating academic theories with real-world experience, cultivating a holistic understanding of one’s field (Jones et al., 2012). Thus, experimentation has enabled me to transform acquired knowledge into a mental mode, supporting my capacity to apply learning reflexively within new and varied coaching contexts (Abdulwahed and Nagy, 2009) (Refer to Learning Outcome 4).
Kolb’s model emphasises holistic learning and the integration of diverse learning styles, which has proven highly effective in my learning and development. My engagement in the four-stage cycle has improved my cognitive retention and overall comprehension, boosting my confidence regarding the effectiveness of this approach. Various studies, including nursing education (Hill, 2017) and projects aimed at community building after natural disasters, have highlighted the benefits of Kolb’s approach, which emphasises critical reflection and active engagement with experiences (Chan, 2012). The integration of Kolb’s learning cycle is underpinned by its proven effectiveness in promoting holistic learning and development (Jarvis, 2014). The emphasis on critical reflection and active engagement with experiences (Kolb, 2014) aligns with scholarly literature, which highlights the benefits of this approach. Kolb’s model is congruent with James Zull’s (2002) theory of intentional change, and this alignment provides a reliable framework for understanding the mechanisms of learning.
During my years in a corporate role, I learned that leadership, as Sitkin and Pablo (2005) describe, requires strategic management, effective team dynamics, and the ability to be open-minded and flexible. I recognised then that these factors were not considered in the organisational context in which I worked and which prioritised men’s voices and contributions over women’s, thereby affecting team dynamics. For instance, the corporation where I worked as a leader of business transformation lacked a strategic plan, which hindered my ability to improve the performance of the team. The female team members did not always contribute to team meetings or voice their opinions. For that reason, I decided to implement a strategic plan and create a step-by-step process for the team to follow (Appendix 1). This eventually motivated me to create a women-centric steering group that focused on the process rather than the result. Subsequently, this helped me reflect on my own learning process: working through the problem in steps so that I fully understood the why and how of what I was doing. This enabled me to replicate or continuously modify the steps by applying and testing them in new situations. This exercise, in fact, proved valuable. For instance, in my role as the leader of business transformation, I oversaw business acquisitions and the integration of processes, departments, and systems. The development and implementation of synchronised processes to facilitate system integration necessitated meticulous attention to data management, particularly in preventing duplication. This initiative enabled the establishment of a clearly defined process to ensure data was not duplicated, which helped clarify the process for monitoring the on-hire and off-hire of products on the customer premises. This exercise reduced suppliers' insurance claims by 78% in the first year and 86% the following year. Furthermore, the aim of creating the steering group was to provide women with the opportunity to find their voice in a group dynamic and to practice being visible to one another. Through anonymous feedback surveys, the steering group's results were excellent, and the collective feedback indicated that they felt closer to their female peers. This experience motivated me to help women in leadership roles. Thus, I engaged in experiential learning by attending further education workshops, which helped shape my approach to transformation by focusing on women’s lived experiences (see Appendix 7).
Through this learning area, I have developed a critically reflective, theoretically informed and ethically regulated coaching practice. My experiential learning demonstrates how I have moved beyond the application of individual coaching models towards the development of an integrated transformational framework that draws on coaching, mentoring, psychotherapy, somatic awareness, transpersonal perspectives and women-centred approaches to practice. This learning has enabled me to critically review my professional identity, evaluate the assumptions underpinning my practice, and refine my approach in response to client work, supervision, reflective journaling and continuing professional development. In particular, I have learned to work more intentionally with complexity, relational dynamics, embodied experience, trauma-informed awareness and the social and psychological factors that shape women’s leadership, identity and transformation. The evidence presented in my portfolio will demonstrate how I have designed, implemented, reviewed and evaluated my integrative approach in practice. It will include reflective accounts, supervision records, client work, evidence of training, programme design materials, and examples of professional development. This evidence demonstrates the depth, breadth, and level of learning acquired and shows how my practice meets the expectations of Level 7 study through critical analysis, synthesis of theory and practice, evaluation of impact, and ongoing professional reflexivity.
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Discussion of Learning Outcomes and Supporting Evidence. 

The following section discusses each learning outcome within Learning Area 1 and identifies the portfolio evidence that supports the learning claimed. This demonstrates how my prior experiential learning meets the expectations of Level 7 through critical reflection, theoretical synthesis, application to practice and evaluation of impact.

