


Introduction
This essay critically examines how the Recognition of Accredited Learning (RAL) process served as a developmental and reflexive space for evidencing prior learning (Moon, 2013). Throughout this process, I reinterpreted experiences, synthesised prior learning, consolidated my knowledge, and re-evaluated my professional identity as a women-centred transformational coach. This approach enabled me to interrogate the deeper meaning of my experiences, examine tacit and embodied knowledge using academic terminology, and appraise the iterative relationship between prior learning and my evolving practice. The essay addresses two interrelated areas. First, I critically reflect on my developmental trajectory as a women-centred coach by analysing how professional training has informed my approach to an integrative coaching framework. Second, I evaluate the integral role of both individual and group supervision in maintaining ethical accountability, fostering reflective depth, supporting ongoing professional development, and facilitating the assimilation of this learning. To articulate how my experience was transformed into learning throughout the RAL process, I have incorporated Kolb’s (2014) experiential learning cycle as a structured framework for this reflective essay. This framework enabled me to analyse, synthesise and apply experiential learning more intentionally, moving beyond administrative and descriptive reflection towards the critical examination of assumptions. This facilitated the synthesis of portfolio evidence and the assessment of how prior learning was applied within practice. As a result, the RAL process enabled the formal recognition of prior learning and served as a critical mechanism for understanding learning as a source of professional knowledge and future development (Boud, Keogh and Walker, 1985; Moon, 2013).
Personal experience
Personally, developing the learning areas proved far more emotionally and intellectually demanding than I had initially anticipated. In the beginning, I approached the RAL process as an auditing exercise in which I would simply collate evidence from professional qualifications, experiential learning, and CPD (Continuing Professional Development) training to support my claim for prior learning. However, this initial understanding was short-sighted and reductive because I assumed that the task was primarily evidential and procedural, rather than interpretive and experiential. This early assumption indicated that I was initially privileging formal, visible, and certified learning over the embodied, relational, and practice-based experiential knowledge that had also shaped my practice (Boud, Keogh and Walker, 1985; Moon, 2013; Schön, 1983).
In practice, the process became an encounter with my own professional story, challenging me to critically re-evaluate my claim as a women-centred transformational coach and, more importantly, to translate it into a coherent language that reflected my expertise. What made this challenging was that it required me to present evidence of learning, judge its significance, justify its credibility, and position myself as the author of that knowledge (Cunliffe, 2016; Moon, 2013). This posed a real dilemma because my professional knowledge was developed through interactions with clients, supervisors, and my peer supervision group, rather than through purely assimilating theoretical knowledge (Schön, 1983). Subsequently, I experienced moments of vulnerability as I grappled with feelings of imposter syndrome (Clance and Imes, 1978), which, at first, affected my ability to fully engage with the process. During this period, I experienced the sudden loss of my father, which intensified these feelings. However, losing my father revealed that I was not fully embracing the process and that I needed to become the protagonist in my life and take an active role in critically assessing my professional trajectory. Although this period was personally painful, it also disrupted my usual frame of reference and compelled me to examine my professional identity more honestly, prompting me to move from passivity to more meaningful engagement in my own journey (Mezirow, 1991). This period tested my resolve and, at times, made me question whether I fully understood what I did and whether I could translate rich experiential learning into coherent academic language. This was understandable, as my approach is integrative, and the challenge lies in tolerating the ongoing assimilation of multiple strands from diverse theoretical disciplines (Jarvis, 2012). As the process unfolded, it became apparent that articulating my understanding was difficult because a substantial portion of my knowledge had been gained through practical experience and supervisory dialogue (Bolton, 2014; Schön, 1983). Consequently, the grief I was experiencing prompted me to create an Excel spreadsheet to establish a coherent training log, curate a professional competency portfolio, and categorise training by skills, theories, and coaching modalities. This enabled me to visually map which aspects of training had facilitated my professional growth and to understand how these elements collectively synthesised into a cohesive, coherent, integrative approach to practice. More significantly, it reoriented my attention from collecting evidence to critically evaluating what the evidence demonstrated about my learning, professional identity, and career progression (Cunliffe, 2016; Moon, 2013). Consequently, this period instigated a shift from tacit knowledge to explicit understanding and from disparate experiences to a more systematised practice. In this sense, the initial discomfort I experienced was not incidental to the process but integral, as it forced me to critically appraise long-held presuppositions regarding legitimacy and professional identity that had remained unexamined (Mezirow, 1991; Moon, 2013). What had initially seemed abstract became foundational to my professional identity. Specifically, what Kolb (2014, p. 162) describes as a passive and subjective state developed into a critically reflective process, compelling me to move beyond passivity to thoroughly evaluate academic knowledge in relation to experiential learning. This was important because it demanded synthesis rather than analysis. 
