Assessment Component 1:
I currently work at the University Wales, Trinity St. David in the role of Strategic Lead for Partnership in Yr Athrofa Professional Learning Partnership (APLP). In essence, this means that I am responsible for setting the strategic direction of the Partnership, with a particular focus on how student-teachers learn to teach whilst on Professional Teaching Experience (PTE) in schools. This includes, but is not limited to, developing the APLP’s approach to mentor training and assessing its impact across our one hundred and fifty partner schools. 
The role of the ‘mentor’ has been much discussed in Initial Teacher Education (see Furlong, 1994; Gardener, 1993; Hagger, Burn McIntyre, 1993; Burn, Hagger, Mutton, 2015 and; Gravells and Wallace, 2012) and I have extensive experience of acting in this capacity myself from my time working in schools with student-teachers and Newly Qualified Teachers (NQTs). Therefore, throughout this module, I have been keen to further my own understanding of the difference between a ‘mentor’ and a ‘coach’ and where the distinction between these two roles lie. This is primarily due to the importance of ensuring that those tasked with supporting and training student-teachers are aware of the role they are playing in the relationship. Additionally, the skills that are typically associated with these roles in their binary form can differ considerably and it is important that their implementation is a deliberate and informed choice by the individual supporting the student-teacher.
It has become clear throughout engaging with literature that the role of a mentor demands a certain level of expertise relative to the ‘subject area’, whereas a coach does not require this same level of expert knowledge (see Spence and Grant, 2007; Bozeman and Feeney, 2007). Rogers (2016) furthers this point by explaining ‘the partnership between the coach and coachee is one in which the coach believes the coachee is the expert of his or her life and work’. In the case of student-teachers, this would not appear to be the appropriate position for a mentor to assume. However, the fact that a mentor/mentee relationship is considered to be a longer term arrangement would support the argument that the term ‘mentor’ is an appropriate one, primarily due to the time that a student-teacher spends in a PTE school. Indeed, established works such as Burn, Hagger, Mutton (2015, p. 36), discuss the typical trajectory of student-teachers over their training period and suggest that school-based mentors tailor responses to the different phases of development that are apparent in a long-term relationship. 
However, there can be no doubt that a number of coaching strategies are regularly utilised by school-based mentors, and therefore, the term ‘mentor’ could be argued to be overly simplistic when used in ITE. For example, Spence and Grant (2007) discuss the importance of developing a self-directed and action-oriented approach in coachees, which is an essential skill for teachers to develop in order to achieve Qualified Teacher Status (QTS), (see Professional Standards for Teaching and Leadership, 2017). Clutterbuck (2004) also specifies some key features of coaching which invariably also come under the ‘mentoring’ title, not least the need to develop a particular skill over the short term. Reflecting on my own experience as a mentor, I can recall several instances where I would have tasked student-teachers with short, specific targets to develop, such as behaviour management strategies. Similarly, Clutterbuck states that the ‘goal’ is often set ‘with or at the suggestion’ of the coach, which further blurs the lines between the two titles. Similarly Schön (1983) characterises the process of ‘reflection on action’ as a discussion that a teacher and student-teacher typically have on a regular basis. Typically, this would include a reflection on a lesson and learners’ progress and appropriate ways forward for the next lesson or lessons. Therefore, it is important that ITE mentors have an awareness and understanding of mentoring and coaching strategies and know when to apply them in order for the support to be appropriate to the student-teacher concerned. 
An important consideration in any mentor/mentee or coach/coachee relationship is the existence of a set of agreed parameters and guidelines in which the support can exist. Without these agreed parameters, there is a risk to the mentoring/coaching process. Indeed, Clutterbuck (2004) outlines an advised ‘Code of Practice’ which mentors should consider when entering into any mentoring or coaching relationship. These guidelines pay particular reference to the importance of confidentiality, ethical and practical considerations and the importance of shared commitment to the process. 
Indeed, the European Mentoring and Coaching Council (EMCC) have published a ‘Competence Framework’ which formalises many of these points:
The purpose of the competence framework is to provide a description of a mentor/coach at four distinct levels of development in order to help mentors/coaches understand their level of development and Training Providers evaluate the effectiveness of their programmes through the mentor/coaching performance of their students. The competence indicators are examples of behaviours or principles of the coaching profession that meet the eight competence categories.
(EMCC, 2015)