1. Review of transformational practice: A critical reflection on personal experiences. 

Over the past five years, I have dedicated myself to a profound process of critical reflection, retraining and practical application, which has culminated in my development as a transformational coach working through a women-centric lens. This learning is underpinned by Kolb’s (2014) experiential learning model, which provides a framework for structuring my reflection through concrete experience, reflective observation, abstract conceptualisation and active experimentation. Moon’s (2013) work on reflective and experiential learning has further supported my movement beyond description towards critical analysis, while Schön’s (2017) concept of the reflective practitioner has enabled me to examine the professional judgements I make within complex coaching encounters. My personal experience working within a corporate system designed through a male-centric lens was inherently limiting and, at times, detrimental (Appendix 1: p. 2). The organisational cultures I operated within, with their rigid procedures, systemic hierarchies and gendered norms, often failed to accommodate the unique needs of women, especially in leadership or transformational roles. Gilligan’s (1993) feminist theory of voice and relational development provides an academic lens through which I understand how women’s identity, confidence and self-leadership can be constrained by social and organisational systems. I intend to critically analyse, synthesise and evaluate my learning in this learning outcome, demonstrating how I have critically examined the development of my transformational coaching practice through reflection on significant personal, professional and experiential learning. It shows how my transition from corporate leadership into integrative coaching has shaped my professional identity, ethical stance and theoretical orientation. This learning is evidenced by my ability to move beyond description to critically evaluate my assumptions, identify patterns in my practice, and synthesise personal experience with relevant coaching, feminist and reflective practice theory.

Supporting evidence: Professional timeline; supervision reflections; reflective journal extracts; continuous professional development records; client case study reflections; evidence of training in integrative, women-centred and trauma-informed approaches. 

Appendices
Appendix 1: Curriculum Vitae
Appendix 2: Job Description
Appendix 3: Case Study 1 — Intrapersonal System Diagram Before and After Voice Dialogue
Appendix 4: Critical Reflection on Case Study 1 with Supervisor
Appendix 5: Personal Intrapersonal System Diagram Before and After Voice Dialogue
Appendix 6: Daily Reflective Journal Entries
Appendix 7: Continuous Professional Development and Critical Reflection Log
Appendix 8: Theatrical Play in Dramatherapy Training
Appendix 13: Professional Qualification for Master Practitioner in Neurolinguistic Programming
Appendix 14: Professional Qualification Certificate for Dramatherapy
Appendix 15: Case Study 2: Incorporating Dramatherapy in a Coaching Session
Appendix 16: Short Poetic Stories Performed in Dramatherapy Training
Appendix 17: Initial Coaching Contract Developed in Accordance with the International Coaching Federation (ICF) Core Competency
Appendix 18: Case Study 3: Initial Consultation and Coaching Programme to Support an All-Female Leadership Team
Appendix 20: Personal Journal and Intrapersonal Configuration Following Case Study 3
Appendix 23: New Hope Training Session on Voice Dialogue Theory with a Coaching Lens and Student Feedback
Appendix 24: Professional Training Certificates and Evidence of Specialist Training
Appendix 25: Case Study 5 — Cultural Identity, Ethical Tension and Reflective Practitioner Process in One-to-One Supervision
Appendix 27: Supervisors’ Testimony
Appendix 28: Pre- and Post-Session Supervisory Reflective Journals
Appendix 29: Supervisor Feedback on Trauma Training — Group Supervisor
Appendix 30: Supervisor Testimony — Group Supervisor
Appendix 31: Critical Reflection on Supervision, Reflexivity and the Use of Self When Working with Religious Material in Coaching Practice
Appendix 34: Learning Journal: Evaluating the Transactional Analysis Discounting Model to Confront Over-Responsibility in Group Supervision
Appendix 37: Reflective Journal on Peer Supervision: From Over-Functioning to Spacious Facilitation: How the Metal-Gate Dream transformed my practice: Symbolic, Intuitive and Transpersonal Knowing

References 
Gilligan, C. (1993) In a different voice: Psychological theory and women’s development. Harvard University Press.

Kolb, D.A. (2014) Experiential learning: Experience as the source of learning and development. 2nd edn. Pearson Education.

Moon, J.A. (2013) A handbook of reflective and experiential learning: Theory and practice. Routledge.

Schön, D.A. (2017) The reflective practitioner: How professionals think in action. Routledge.

2: Develop a strategy to promote an integrative coaching framework.