Building upon this perspective, I evaluated which methodologies had become so deeply embedded in my coaching practice that they constituted an intrinsic component of my intuitive style, rather than those that were easiest to quantify. As Moon (2013) elucidates, this required a critical and discerning approach, demanding a tolerance for the ambiguity inherent in the assimilation of learning rather than solely categorising its integrity. A significant challenge involved justifying my approach and determining what constituted verifiable evidence, as I needed to distinguish between personally meaningful experiences and those that most clearly evidenced my professional trajectory over the five-year period (Boud, Keogh and Walker, 1985). More specifically, this process required critical selectivity rather than superficial accumulation, which enabled me to establish a framework for transformative learning. As a result, the undertaking was no longer framed purely as administrative or as a matter of what qualified as evidence (Moon, 2013). Instead, I began to recognise that selecting evidence is an interpretive act that requires justification of why specific experiences most effectively demonstrate professional development and personal significance (Boud, Keogh and Walker, 1985; Moon, 2013). Initially, I found selecting the learning area titles challenging; however, over time, I developed each area to reflect the specific processes through which this knowledge has been acquired (Cunliffe, 2016). Establishing each learning area necessitated a transition from implicit familiarity with my day-to-day practice to a critical appraisal of the core experiences and reflexive interpretation of the fundamental aspects that had most shaped me as a practitioner (Cunliffe, 2016; Finlay, 2002). Over time, these learning areas provided a blank canvas within which I could systematically evaluate, curate, refine, and consolidate the specific dimensions of learning that have most informed my praxis as a women-centred transformational coach. This process made the developmental coherence of my practice verifiable, helping me recognise that prior learning must be critically evidenced, validated and conceptually organised (Boud, Keogh and Walker, 1985; Moon, 2013). Ultimately, engaging in critical reflexivity has enhanced my capacity to apply my knowledge more intentionally in my dual roles as a coach and a facilitator of transformative learning for others. The act of critical reflexivity enabled me to recognise that my learning was not evidently a collection of past experiences, but a coherent, ever-evolving body of professional knowledge that could be articulated with greater confidence and applied more intentionally in practice (Cunliffe, 2016; Finlay, 2002). This progression is illustrated in my volunteering role at New Hope Charity, where I deliver one-to-one client work and facilitate clinical training for student counsellors. Throughout this process, my assumptions underwent a paradigm shift as my own understanding evolved: specifically, I recognised that experiential learning, reflective practice, supervision, continuous professional development, and professional identity formation could be conceptualised as academically valid forms of knowledge when analysed and synthesised throughout the portfolio. This significantly transformed my perspective and my capacity to recognise experiential learning, reflective journalling, and supervision as essential sources of professional knowledge when subjected to critical analysis. Before RAL, I would have viewed them as informal or secondary to accredited learning (Moon, 2013; Schön, 1983).