The importance of these boundaries is highlighted in the examples given the Vocational Education and Training (VET) Mentor Handbook (CEDEFOP, 2013) where the issue of ‘overlapping roles’ is of particular interest. The tension that exists between the mentor’s role as both a ‘supporter’ and an ‘assessor’ is discussed and questions are asked of whether these two very different responsibilities can be reconciled (CEDEFOP, 2013 p.26). This was of particular interest to me as Strategic Lead for Partnership, due to the duality of the role that school-based mentors are expected to perform on a daily basis. 
Gilbert and Whittleworth state that the primary reason that staff leave their role is due to their relationship with their manager (2009, p.9), thus highlighting the potential negative impact if the mentor, with the power imbalance that is in existence, is not sufficiently equipped with the necessary skills to support the mentee. Graßmann and Schermuly (2018) also warn of the ‘negative effects’ that can occur as part of a mentoring or coaching relationship. They point to the fact that a significant number of coachees in their study experienced their work as less meaningful as a consequence (2018, p.11). Lindvall, Palmer and Fillery-Travis (2022) discuss the ways in which the power imbalance between coaches and coachees can be addressed through adopting a ‘Coaching Leadership Model’ where the open culture mitigates said inequalities. Gordon (2011) and Bligh (2011) concur, arguing that terminology such as ‘leaders’ and ‘followers’ should be replaced with ‘coworkers’ and ‘co-creators’. 
Linda Phillips-Jones in ‘The Mentor’s Guide: how to be the kind of mentor you once had – or wish you’d had’ (2003), offers a range of practical suggestions for mentors to develop strong relationships with mentees, which would offset some of the potential issues outlined. For example, Phillips-Jones advocates mentors identifying and articulating their own goals to mentees, thereby removing a potential barrier to collaboration and giving a more equitable feeling to the relationship.  
It is noteworthy that many of the mentors and mentees in the APLP would not necessarily be aware of the potential impact of the power imbalance in their relationships and this is something I am keen to address in future iterations of the mentor training provided. Similarly, the use of coaching contracts, or similar, are something that would invariably develop a shared understanding of what are realistic expectations of mentees and mentors while on PTE.
One of the challenges that is faced by the APLP is the extent to which mentors and partner schools ‘buy in’ to their role as a mentors at a time of considerable staff and financial pressures (EWC, N.D; Impact Wales, 2022). As outlined in the Vocational Education and Training Mentor Handbook (CEDEFOP, 2013 pp. 10-11), there are a number of benefits for those involved in mentoring, including the organisation in which the process is occurring. These include, but are not limited to: stress reduction and the ability to identify personal learning needs in mentees; the mentor’s ability to garner new ideas and perspectives and to understand the barriers that colleagues face; and the development of leadership and management in the organisation more widely. Additionally, the reference to ‘bridging theory to practice’ is of particular significance due to the ITE programmes at UWTSD comprising ‘bridging sessions’ as key components in enacting the transformative model that underpins the APLP (UWTSD, 2023).   
This brings the importance of messaging into focus to ensure that all stakeholders in the APLP are aware of these benefits and how closely aligned our respective interests are. This is something that will be used to inform Partnership strategy ahead of the next academic year. The use of the aforementioned strategies and the clarification of the role of school-based ‘mentors’ will also contribute to a greater level of understanding of what an APLP mentor is, and will inform consequent expectations that stakeholders may have. 
The mentor training that is currently offered to APLP mentors cite a variety of coaching models that are in existence, including GROW, FUEL, OSCAR, Push and Pull and STRIDE. One model in particular has not been recommended to mentors to allow for the opportunity to engage with strategies that best meet the needs of their mentees. However, the principle of using a model is well established as Connor and Pokora (2012, p.138) point out: ‘using tried and tested frameworks and models is one way of ensuring quality’. From a strategic perspective, there is a conscious effort to offer all student-teachers equity of experience during their training. Therefore, equipping mentors with an evidence informed framework in the form of a coaching model is considered important to support training (see Stober and Grant, 2006).  
Connor and Pokora (2012, p. 138) also point to the value of models in steering coaching conversations away from potentially irrelevant and unhelpful dialogue and to provide a formal approach to coaching sessions.[footnoteRef:1] In my own experience, schools are dynamic and pressured environments and this can lead to being pulled away from purposeful conversation.  [1:  For more on ‘formal’ and ‘informal’ mentoring, please see Allen, T and Eby, (2003), ‘Relationship Effectiveness for Mentors: Factors Associated with Learning and Quality’, Journal of Management 29, pp.469-486.  DOI 10.1016/S0149-2063_03_00021-7
] 