This learning outcome demonstrates that the iterative process of reflective inquiry has catalysed both personal and professional transformation during my postgraduate professional training in executive coaching and mentoring, neurolinguistic programming, and dramatherapy. It is underpinned by Kolb’s (2014) understanding of experiential learning as a cyclical process of experience, reflection, conceptualisation and experimentation, and by Jarvis’s (2014) view of adult learning as a lifelong, socially situated and developmental process. Moon’s (2013) emphasis on reflective learning has supported my capacity to deepen professional judgement, while Schön’s (2017) concept of reflection-in-action has informed my ability to adapt responsively within complex coaching encounters. Zull’s (2002) work on the biology of learning also supports my understanding that learning is embodied, cognitive and emotionally mediated, rather than purely theoretical. This learning underscores the vital role of self-reflection in fostering ethical, evidence-based practice and advancing a nuanced, contextually responsive professional identity. It has also enabled me to recognise how internalised self-doubt and imposter experiences, as described by Clance and Imes (1978), can shape women’s confidence, visibility and professional identity within leadership and coaching contexts. I demonstrate my ability to design and articulate a coherent integrative coaching framework that draws on coaching, mentoring, psychotherapy, somatic practice, Voice Dialogue, Internal Family Systems, Jungian/transpersonal perspectives and women-centred approaches. The learning is demonstrated through my capacity to critically select, combine, and adapt theoretical models in response to client needs, rather than applying techniques in isolation. This reflects strategic thinking, theoretical synthesis and an ability to justify my framework in relation to ethical, relational and transformational practice. Zammit’s (2017) emphasis on integrative and reflective professional development further supports my understanding of integration as a critically examined process rather than the uncritical accumulation of techniques. My integration of professional standards, including the International Coaching Federation’s ethical framework and the British Association for Counselling and Psychotherapy coaching competency framework, further demonstrates that my approach is grounded in professional accountability, relational responsibility and ethical practice.

Supporting evidence: Integrative coaching framework; programme design materials; women-centred coaching model; Continuous Professional Development certificates; description of learning; supervision discussions; case studies; Personal Biography; critical reflection explaining theoretical integration.

Appendices 
Appendix 1: Curriculum Vitae
Appendix 2: Job Description
Appendix 6: Daily Reflective Journal Entries
Appendix 7: Continuous Professional Development and Critical Reflection Log
Appendix 8: Theatrical Play in Dramatherapy Training
Appendix 9: Reflection on Group Experience of the Play: Cross-Mapping of My Accomplishments with the International Coaching Federation (ICF) Core Competencies and the British Association for Counselling and Psychotherapy’s (BACP) Code of Ethics
Appendix 10: International Coaching Federation’s Code of Ethics
Appendix 11: British Association for Counselling and Psychotherapy — Coaching Division Competency Framework
Appendix 12: Professional Qualification for Postgraduate Certificate in Executive Coaching and Mentoring
Appendix 13: Professional Qualification for Master Practitioner in Neurolinguistic Programming
Appendix 14: Professional Qualification Certificate for Dramatherapy
Appendix 15: Case Study 2: Incorporating Dramatherapy in a Coaching Session
Appendix 16: Short Poetic Stories Performed in Dramatherapy Training
Appendix 22: Personal Biography
Appendix 25: Case Study 5 — Cultural Identity, Ethical Tension and Reflective Practitioner Process in One-to-One Supervision
Appendix 28: Pre- and Post-Session Supervisory Reflective Journals
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3: Implement and evaluate a women-centric approach in transformational coaching.

This learning outcome critically examines how I implemented and evaluated an integrative coaching approach that emphasises empowerment and identity formation within an all-female leadership team, thereby demonstrating this through my application of the approach to a team, not just to individual clients. This learning is underpinned by Gilligan’s (1993) theory of women’s voice and relational development, which supports my understanding that women’s transformation is shaped through social, cultural and relational contexts. Kolb’s (2014) experiential learning cycle, Moon’s (2013) reflective learning framework and Zull’s (2002) biology of learning also provide an academic foundation for evaluating how experience, reflection, embodied awareness and active experimentation have informed the development of my practice. The dual processes of coaching an all-female leadership team and engaging in critical self-reflection have shaped my development of a women-centric methodology that reflects women's lived realities. This approach underscores the importance of supporting women in rewriting limiting beliefs and cultivating self-leadership skills. Stone and Stone’s (1989) Voice Dialogue approach has informed my capacity to work with internal parts, sub-personalities and competing voices, while Berne’s (2016) transactional analysis has supported my understanding of relational patterns, scripts and ego states within coaching dynamics. Batts’ (1982) analysis of modern racism and power further informs my awareness of how social location, power and difference must be ethically considered within transformational coaching, particularly when working with identity, visibility and voice. The transition from a corporate leadership role within male-dominated systems to a coaching practitioner specialising in women-centric, relational, cultural, embodied, and identity-based coaching has necessitated profound personal learning, rigorous self-reflection, and ongoing interrogation of my conditioning and internalised narratives that have shaped my identity as a coach. Zammit’s (2017) emphasis on reflective and integrative professional development further supports my understanding that integration requires critical evaluation rather than the unexamined accumulation of techniques. I demonstrate how I have applied my women-centred approach in practice, particularly in supporting women with leadership, identity, transition, confidence and relational complexity. It shows that my learning is not only theoretical but also applied through client work, group facilitation, mentoring, training, and programme design. This outcome is evidenced through my ability to evaluate the effectiveness, limitations and ethical implications of my approach, including how gendered, social, psychological and embodied experiences influence women’s transformation.