Learning process challenges and successes
While I initially approached the conceptualisation of each learning area with trepidation, the process delineated the trajectory of my personal and professional development over the five-year period. Through sustained engagement with the process, I became more intentional and critically reflective in applying my professional learning. Concurrently, this process required acknowledging that I have assimilated and integrated substantial learning throughout this period. Furthermore, I recognise that I experienced periods of low motivation until the RAL process prompted me to critically reflect on my professional practice. This compelled me to transition from passive learning to a critical stance, enabling me to rigorously examine my work with clients, teams and my role as a trainer. Each case study I reviewed illuminated the significant progress achieved in my practice; furthermore, reviewing evaluative testimonials from supervisors and clients reminded me of the impact of my interventions and motivated me to add these testimonials to my website. While such feedback was undoubtedly validating, I also recognise the imperative to move beyond dependence on external validation, to proactively advocate for myself, and to develop my own voice (Gilligan, 1982). This shift in perspective was significant because I could no longer rely solely on others' feedback to validate or evaluate my work. Furthermore, the RAL process challenged my previous assumption that experience alone automatically leads to learning, fundamentally reshaping how I engage in reflection, particularly in my pre- and post-journals utilised during supervision to examine my assumptions before practice and critically evaluate the ethical and relational implications of my interventions afterwards. I also realised that experience becomes learning only when I actively interrogate its meaning, test it against theory, and consider its impact on my practice. Moon (2013) argues that learning becomes transformative only when critically examined beyond one's current understanding, an insight that enabled me to interpret and apply my knowledge more effectively. According to Boud, Keogh and Walker (1985) and Kolb (2014), this distinction was critical because it prompted me to move beyond transactional documentation of professional development, encouraging me instead to critically analyse how these experiences transformed my practice. 
As a result, I was required to reflect critically on specific training components that best represented my knowledge base and professional approach, identifying the precise elements that contributed to my expertise. The learning areas compelled me to move past superficial evidence collection to a critical synthesis and a comprehensive appraisal of both my ongoing practice and the integration of experiential learning. To help support my understanding, I examined the symbolism in fairy tales, particularly Cinderella and Beauty and the Beast. I used fairy-tale symbolism as a reflective strategy because it allowed me to access the emotional and archetypal dimensions of my learning that were not immediately apparent to me and that logical analysis alone could not reveal. This approach aligns with my women-centred coaching practice, where story, metaphor, and symbolic material facilitate work on identity, voice, and transformation, enabling me to move beyond rationalising experiences. 
At the beginning of the RAL process, I identified with the Cinderella narrative, recognising that a considerable amount of my prior knowledge was present, active, and valuable, yet remained implicit, obscured from conscious awareness. Like the Cinderella narrative, wherein her true identity was actualised when she placed the glass slipper upon her foot, my previously implicit knowledge became identifiable as the learning areas developed and took shape. Engaging with this fairy tale illuminated a vital pedagogical lesson: professional recognition is not granted by external authorities but is a claim to expertise that I must actively assert for myself. For instance, a significant amount of my learning had become interwoven in client work, supervisory dialogue, peer discussion, women-centred facilitation, and trauma-informed decision-making, and had not yet been fully recognised, critically articulated, or claimed as legitimate professional knowledge. This experience fundamentally shifted my perspective, allowing me to recognise tacit, relational knowledge as a legitimate form of academic epistemology, as demonstrated throughout my experiential learning. The implicit nature of this learning has been more significant for my development as a women-centred coach than formal professional credentialing. Therefore, my objective was not only to curate a portfolio of experiential learning but also to validate the value of knowledge that had previously remained tacit, relational, and challenging to substantiate.