However, it is important to consider some of the disadvantages that the use of models may bring. Cavanaghm Grant and Kemp (2005, p.6) argue that: 
…there are a multitude of relatively untested proprietary coaching models in the marketplace. These models are often rigorously guarded as commercially valuable property. Unfortunately, there is often little understanding of, or attention paid to, the coherence and limitations of the underpinning theories. 
As a result, it is important that when selecting a model to use, that there is significant literature that supports its use as a credible strategy to support a coachee’s development. Connor and Pokora (2012 p.138) also point to models potentially limiting a coach’s style and preventing a more organic conversation from developing. Due to the large number of schools and mentors in the APLP, the use of models has been a deliberate choice to ensure that some form of consistency in experience is afforded to student-teachers across their two placements in different schools. 
The emphasis on open questioning that is apparent in many coaching models (see GROW, FUEL, STRIDE as examples) also helps to elicit mentees’ thoughts, beliefs and attitudes which can be heard more purposefully, in a way that open conversation may not. Indeed,
‘Mindtools’ state standards of listening are generally low and that an alarming amount of information is not retained during average conversations: 
…research suggests that we only remember between 25 percent and 50 percent of what we hear, as described by Edgar Dale's Cone of Experience.  That means that when you talk to your boss, colleagues, customers, or spouse for 10 minutes, they pay attention to less than half of the conversation.
(Active Listening: Hear What People are Really Saying, n.d)
Therefore, a less deliberate and guided coaching session may lead to information not being ‘heard’ by both parties, and therefore the effectiveness of the session may be reduced. 
The GROW model, first introduced in 1992 and part of John Whitmore’s ‘Coaching for Performance’, is arguably one of the most recognised models of coaching (Bishop, 2015). It assumes that the coach is not an expert and therefore acts as a facilitator during the process. The value of a coach not offering any opinion or passing judgement on ‘performance’ is noteworthy in the Teacher’s TV (2006) video and is commented upon by the coachee in this recording. Instead, the focus is on eliciting deep reflection through questioning in order to achieve a specific goal (De Flander, 2014). 
The four stages of the GROW model are GOAL (G), REALITY (R), OPTIONS (O) and WILL (W) (please see Appendix 1 for a list of associated questions for each stage). Whitmore (2009, p.27) describes his preference for limiting coaching models to three or four stages, as ‘such minimalist models leave more space for discussion, learning is extended, and they also allow for additions.’ This is particularly noteworthy in light of the earlier discussion about the use of models being potentially constrictive. Additionally, Whitemore points out the significance of Goal coming before Reality to avoid becoming ‘drawn towards incremental remedial actions even with some negative connotations’ (2009, p.27). He argues that remedial actions may be ‘attractive’ but prevent the coachee from focussing fully on the ‘ultimate goal’. He also points out that ‘…if the Goal is explored and established first, the action takes the form of how to get there from here and is orientated more towards the positive or the potential.’ 
However in David, Clutterbuck and Megginson’s Beyond Goals: effective strategies for coaching and mentoring (2014), Boyatzis and Howard state that:

Goal setting is ubiquitous in today’s fast-changing society. We routinely set goals in the workplace, in volunteer setting, and in personal life. But we may not be aware that goal setting is more likely to enhance performance and outcomes in some situations compared to others. 
(p.213)

As a result, this implies the process of setting and then working towards achieving a set goal is not necessarily linear or indeed clear in the coachee’s mind. Grant (2011, p.122) states that in the Goal might need to be revisited throughout the four steps and in reality, would become a ‘GRGROGROOGROWOGORW’ model. In light of the context in which I work, this more flexible approach may well be necessary, particularly when coachees’ goals may well centre on the emerging needs of learners whom they teach.[footnoteRef:2] [2:  Please note that additional revisions to the original GROW model are: T-GROW (van Nieuwerburgh, 2014); RE-GROW (Greene and Grant, 2003) and GROWS (Panchal, Sasikala, and Patricia Riddell, 2020)] 


The STRIDE model, (Strengths, Target, Real Situation, Ideas, Decide, Evaluate) assumes a different starting point to GROW, insofar as it intentionally focusses on encouraging the coachee to recognise their own strengths from the outset of the coaching process. Thomas and Smith, in Coaching Solutions (2006, p.89) argue that as maintaining high levels of self-esteem in those going through change management is important ‘it follows that high levels of self-esteem are essential to the process’. In the case of student-teachers, it is acknowledged that they can struggle to separate judgements on their teaching and judgements on themselves (Burn, Hagger and Mutton, 2015 p.43).  As a result, encouraging the student-teacher to focus on their strengths early on in the process would appear a worthwhile endeavour.  Additionally, it is noteworthy that the ‘Evaluate’ element in this model is separated into two phases: ‘1 Evaluating the solution now: exploring commitment to agree decisions. 2 Evaluating later: agreeing a time to follow up on the actions taken following the decision.’ (Thomas 2006). As outlined in the Professional Standards for Teaching and Leadership, (Hwb, 2017), the ability to reflect and evaluate effectively is a keen characteristic that is sought in teaching professionals. Therefore, the promotion of this element of the model suggests that it sits well in the APLP’s expectations of mentoring experiences for student-teachers. 

The OSCAR Model, (Outcome, Situation, Choices and Consequences, Actions and Review) was developed by Whittleworth and Gilbert in 2002, and much like the GROW model, focusses on outcomes or goals as a motivation for the coachee to improve performance (please see Appendix 2 for a full list of accompanying questions for the OSCAR model). Goal Setting Theory, as described by Locke and Latham (2012), is the principle which underpins these models, arguing that ‘the most effective performance seems to result when goals are specific and challenging, when they are used to evaluate performance and linked to feedback on results, and create commitment and acceptance.’ Therefore, in this model, the coach or mentor would empower the coacheee to take ownership of their desired goal. Pearce and Patent, in the article ‘Everyone Can Learn to Coach! Coaching with the OSCAR Model’ (Pearce and Patent, 2021) argue that this model may be particularly useful for longer-term outcomes. In the context of teacher training, this is of particular interest as student-teachers will often have long-term targets to work towards. Therefore, allowing them the opportunity to focus over a long period of PTE, for example, may elicit particularly positive results. 

Pearce and Patent (2021) also suggest that if an individual who reaches the Review section of the process and is finding the actions ‘difficult’, then ‘it may be more helpful to assign them a mentor’. Due to the role of a school-based mentor being both a coach and a mentor, this recommendation seemed particularly useful in ITE where the same individual would be in a position to share specific knowledge or skills to support progress. 

In conclusion, I intend to use the STRIDE Model to coach a member of my team (please see Appednix 3 for a list of STRIDE ‘questions’). I have decided to use this model due to its focus on identifying strengths and what is going well for the individual concerned. During informal conversations with the colleague as part of the Coaching and Mentoring module, this has been a theme which has arisen on several occasions. As outlined previously, this is also a key consideration when working with student-teachers. Additionally, the emphasis placed on the Evaluation step of the model lends itself well to the teaching profession more generally, where reflection on students’ learning is a key skill that educators are expected to possess. Therefore, I hope the benefits will be twofold; coaching and supporting the individual concerned in the first instance, but also equipping him with lived experience of the coaching model to take into his role as a Professional Tutor when supporting and coaching school-based mentors and student-teachers. 
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Appendix 1 – The GROW Model
GOAL
What do you want? What is your aim for this discussion/session?
How would you like it to be?
What does that look like?
What will you be saying to yourself?
What will that enable you to do?
What will other people be saying to you?
What will you have that you don’t have now?
Imagine 3 months from now, all obstacles are removed and you have achieved this:
What do you see/hear/feel?
What new elements are in place?
What is different?
REALITY
What is happening at the moment?
How important is this to you?
On a scale of 1–10, if an ideal situation is 10, what number are you at now?
What number would you like to be at?
How do you feel about this?
What impact is this having on you?
What’s on your shoulders?
How does this impact other areas of your life?
What are you doing that takes you towards your goal?
What are you doing that is getting in the way of your goal?
How much …?
How many …?
Who else does it affect?
OPTIONS
What could you do?
What ideas do you have?
What alternatives do you have?
Is there anything else?
If there were anything else, what would it be?
What has worked in the past?
What steps could you take?
Who could help you with this?
Where could you find out the information?
How could you do that?
WILL
What will you do?
How will you do that?
When will you do it?
Who will you talk to?
Where will you go?
Is there anything you need to put in place before that?
How committed are you to taking that action?
What will it take for you to commit to that?