Supporting evidence: Client case studies; anonymised client feedback; women-centred coaching programme materials; group facilitation evidence; reflective journals; supervision notes; evaluation of coaching impact.
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Appendix 5: Personal Intrapersonal System Diagram Before and After Voice Dialogue
Appendix 6: Daily Reflective Journal Entries
Appendix 7: Continuous Professional Development and Critical Reflection Log
Appendix 14: Professional Qualification Certificate for Dramatherapy
Appendix 15: Case Study 2: Incorporating Dramatherapy in a Coaching Session
Appendix 17: Initial Coaching Contract Developed in Accordance with the International Coaching Federation (ICF) Core Competency
Appendix 18: Case Study 3: Initial Consultation and Coaching Programme to Support an All-Female Leadership Team
Appendix 19: Group Coaching Session Incorporating Voice Dialogue and Group Configuration to Support an All-Female Leadership Team
Appendix 20: Personal Journal and Intrapersonal Configuration Following Case Study 3
Appendix 22: Personal Biography
Appendix 24: Professional Training Certificates and Evidence of Specialist Training
Appendix 25: Case Study 5 — Cultural Identity, Ethical Tension and Reflective Practitioner Process in One-to-One Supervision
Appendix 28: Pre- and Post-Session Supervisory Reflective Journals
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4: Monitor, review, and evaluate the impact of my integrative approach.

This learning outcome critically examines the impact of my integrative approach to practice, monitoring how the synthesis of theoretical frameworks, practical application, and emerging professional wisdom has developed over the past five years. Throughout this period, I have pursued advanced qualifications and continuous professional development, enabling me to cultivate an integrative, transformational approach to coaching, particularly with women, through a consciously women‑centric lens (Gilligan, 2018). My approach, grounded in embodied experience and reflective use of self, integrates diverse modalities into a coherent, ethically attuned framework. Over the last five years, I have strengthened my capacity to synthesise theory and practice by integrating disciplinary knowledge with experiential learning from both professional and personal contexts, supported by sustained engagement in training, supervision, and extensive coaching (Hawkins, 2018). Over time, I have transitioned from a primarily corporate, outcome‑driven leadership identity to a more reflective, relational, and critically aware integrative practitioner, willing to interrogate my internalised assumptions and locate my work within wider ethical and cultural discourses (Gardner, 2014). This evolution has required the ongoing synthesis of theory, critical reflexivity, and the cultivation of embodied professional wisdom grounded in relational depth, ethical reflection, and critical self‑awareness. Boud, Keogh and Walker’s (2013) work on reflection has helped me understand how experience becomes learning through returning to experience, attending to feelings and re-evaluating meaning, while Passmore’s (2007) integrative coaching perspective has supported my ability to work with conscious and unconscious processes through a coherent coaching lens. I demonstrate my capacity to engage in ongoing critical analysis, monitoring, review and evaluation of my practice through supervision, reflective journaling, client feedback, professional development and ethical review. It shows how I use evidence, reflection, and feedback to refine my integrative approach and strengthen my effectiveness as a transformational coach and in my role at New Hope, where I train student counsellors by delivering a training session explaining Voice Dialogue theory. This learning is demonstrated through critical reflexivity, evaluation of impact, awareness of limitations, and a commitment to continuous professional development and ethical accountability.

Supporting evidence: Supervision logs; reflective journal extracts; client feedback; case study evaluations; Continuous Professional Development records; programme review materials; New Hope training session; evidence of changes made to practice.
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Appendix 20: Personal Journal and Intrapersonal Configuration Following Case Study 3
Appendix 21: Professional Qualification in Psychotherapeutic Counselling
Appendix 22: Personal Biography
Appendix 23: New Hope Training Session on Voice Dialogue Theory with a Coaching Lens and Student Feedback
Appendix 24: Professional Training Certificates and Evidence of Specialist Training
Appendix 25: Case Study 5 — Cultural Identity, Ethical Tension and Reflective Practitioner Process in One-to-One Supervision
Appendix 26: Critical Reflection from One-to-One Supervision on Case Study 4: Headmistress
Appendix 28: Pre- and Post-Session Supervisory Reflective Journals
Appendix 29: Supervisor Feedback on Trauma Training — Group Supervisor
Appendix 30: Supervisor Testimony — Group Supervisor
Appendix 31: Critical Reflection on Supervision, Reflexivity and the Use of Self When Working with Religious Material in Coaching Practice
Appendix 32: From Validation to Voice: A Critical Reflective Account of Ethical Growth Through Group Supervision
Appendix 33: The unseen self in coaching practice: A critical reflection through Cinderella
Appendix 34: Learning Journal: Evaluating the Transactional Analysis Discounting Model to Confront Over-Responsibility in Group Supervision
Appendix 37: Reflective Journal on Peer Supervision: From Over-Functioning to Spacious Facilitation: How the Metal-Gate Dream transformed my practice: Symbolic, Intuitive and Transpersonal Knowing
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Learning Area 2: The use of supervision in my coaching practice 
Total credit being claimed: 40 credits 

