
Part 1: Critical Review of Professional Learning (BDMP7010)
 
A Reflexive Account of Learning as Situated Sensemaking in High-Consequence Practice
	1. The Philosophical Lens - Rethinking Learning: From Acquisition to Sensemaking


[bookmark: OLE_LINK3]To frame this reflexive account, I adopt a view of identity not as a fixed construct but as something continually shaped through experience. The question ‘Who am I?’ is fundamental to this enquiry, shaping how I interpret experience (Kolb, 1984), engage with knowledge, and understand learning as a process of becoming (Brookfield, 1995). I no longer see learning as merely acquiring knowledge to fit a fixed identity. Instead, I see it as an ongoing process in which meaning, identity, and professional practice are continually created and reshaped. This shift has emerged from repeated exposure to situations in which existing knowledge proved insufficient and judgement had to be formed in real time amid uncertainty.
In this way, learning is both how I connect with the world and the process through which I discover who I am becoming.
My professional learning is grounded in my experience as a senior leader in the Royal Navy, my status as a globally recognised coaching practitioner, and my commitment to ongoing introspective and reflective practice. My career has evolved in high-stakes, complex environments where decision-making carries operational, ethical, and human consequences. In these settings, learning has emerged through sustained engagement with uncertainty, responsibility, and relational dynamics rather than formal instruction. This has led me to see myself not as a passive recipient of knowledge but as an active participant in its construction. Learning arises not from experience alone, but from how that experience is interpreted, questioned, and integrated (Jarvis, 2006; Billett, 2010). This has become increasingly apparent in my doctoral journey as I have confronted the limitations of assuming that experience itself constitutes learning.
Argyris and Schön’s (1978) distinction between espoused theory and theory-in-use has been particularly influential in challenging my understanding of my own practice. It has compelled me to examine not only what I claim to believe about leadership and learning, but also what my actions reveal about my underlying assumptions. This has revealed a persistent tension: that professional competence can conceal unexamined habits and reinforce existing mental models. 
Contemporary research supports this contextual and interpretive perspective on learning. Olmos-Vega and Stalmeijer (2025) argue that workplace learning is deeply linked to the environments in which it occurs. This reinforces my view that learning is embedded within specific cultural, relational, and situational contexts rather than inherently transferable.
[bookmark: OLE_LINK4]Taken together, these perspectives position my professional learning as a reflective, contextually grounded practice of sensemaking.
	2. Informal Learning and Communities of Practice


Marsick and Watkins (1990) state that workplace learning can be understood through three typologies: formal, informal, and incidental learning. Reflecting on my professional journey, most of my learning has occurred informally through participation in high-stakes practice rather than formal structures (Eraut, 2004; Marsick and Watkins, 1990). In operational and leadership contexts, learning takes place through action, interaction, and reflection-in-action (Schön, 1983). Billett (2010) emphasises that workplace learning is fundamentally practice-based and socially mediated, which aligns with how I have developed as a leader.
The concept of communities of practice (Lave and Wenger, 1991; Wenger, 1998) has been particularly influential in aiding my understanding of this. However, Wenger’s (1998) framework presumes relatively egalitarian participation, which poses issues within highly hierarchical military structures. I recognise that much of what I have learnt, how to lead, how to judge, how to navigate ambiguity, has been shaped by my involvement in professional communities. Learning occurred primarily through observing, imitating, and gradually participating in established practices. These communities have offered not only knowledge but also a sense of identity. This dynamic became particularly visible within the hierarchical structures of my military practice. In one instance, I observed a divergence between formally taught procedures and how experienced operators adapted them in practice. While the formal system emphasised adherence to process, effective performance depended on subtle, context-driven adjustments that were not explicitly taught. As a junior leader, I recognised this discrepancy but couldn't challenge it openly. Instead, learning occurred through observation, imitation, and gradual participation. In retrospect, this reflects Fuller et al.’s (2005) critique that communities of practice can constrain as well as enable learning, shaping not only what is learned, but what is permitted to be questioned. In coaching, these communities are deliberately nurtured; in my military experience, they were often implicit, yet equally impactful in shaping my learning.
However, my reflection has also revealed the limitations of these communities as highlighted by Fuller et al. (2005). While they support learning, they can also impede it. Hierarchical structures and cultural norms may promote conformity and restrict critical questioning. This tension between learning as socialisation and learning as transformation has become a central theme in my thinking.
Contemporary research supports this more nuanced view. Tummons (2025) emphasises that learning, instruction, and assessment are embedded in practice, while Hefetz and Ben-Zvi (2020) demonstrate that communities evolve through engagement with external practices. Russell et al. (2025) further underline the importance of cross-boundary learning networks.
This has led me to recognise that communities of practice are not neutral spaces, aligning with Fuller et al. (2005), but also suggesting that within hierarchical military contexts they may serve as mechanisms of epistemic constraint as much as sites of learning. They influence what can be learned, said, and thought. In my own practice, coaching has become the conceptual domain for challenging these patterns, creating space for alternative perspectives and deeper reflection
	3. Tacit Knowledge and Professional Judgement