In this way, the learning areas exposed my hidden expertise and provided a conceptual framework for an in-depth analysis, enabling me to document my progression over the past five years and integrate what first appeared fragmented into a comprehensive roadmap. This process contributed to the development of my professional biography, the revision of my CV, and the creation of a job description that exemplified my expertise. Eventually, I recognised that responsibility for this project rested solely with me, which was both terrifying and exciting. I felt proud as I examined the evidence, assessed its significance, and articulated how it reflected my professional development. As I engaged more thoroughly with the portfolio, I realised that my movement through Kolb's (2014) experiential cycle was not linear. I often returned to the same experience, each time viewing experiential learning differently. Namely, supervision notes that I initially viewed as evidence of attendance became evidence of ethical reflexivity; continuous professional development certification that I first viewed as proof of attendance became vital reflections of how my practice had become increasingly integrated; and reflective journals that previously felt private and personal became proof of professional insight. This shift demonstrates Moon’s (2006) premise that deeper learning involves moving beyond descriptive accounts towards critical meaning-making. This also reflected Schön’s (1983) notion of the reflective practitioner, as I began to see that most of my learning had occurred through reflection-in-action and reflection-on-action, and especially in moments where I was required to respond to complexity. Vygotsky's (1978) zone of proximal development helped me critically appraise my internal struggle through the lens of Beauty and the Beast, which offered a second metaphor for the more difficult part of the learning process. The beast represented the RAL process because it exposed that my discomfort was not with the commitment required to complete the portfolio, but with taking up space and claiming my professional expertise. In Gilligan's (1982) terms, I was struggling to express myself confidently in my own voice, while Clance and Imes's (1978) concept of the impostor phenomenon helped me further theorise that my self-doubt was not evidence of incompetence but part of a wider systemic difficulty in women internalising achievement and claiming the legitimacy of their own expertise. More interestingly, my anxiety revealed what I already knew: that being an integrative practitioner requires flexibility and the ability to be constantly disrupted as new knowledge is assimilated, which echoes Mezirow's (1991) transformational theory, which posits that a disorienting dilemma serves as a catalyst for critically reevaluating one’s habits and lifelong assumptions. Hence, conceptualising my methodology proved problematic as I struggled to translate integrative practice into an academically coherent narrative. As Vygotsky (1978) contends, I had to endure what initially appeared unfamiliar, fragmented and daunting to fully comprehend its significance whilst concurrently synthesising new competencies. This experience served as a catalyst for reconstructing my understanding, broadening my ability to discern, reflect critically, and reintegrate more inclusive perspectives. To elaborate, I began to recognise that criticality was not a detached form of writing; rather, it is a disciplined capacity to question my assumptions, examine tensions, nuance my claims, and evaluate the implications of my learning on future practice (Cunliffe, 2016; Finlay, 2002). This re-framed critical reflection as an ethical and developmental imperative, rather than strictly an academic requirement. This realisation marked the point where my actual learning became most visible. I recognised that reflection is not the same as remembering, and that description can sometimes protect me from deeper scrutiny. When I wrote descriptively, I remained tethered to the narrative of events, whereas when I wrote critically, I had to interrogate what those experiences revealed about my implicit assumptions, compelling me to reevaluate the precise junctures at which supervision became essential so I could move forward with greater clarity. This became a critical turning point because I began to view the portfolio as a mirror rather than an academic qualification. This prompted me to ask questions that enabled me to reflect more critically, shifting my attention from “What evidence do I have?” to “What does this evidence demonstrate, and how has that learning changed the way I practice?” Throughout this iterative process, the shift in perspective enabled me to identify common themes across prior learning, allowing me to balance analytical and intuitive insights. I systematically reviewed my continuous professional development records, supervision logs, reflective journals, training experiences with New Hope student counsellors, and evidence of my coaching work with clients. Critically, I developed a roadmap to capture my progress and identify which experiences best represented my learning and my women-centred approach. Subsequently, two themes gradually emerged; the first was my development as a women-centred transformational coach, during which my learning became increasingly integrated, theoretically based, and aligned with my values. The second was my recognition that supervision and group supervision are necessary spaces for ethical accountability, reflexivity, containment and professional belonging. These themes did not emerge immediately; I had to tease them out. The complexity of integrative practice is that it becomes integrated and, consequently, difficult to differentiate. Frustratingly, only towards the end of completing the two learning areas did it become apparent that my writing remained overly descriptive and that I had not fully understood the concept of writing critically. On reflection, I wish I had applied Vygotsky's (1978) zone of proximal development and scaffolding principles at the start of the process to substantiate my claim and guide the integration of my learning. This approach would have facilitated the identification of specific areas for improvement in my future practice, such as creating women-centred learning communities that foster collaborative discussion by applying Vygotsky's (1978) principle of social learning. Nevertheless, I curated two learning areas and compiled a portfolio of evidence that collectively represents my professional learning throughout this period.