The use of supervision in my coaching practice comprises three learning outcomes. These demonstrate my capacity to critically evaluate how one-to-one supervision supports the monitoring and implementation of professional strategies; review the impact of group supervision on ethical maturity, reflexivity and professional practice; and examine how supervision has cultivated spontaneity, intuition, flow and creativity within my coaching practice. The detailed experiential learning, academic underpinning and supporting appendices for these outcomes are provided in the Learning Area 2.

List of learning outcomes:
1) Critical reflection on how one-to-one supervision has helped monitor and implement strategies for professional practice. 
2) Monitor and review the impact of group supervision on ethical maturity, reflexivity, and professional practice.
3) From Personal to Transpersonal: How Supervision Cultivated Spontaneity, Intuition, Flow and Creativity.

Summary of learning acquired

In this learning area, I critically evaluate supervision as the central organising principle in my development as a transformational coach. I have analysed, evaluated, synthesised and applied these insights to develop my autonomous professional judgement.
Over the past five years, the supervisory process has facilitated a shift from simply describing experiences to critically reflecting on my use of self, ethical judgment, underlying assumptions, and the relational dynamics present in transformational coaching. While Learning Area 1 examined the experiential, relational, and identity‑based processes underpinning my professional development, this learning area reflects on how I use supervision to examine these aspects of my practice. Therefore, one-to-one and group supervision function as disciplined spaces in which I monitor, test, and continually interrogate my approach to practice. On a personal level, group supervision offers a community of critical friends (Francis, 1995) who provide support, reciprocity and companionship, while also challenging me to think on my feet and respond to complex, ethically charged situations. These experiences correspond to Schön’s (2017) concept of reflection-in-action and Duffy and Passmore’s (2010) ethical framework for monitoring decision-making in practice. Although demanding at times, especially when navigating power, authority and the risk of collusion, supervision ultimately provides a critical space for professional learning about ethics, subjectivity, judgment, and my use of self (Gilligan, 1993; Jaggar and Bordo, 1989; Brabeck, 1986; Moon, 2013) (Refer to Learning Area 1: Appendices 1, 2 and 20). 
Kolb’s experiential learning cycle (Kolb, 2014) remains a valuable organising framework for monitoring how concrete experience is transformed into reflective observation, abstract conceptualisation and active experimentation, and it provides a visual guide when I feel lost during sessions. Complementary to this model is the seven-eyed supervision model (Hawkins and Schwenk, 2011), which I use in my one-to-one supervision sessions as a perspective-taking lens to ensure I consider the supervisor, the supervisee, the work context and the wider systemic context when engaging with client work (Appendix 26). However, in practice, supervision sessions rarely unfold in a straight line: insight often emerges through tension, interpretation and revisiting the dilemma from different perspectives. Therefore, to complement Kolb’s (2014) model, I have incorporated Zull’s (2023) intentional change theory to ensure that learning is not solely experiential but is also biologically and emotionally mediated by motivation, meaning-making and conscious intent (Appendix 26). Blake’s (2022) insights into social and emotional aspects have strengthened my understanding by enabling me to conceptualise experiential learning alongside these dimensions, especially when engaging with identity-level, non-linear transformation within a women-centred paradigm. Furthermore, Moon’s (2013) concept of reflective practice has enhanced my ability to engage intentionally in reflective sense-making, helping me interrogate assumptions and tolerate the continual reshaping of my professional identity. Therefore, reflection becomes not merely a retrospective exercise, but an active, reflexive process embedded in my practice, supervision sessions and ethical decision-making. Additionally, Zull’s (2023) work supports this learning area by emphasising the importance of intention, emotion and agency in transforming experiences into lasting change. When combined with Kolb’s experiential learning cycle (Kolb, 2014), it supports a more nuanced, self-directed process rather than a rigid, predictable sequence of stages. This has significantly deepened my understanding that experiential learning is personal and subjective, highlighting it as a recursive, embodied and self-directed process that rarely unfolds in a linear sequence. These insights demonstrate how reflective inquiry (Moon, 2013), experiential learning (Kolb, 2014) and intentional change (Zull, 2023) collectively support professional judgement, ethical maturity and the advancement of supervision’s intended purpose: turning experience into learning, as described by Boud, Keogh and Walker (2013) (Appendix 7: Neuroscience of Change six-month programme, Tabs 1 and 2; Appendix 26).
Through synthesising these theoretical perspectives, I have recognised that my development is not simply progression through experiential stages, but a continuing, contested and recursive process in which supervision continually exposes the assumptions, defences and power dynamics that shape how I interpret experience. This evolutionary journey has required me to shift from a corporate-driven mindset to that of a reflective practitioner. The deliberate act of supervision is to tease out my unconscious processes, albeit implicit, to articulate the unthought thought (Carroll and Shaw, 2013), and to gain insight into my patterns of behaviour, cognitive reasoning and potential countertransference (Appendices 1, 2, 7, 24 and 25). I have critically analysed, evaluated and synthesised my use of supervision as a relational, ethical and developmental process within my coaching practice. I have appraised the impact of one-to-one, group and peer supervision on my professional judgement, ethical decision-making and use of self, particularly when working with complexity, relational dynamics, transference, countertransference and unconscious process. This learning has enabled me to move beyond a descriptive account of supervision, towards conceptualising supervision as a rigorous reflective and evaluative space through which I can interrogate assumptions, integrate theory with practice, justify professional choices and refine my coaching interventions. This area of learning also demonstrates how supervision has strengthened my capacity for reflexivity, intuition, creativity and transpersonal awareness in practice. Through supervisory dialogue, reflective journaling, and critical engagement with client material, I have learned to recognise patterns of over-responsibility, rescue, projection, and self-protection, and to use these insights to deepen my presence, boundaries, and ethical responsiveness as a coach. This learning is evidenced through my capacity to critically analyse supervisory experiences, synthesise theory with practice, evaluate the impact of supervision on my development, and demonstrate changes in my professional practice.
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Discussion of Learning Outcomes and Supporting Evidence