Appendix 2 – The OSCAR Model:
Extract sourced from Gilbert, H. (2015) The OSCAR Coaching Model: 4 Steps to Building a Coaching Culture in Your Organisation. Worth Learning
Using the OSCAR model to ask effective coaching questions
Here’s a brief set of questions to help you get started using the
OSCAR Coaching Model:
Questions to ask when opening the coaching session
· What would you like to talk about today?
· What are the issues you'd like to focus on?
Outcome Questions
Short-term:
· What would you like to walk away with from today's session?
Long-term:
· What is your long term outcome around this issue?
· What would success look like/feel like to you?
· How will you know you've achieved it, what will be happening?
Situation Questions
· What is the current situation?
· What do you see as the main issues right now?
· What impact is that having on yourself and others?
Choices & Consequences
Choices:
· What could you do to start to resolve the situation?
· What do you need to do/say to start to resolve the situation?
· What choices do you have?
· What's stopping you?
Consequences:
· What would be the consequences?
· Upsides and downsides?
· How far would that take you towards achieving your outcome?
Actions
· What actions are you going to take?
· What will you do to move yourself forward?
· When will you take them?
· What support will you need?

Review
· How will you review your progress?
· What will you do to check whether your actions are moving you towards your outcome?
· How will you measure your success?
· How will you celebrate your success?
· When will you and I get together to review your progress?


Appendix 3 – STRIDE Model: 
Coaching: the effective way to lead teaching and learning | Optimus Education (optimus-education.com)
Coaching questions based on STRIDE model
Strengths
What have you tried recently that worked?
· What has made you feel successful this week?
· What has been your best achievement of the year?
· What went well this week?
· Tell me about your most sparkling moment as a teacher?
· How does your favourite pupil respond to you?
· What are you most proud of as a teacher?
· When do you perform at your best?
Target / goal
What would you like to achieve?
· What would need to happen for you to walk away feeling this is time well spent?
· What exactly will make you feel successful in this?
· What are you building towards? / What do you really, really want?
· What don’t you want?
· What has to happen for you to feel successful?
· How do you know this goal is worth achieving?
· How will you know when you have achieved it?
· What will you see, hear and feel after having achieved it?
· What will achieving this goal do for you / give you?
· How would other people benefit if you reached your goal?
· What is important to you about achieving this goal?
· How much personal control do you have over your goal?
· What can you do yourself to achieve this goal?
· By when do you want to achieve it?
· How will you measure it?
· What’s your heart telling you about this dream / goal?
· What’s your dream outcome?
Reality
Where are you starting from / What have you learned so far?
· What have you done so far about this dream / goal?
· How effective have your efforts been?
· What’s stopped you doing more?
· What have you learned from what you’ve done?
· What might you have done differently?
· What insights do you have about yourself / life in general that are relevant to this?
· What will happen if you do nothing?
· What other choices do you have?
· What do you have that you are not using?
· What is holding you back?
· What could stop you achieving your goal?
· What are you afraid of?
· What is not achieving your goal costing you?
Ideas and options:
What could you do?
· What could you do differently from now?
· What must change for you to achieve your goal?
· What approaches have you seen used in similar circumstances?
· Who might be able to help you?
· Who could you learn from?
· What would a wise old friend suggest?
· What would you do if you had more time / less time / power / money / magic wand)?
· What is the simplest solution?
· What is the right thing to do?
· What is the most courageous step to take?
· If the constraints were removed, what would you do?
· What else could you do...and what else could you do... and what else could you do?
· What options would you like to act on?
· What could you do that would make the biggest difference?
Decide / commit
What’s the first logical step? What are the next steps?Precisely when will you do this?
· What will it cost you if you don’t take action?
· What will you gain if you do take action?
· What might get in the way?
· Who needs to know about this?
· What support do you need and from whom?
· How will you get that support?
· Rate on a 1-10 scale your motivation to take the agreed actions?
· What prevents you from being at a 10?
· What do you need to do to get your commitment up to at least 8?
Evaluate
What did you do that was different?
· On a scale of 1-10, how hard did you try?
· What was the hardest thing?
· What was the impact – qualitative and quantitative?
· How did it make you feel?
· What has happened since?
· How have you changed?
· What will you do next?