Application of knowledge
Developing the learning areas prompted a fundamental epistemological shift and required pedagogical adaptation. As the process unfolded, my knowledge evolved from intuitive application in client work, supervision, and training to being ethically evidenced, academically situated, and theoretically justified within each area. This has enabled my practice across client work, supervision, and training to become more explicitly formalised and situated with greater diligence and ethical consideration. In Schön’s (1983, p. 19) words, I could artfully apply indeterminacies in real-world contexts with clients; in other words, I am learning to work skilfully with uncertainty. For example, when working with a client experiencing a career transition, I previously felt immense pressure to help her quickly reach clarity, often drawing on structured coaching models to reduce uncertainty and ascertain practical outcomes. Through supervision, I learned to recognise that my impulse to resolve the uncertainty could disrupt the client’s own meaning-making process. This realisation helped me acknowledge ambiguity, explore embodied responses, and engage with the client’s conflicting internal voices. Crucially, this reorientation enabled me to acknowledge both her feelings and the uncertainty she was experiencing, rather than prematurely resolving them, allowing ambiguity itself to become integral to our collaborative process. The insight gained marked a transition from solution-focused interventions to a reflexive, relational, and ethically informed professional judgment. Schön’s (1983) account of professional artistry therefore helped me understand uncertainty as integral to integrative practice, aligning with Mezirow’s (1991) view that transformation is often disruptive and requires ongoing reflexivity (Taylor, 2007). In the same way, Eraut (1994) posits that we are perpetually acquiring non-formal knowledge through social interactions with others, such as listening to podcasts, reading books, or, in my case, through regular client work, supervisory dialogue, tacit understanding, and personal experience. This underscores the necessity of embracing uncertainty and committing to continuous interaction-driven learning. Throughout this process, my existing frame of reference has been both disrupted and reinforced, and as an integrative coach, I will never reach a final or complete state of knowledge. Initially, I perceived this as threatening because it challenged my aspiration for academic and professional clarity. It is now evident that such disruption is essential for ongoing professional development, as it creates a productive environment in which I can examine my assumptions and ethically review my interventions through continued engagement in supervision with my peers. Together, these complementary perspectives reveal that applying knowledge is not a passive transfer of theory into practice but a nuanced process of translation. Previously, in supervision, I would work hard to evidence that I knew enough, had trained enough, or could justify my practice through recognised models and frameworks. While this remains important to my practice, I now understand, through sustained engagement with supervision, that knowledge in my professional context is neither static nor fixed within a framework. Rather, it is continually interpreted, tested and refined through relationship, supervisory dialogue, embodied awareness and critical reflection. Schön’s (1983, p. 17) concept of professional artistry therefore resonates deeply with my practice because my work with clients often requires me to remain present to what is emerging rather than prematurely imposing a theoretical intervention (Eraut, 1994). Taken together, these insights have enabled me to recognise that my application of knowledge has consistently developed through intuition, spontaneity, and transpersonal perspectives that encompass spiritual and interconnected dimensions of human experience. I no longer rely solely on technique, formulation or rapid resolution as an absolute measure of my women-centred approach. As an example, with clients presenting with overwhelm, I now use dramatherapy distancing techniques to externalise the dilemma and voice dialogue to explore the competing internal dialogue (Stone and Stone, 1989; Jennings et al., 2005). When I integrate these two approaches, I am reminded to pause and choose a more considered intervention rather than hastily seeking a solution. The integration of Dramatherapy and Voice Dialogue promotes relational practice and a reliance upon therapeutic interventions. After sessions, I reflect in personal journals to document why this integration worked, underscoring professional competence as I analyse such interventions and keep reflective logs. Schön's (1983) account of the reflective practitioner fundamentally changed the way I engage with personal reflective journals, as I now recognise them as critical evidence to present in supervision. This learning is clearly demonstrated in the case studies presented in RAL, where I transition from client case studies and group coaching to my peer group supervision, in which I experiment with transpersonal perspectives such as imagery, dream work, and symbolic meaning. The continual adaptation of my practice and the evolution of my approach have been both exciting and personally fulfilling. Collectively, these experiences suggest that working dynamically enables me to continually synthesise new perspectives. This indicates that the knowledge gained from reflecting on my practice can now be applied in professional settings, particularly in women's health contexts, including services that support women experiencing perimenopause and menopause, loss of confidence, identity shifts, and emotional overwhelm. This reflective engagement enabled me to recognise the requirement for my practice to critically address the intersections of bodily change, identity disruption, and emotional challenges in women’s developmental experiences. This learning has helped me think critically about how women-centred coaching may ethically complement clinical or medical provision by supporting the emotional, relational and developmental dimensions of women’s health. Achieving this would require clear contracting, appropriate professional boundaries and referral pathways, so that coaching complements rather than replaces clinical or therapeutic support. Similarly, the experiential learning I gained from RAL has led me to identify strategies to enhance my effectiveness as a trainer at New Hope, the charity where I volunteer to support student counsellors' development. Prior to RAL, I viewed journalling primarily as a reflective exercise; I now understand it as a pedagogical mechanism through which trainees can transform experience into critically examined, ethically accountable professional knowledge. In response to this learning, I initiated small-group cohorts that promote reflective journalling, enabling trainees and volunteers to articulate the learning embedded in their professional experiences. As Proctor (2008) describes, group supervision has strengthened my capacity to work more intentionally as a women-centred coach and trainer at New Hope, to justify my interventions more explicitly, and to use supervision as an active space for ethical review, reflexivity, and development rather than as a retrospective intervention.