The following section discusses each learning outcome within Learning Area 2 and identifies the portfolio evidence that supports the learning claimed. This demonstrates how my prior experiential learning meets the expectations of Level 7 through critical reflection, ethical evaluation, reflexivity, supervision-informed practice, and the integration of personal, professional, and transpersonal learning.

1. Critical reflection on how one-to-one supervision has helped monitor and implement strategies for professional practice.

This learning area critically reflects on how one-to-one supervision has enabled me to monitor and implement strategies to ensure ethical, safe and effective professional practice when working with high-status clients. Drawing on my current work as a psychotherapist and transformational coach, I focus on a coaching session with a headmistress whose institutional authority repeatedly triggered a “freeze” response in me (O’Shea Brown, 2021). I examine how supervision has helped me recognise this embodied response, understand it through relational patterns and polyvagal theory (Dana, 2018; Porges, 2022), and develop strategies that protect my autonomy while reducing the risk of collusion with existing power structures (Miller, 2012). This learning outcome demonstrates the formal training and experience (Appendices 1, 2, 7 and 24), particularly my psychotherapy and coaching qualifications, trauma-informed training and Voice Dialogue training, which have helped me establish myself as a practitioner in women-centred transformational coaching. Therefore, supervision has become a critical relational space in which I interrogate my use of self and develop strategies to understand complex power dynamics, while critically monitoring and evaluating my assumptions, adapting my stance and interventions as organisational, cultural and relational contexts shift, and continually evolving my professional coaching strategies in ways that demonstrate ethical judgement and autonomy in practice (Appendices 7 and 27). I demonstrate how one-to-one supervision has supported my ability to critically reflect on client work, monitor my professional responses and implement more effective strategies within coaching practice. It shows how supervision has enabled me to examine ethical dilemmas, relational patterns, unconscious responses, personal triggers and the impact of my own use of self within the coaching relationship. This learning is demonstrated through my capacity to move beyond descriptions of supervision sessions and to critically evaluate how supervision has informed my decision-making, strengthened my ethical awareness, and enabled me to adapt my practice in response to client needs.
Supporting evidence: One-to-one supervision records; critical reflection on Case Study 4: Headmistress; Case Study 5 on cultural identity, ethical tension and reflective practitioner process; supervisor testimony; pre- and post-session supervisory reflective journals; reflective essay sections on supervision, ethical practice and use of self.
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Appendix 2: Job Description
Appendix 6: Daily Reflective Journal Entries
Appendix 7: Continuous Professional Development and Critical Reflection Log
Appendix 12: Professional Qualification for Postgraduate Certificate in Executive Coaching and Mentoring
Appendix 17: Initial Coaching Contract Developed in Accordance with the International Coaching Federation (ICF) Core Competency
Appendix 20: Personal Journal and Intrapersonal Configuration Following Case Study 3
Appendix 24: Professional Training Certificates and Evidence of Specialist Training
Appendix 25: Case Study 5 — Cultural Identity, Ethical Tension and Reflective Practitioner Process in One-to-One Supervision
Appendix 26: Critical Reflection from One-to-One Supervision on Case Study 4: Headmistress
Appendix 27: Supervisors’ testimonies
Appendix 28: Pre- and Post-Session Supervisory Reflective Journals
Appendix 29: Supervisor Feedback on Trauma Training — Group Supervisor
Appendix 30: Supervisor Testimony — Group Supervisor
Appendix 31: Critical Reflection on Supervision, Reflexivity and the Use of Self When Working with Religious Material in Coaching Practice
Appendix 37: Reflective Journal on Peer Supervision: From Over-Functioning to Spacious Facilitation: How the Metal-Gate Dream transformed my practice: Symbolic, Intuitive and Transpersonal Knowing
Appendix 38: Client testimonies
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2. Monitor and review the impact of group supervision on ethical maturity, reflexivity, and professional practice. 

This learning outcome critically examines how group supervision has supported my ability to monitor and evaluate my development in ethical maturity (Carroll and Shaw, 2013), reflexivity (Moon, 2013; Schön, 2017), and professional practice (Hawkins and McMahon, 2020; Proctor, 2008). The group dynamic adds complexity to reflective learning by providing a space in which I can challenge, test and refine my assumptions, rather than remain confined to my own interpretations (Moon, 2013; Proctor, 2008). Moon (2013) describes how dialogical learning within the group creates opportunities for reflexivity, vulnerability and the examination of my tendency towards deference and self-silencing (Gilligan, 1993). I have also learned that insight does not always result from intentional reflection alone; it can emerge through group processes, which Boers (2018) describes as incidental learning. Through co-creation and shared responsibility, the group serves as a space to disrupt my preferred interpretations, reveal blind spots and challenge me to cultivate more context-sensitive judgement (Carroll and Shaw, 2013). Within this structured yet relational container, I bring live case dilemmas, receive multiple perspectives, and connect personal insight to professional standards, contracting, and boundary decisions. The group process, which Proctor (2008) emphasises as integral to personal development, has significantly enhanced both the depth and breadth of my self-application in practice and the ongoing development of my professional voice (Carroll and Shaw, 2013; Porter, 2014). Therefore, over time, this has strengthened my capacity to offer challenge with care and compassion, to recognise collusion and power dynamics as they emerge, and to translate supervisory learning into more ethically grounded professional practice (Carroll and Shaw, 2013; Proctor, 2008; Hawkins and McMahon, 2020). Working alongside peers from diverse theoretical orientations has further enhanced my learning by exposing my assumptions to alternative frameworks, requiring me to test my reflections within a wider dialogical field and developing my confidence as my professional identity as a women-centred, integrative coach continues to take shape (Proctor, 2008). I demonstrate how group supervision has contributed to the development of my ethical maturity, reflexivity and professional confidence. It shows how exposure to multiple perspectives, peer challenge, and shared reflection has helped me question assumptions, recognise blind spots, and review my practice in relation to ethical responsibility, boundaries, and relational complexity. This learning is evidenced by my ability to evaluate the impact of group supervision on my professional development, including how it has moved me from seeking reassurance to engaging with challenge, uncertainty, and critical self-inquiry.

Supporting evidence: Group supervision reflections; supervisor feedback on trauma training; group supervisor testimony; reflective account of ethical growth through group supervision; learning journal on the Transactional Analysis Discounting Model; peer testimonies; reflective journal on peer supervision and over-functioning; supervisory testimonies; peer testimonies; psychological type profiling.
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Appendix 28: Pre- and Post-Session Supervisory Reflective Journals
Appendix 30: Supervisor Testimony — Group Supervisor
Appendix 31: Critical Reflection on Supervision, Reflexivity and the Use of Self When Working with Religious Material in Coaching Practice
Appendix 32: From Validation to Voice: A Critical Reflective Account of Ethical Growth Through Group Supervision
Appendix 33: The unseen self in coaching practice: A critical reflection through Cinderella
Appendix 34: Learning Journal: Evaluating the Transactional Analysis Discounting Model to Confront Over-Responsibility in Group Supervision
Appendix 35: Peer Testimonies
Appendix 36: Psychological type profile
Appendix 37: Reflective Journal on Peer Supervision: From Over-Functioning to Spacious Facilitation: How the Metal-Gate Dream transformed my practice: Symbolic, Intuitive and Transpersonal Knowing
Appendix 38: Client testimonies
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3. From Personal to Transpersonal: How supervision cultivated spontaneity, intuition, flow and creativity.