To substantiate and further develop my methodology, I can analyse case studies and training sessions, evaluate reflective journals, and produce research-informed papers that demonstrate both my expertise and the value of my women-centred coaching approaches. This would enable me to synthesise my twenty years of corporate leadership, trauma-informed coaching, psychotherapeutic counselling, voice dialogue, and dramatherapy, and to demonstrate my methodology, which is both personally distinctive and professionally credible. As evidenced in learning area one, my women-centred transformational coaching practice was addressed. By reflecting on case studies, I became more aware of how women’s development is often shaped by relational histories, internalised expectations, voice, visibility and identity. The learning area enabled me to recognise that my knowledge in this area had developed through continuous professional development and through repeated encounters with women negotiating transitions, power, confidence, belonging, and self-agency. Cunliffe (2016) has helped recontextualise reflection on practice to critical reflexivity within practice. This distinction is important because my development has progressed beyond asking whether an intervention worked, towards critically examining how my assumptions, values, identity and relational position shape what I privilege and discuss with clients, supervisees and peers. 
A second example is the way supervision now functions as a regulating and developmental structure within my practice. Previously, supervision focused mainly on reporting client content and evaluating interventions; I now use supervision to examine how my assumptions, embodied responses and relational positioning shape the work. This shift has strengthened my ethical discernment and encouraged me to actively use supervision as a developmental space rather than a retrospective review. This is particularly important because my integrative practice involves working with complex material, including identity, trauma, relational patterns, dream imagery and embodied responses. Supervision, therefore, enables me to examine case studies, consider how I am affected by the work, and reflect on how my responses may shape the coaching relationship. In Schön’s (1983) terms, supervision supports my ability to reflect both in and on action. It enables me to revisit moments of uncertainty, identify what I noticed in the immediacy of practice, and consider how I might respond differently in future situations. This has strengthened my capacity to apply knowledge because supervision prevents integrative practice from becoming overly personal or unexamined. More specifically, it offers a reflective and ethical framework through which intuitive, embodied, and transpersonal material can be explored, questioned, and responsibly integrated. Notably, supervision now regulates my practice by helping me remain accountable, grounded and responsive, particularly when working with uncertainty and conflicting assumptions. Ongoing peer interaction has strengthened my capacity to apply knowledge ethically and competently and has developed my practice from a predominantly rational or solution-focused approach towards a more embodied and tacit way of working. For instance, when a client discusses a recurring image, dream, metaphor, or felt sense, I can now recognise its potential significance, while ensuring that any meaning is explored collaboratively, rather than imposed. This reflects an important development in my professional knowledge because I am integrating transpersonal perspectives, including dream material, imagery and symbolic exploration, as part of a wider developmental process without abandoning rigour. This has subsequently developed my capacity for ethical discernment, clearer contracting and strengthened reflexive awareness of the boundaries between coaching, therapy and transformational work.
Together, these examples have transformed my understanding of professional expertise and demonstrated that the knowledge gained through reflection has clarified my expertise and, of greater significance, reaffirmed my capacity to remain theoretically informed and ethically accountable in complexity, where the work often moves between narrative, embodied awareness, relational repair and symbolic meaning. This reflective synthesis fosters greater confidence in naming, justifying and reviewing the knowledge that informs my interventions.