In this learning outcome, I critically reflect on how sustained practice over the past five years as a women-centred coach has reshaped me as a practitioner, catalysing profound personal and professional transformation (Mezirow and Taylor, 2009; Moon, 2013). I examine how supervision has facilitated my transition from a predominantly normative and technically driven ethical framework to a reflexive, creative, and transpersonal coaching praxis (Proctor, 2008; Hawkins and McMahon, 2020). Rather than treating intuition, spontaneity, and symbolic material as unexamined impulses, supervision has enabled me to critically test these ways of knowing and to integrate them into practice. In doing so, I have evolved my practice to incorporate embodied, intuitive, and transpersonal perspectives. Over time, one-to-one and group supervision have enabled me to recognise the value of symbolic, embodied and transpersonal perspectives while remaining grounded in ethical practice (Wilber, 2000; Jung, 2012; Woodman, 1985). Ultimately, this learning outcome evaluates how supervision has cultivated spontaneity, intuition, flow and creative relationality within my women-centred coaching practice (Appendices 1, 2 and 7). I demonstrate how supervision has supported the movement from personal reflection towards transpersonal, intuitive and creative dimensions of coaching practice. It shows how supervisory work has helped me understand the role of embodied knowing, symbolic material, dreams, imagination, creativity and intuitive awareness in deepening transformational coaching. This learning is evidenced through my ability to critically examine these less tangible forms of knowing, evaluate their ethical use within practice, and integrate them appropriately alongside established coaching, psychotherapeutic and supervision frameworks.

Supporting evidence: Reflective journal on peer supervision and the Metal-Gate dream; critical reflection on supervision, reflexivity and the use of self when working with religious material; daily reflective journal entries; psychological type profile; dramatherapy training reflections group reflection evidence; reflective essay sections on intuition, creativity, transpersonal knowing and professional development; peer testimonies; client testimonies.
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Learning statement

My experiential learning has developed through sustained critical engagement with reflective, embodied, professional and feminist theory. This process has enabled me to interrogate, conceptualise and evaluate how learning has emerged through supervision, client coaching sessions, continuing professional development and reflexive inquiry. Kolb’s experiential learning cycle (2014) has helped me understand learning as an iterative process of experience, reflection, conceptualisation and active experimentation. Moon’s work on reflective learning (2013) has supported my progression beyond description towards critical analysis by helping me examine assumptions, identify emotional and relational patterns, and evaluate the significance of my learning for professional practice. Zull’s biology of learning (2023) is important because it situates learning within embodied neural processes, supporting my use of somatic awareness, trauma-informed practice and Voice Dialogue to deepen insight and strengthen cognitive understanding. Schön’s (2017) concept of the reflective practitioner has been integral to my development, particularly his distinction between reflection-in-action and reflection-on-action. This has enabled me to examine the professional judgements I make within complex coaching encounters and evaluate them through supervision, journaling which has enhanced my reflexivity in practice. Hawkins and Schwenk’s seven-eyed model of coaching supervision (2011), together with Hawkins and McMahon’s understanding of supervision (2020), has supported my ethical monitoring, analysis of relational dynamics and refinement of interventions. Gilligan’s feminist theory (1993) informs my women-centred approach by foregrounding voice, relationality, care, moral development, and the wider social contexts that shape women’s identities, approaches to leadership, and transformation.

Collectively, these theoretical frameworks provide the foundation for the learning areas claimed in this RPEL application. They demonstrate that my prior experiential learning has not remained at the level of experience, but has been critically analysed, theoretically synthesised, ethically reviewed and applied in practice. This learning is evidenced through my capacity to evaluate impact, recognise limitations, justify professional choices and adapt my coaching approach in response to clients’ aspirations, supervisory feedback and ongoing professional development.
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Once you have completed the above sections, you should ask your Academic Mentor/RAL Adviser to complete section 4 below who will then submit your application to the Academic Office to be considered at the next meeting of the RPEL and Accreditation Board.

	
4.  STATEMENT FROM ACADEMIC MENTOR OR RAL ADVISER

	(the text box below is expandable)

	
For claims relating to Specific Credit, the Academic Mentor should firstly hold a professional discussion with the applicant. Following this, they should comment on the portfolio of evidence, evaluate the applicant’s prior experiential learning and recommend whether the applicant’s learning may be recognised in terms of equivalence to the module(s) for which credit is claimed (the Academic Mentor role is described in the RPL Policy).

For claims relating to General Credit, the RAL Adviser should firstly hold professional discussions with the applicant. Following this, they should comment on the portfolio of evidence and the reflective essay evaluating the learning that has been achieved in relation to the volume and level of credits claimed (the RAL Adviser role is described in the RPL Policy).
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