Impact on your personal career plans/ professional goals 
Applying Bloom’s taxonomy (1956) demonstrates the progression from applying prior knowledge to analysing the evidence underpinning my practice, evaluating the ethical impact of my interventions, and developing strategies to improve future interventions (Anderson and Krathwohl, 2001). Furthermore, the knowledge gained through the process has made my professional aspirations explicit and helped me implement strategies to target the audience that best fits my offering. To illustrate, I have developed pre- and post-surveys to collate evidence of recurring patterns in women's presenting issues, assess the client's histories for trauma, and develop a research-informed methodology for identifying correlations in developmental needs. This intervention has enhanced my practice from purely reactive intuition to a rigorous evaluative framework, in which I systematically review client suitability and ethical alignment at every stage of the coaching alliance. These approaches will support my future development from relying solely on intuitive pattern recognition to a more systematic, evidence-informed, and ethically accountable approach (Moon, 2013; Schön, 1983). Additionally, I have developed an online questionnaire to assess whether my practice effectively supports clients in specific areas, such as relationships, health, money mindset, or career development, by collating and tracking high-scoring variables. This has led me to develop a women-centred blueprint questionnaire that I ask clients to complete 24 hours before the initial consultation, so I can assess their scores and agree on a time frame for our work together. This has enabled me to identify the demographic most aligned with my offering and to implement marketing strategies, while remaining critically aware that assessment surveys cannot fully capture the complexity of women's lived experience (Cunliffe, 2016; Finlay, 2002). Therefore, I will use them as prompts for inquiry rather than as factual evidence; this will help shape my questions and ensure that the client's narrative, context, and my ethical judgement remain at the forefront of my practice. To support this initiative, I intend to join a research cohort in January through the Institute for Women-Centred Coaching, Training, and Leadership to enhance my research strategies and further develop my research skills. In retrospect, the RAL process highlighted a gap in how I systematically evidence the impact of my methodology. Therefore, I intend to join this group to further develop a more rigorous, evidence-based framework for my practice. This will strengthen my confidence in my ability to explain, critically, why my approach is credible, ethical, and developmentally meaningful. 
Throughout this process, I have reevaluated my professional identity and clarified my professional expertise (Cunliffe, 2016; Mezirow, 1991). This has prevented me from overextending myself, which in the past has led to burnout, and working with clients who were not appropriately matched to my offering. Before engaging with RAL, my practice was characterised by over-preparation, disproportionate emotional labour, and compromised boundaries. I now systematically evaluate client suitability and ethical alignment as rigorous precontracting prerequisites, and I have implemented a free 30-minute Zoom discovery call before accepting clients. Through regular supervision, I can continuously interrogate my interventions, evaluate the ethical and relational implications of my practice, and synthesise feedback from supervisors, peers, clients, and reflective journals into ongoing evidence-informed professional development (Proctor, 2008; Schön, 1983). Supervision therefore becomes a form of ethical governance intrinsic to my future career plans because it holds me accountable, supports my development, and enables me to review case studies, examine themes from surveys, reflect on my use of self, test whether my responses are ethical and aligned with my women-centred approach, and differentiate transformational change from normal developmental change, as described by Taylor (2007). This demonstrates a shift in my professional identity from an expert to a critically reflexive learner, an ethical facilitator, and a developer of learning communities. 
In summary, my future aspirations now focus on deepening the structures that support transformational learning by expanding my offerings to include monthly women's circles that use fairy tales to help women navigate personal transformation (Mezirow, 1991; Vygotsky, 1978). Also, this initiative has inspired me to create bimonthly supervision groups at New Hope, where case studies and reflective journalling can be shared and discussed to advance developmental learning structures that support the students' needs. This initiative expands my practice while remaining congruent with my professional expertise, which is critical to my ongoing professional development.
Conclusion
Prior to the RAL process, I assumed that professional credibility was contingent on formal qualifications, that expertise required expansion, and that I needed to help everyone. However, engaging critically with the portfolio has helped me recognise that professional credibility is grounded in evidenced competence, ethical discernment, appropriate boundaries and a clear understanding of the scope and limits of my knowledge. This process has helped me recognise experiential learning as valid professional knowledge and the importance of supervision to regulate my practice. This reorientation has strengthened my autonomous professional judgement, clarified the value of specialism, and enabled me to evidence my developmental journey, consolidate my women-centred methodology, and align my professional identity with my future aspirations. 
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