One of the most important insights in my learning journey has been the centrality of tacit knowledge. As Polanyi (1958) suggests, “we know more than we can tell.” In practice, effective leadership judgement is often enacted without full articulation. Nonaka and Takeuchi’s (1995) model initially proposed that tacit knowledge could be transformed into explicit knowledge, but my experience aligns more with Collins’ (2010) argument that some forms of tacit knowledge are inherently non-codifiable and perhaps should remain as such, as codifying them would greatly restrict their application.
Recent research reinforces this understanding. Astorne and Lee (2025) demonstrate that tacit knowledge transfer often requires embodied presence. Yıldız et al. (2025) show the importance of embodied wisdom in organisational creativity. Meanwhile, Sijbom et al. (2025) highlight the role of social expectations in shaping knowledge-sharing behaviours. van Houten (2023) further emphasises the relational nature of tacit knowledge.
In my personal professional learning journey, tacit knowledge works across technical, interpersonal, and intrapersonal areas. I might undervalue its importance by discussing it in these terms rather than simply emphasising the embodied wisdom it creates. It supports my ability to make decisions in uncertain and time-sensitive situations, especially in high-stakes environments where errors can have potentially fatal consequences. Kahneman’s (2011) work on intuitive thinking has helped me understand both the strengths and limits of this kind of knowing. This always makes me think about the purpose of learning and how we judge whether something has been learned. This became operationally significant during a decision about a night-time aviation exercise in deteriorating weather conditions. Procedurally, all measurable indicators remained within acceptable limits. However, I became aware of a persistent sense of misalignment I could not immediately articulate. This was not linked to a single factor but to a pattern that did not feel coherent. Based on this, I chose to delay the launch. At the time, this decision seemed instinctive and was difficult to justify explicitly. In retrospect, it reflects Polanyi’s (1958) assertion that “we know more than we can tell,” where judgement emerges through embodied pattern recognition rather than conscious analysis. This experience also highlighted a critical tension: while tacit knowledge enables effective action under pressure, it resists scrutiny and carries the risk of bias (Kahneman, 2011). My learning, therefore, has not been simply to trust intuition, but to remain critically aware of its limitations. This raises a critical question: is effective learning defined by conscious understanding, or by the ability to act appropriately without it? Rudnicki and Kowalczyk (2025) have further shaped my thinking by suggesting that knowledge is only valuable when it becomes relevant within a specific context. This is a crucial first step in turning knowledge into learning. It strongly resonates with my own experience that knowing something is not the same as being able to apply it effectively in practice
	4. [bookmark: OLE_LINK6]Learning in Complexity


[bookmark: OLE_LINK10]While Kolb (1984) conceptualises learning as cyclical, this assumes a level of environmental stability that does not apply in high-consequence military contexts, where conditions are fluid, ambiguous, and resistant to linear learning cycles. Kolb’s (1984) experiential learning cycle offers a structured account of how experience may be processed; my experience challenges its underlying assumption of sequentially. In practise, learning does not follow action but is enacted within it, as attention, interpretation, and response occur simultaneously. My professional environment is characterised by complexity, uncertainty, and constraint. This has been true in both my military and consultancy careers. Bennett and Lemoine’s (2014) concept of Volatility, Uncertainty, Complexity, and Ambiguity (VUCA) and Cascio’s (2020) extension to Brittle, Anxious, Non-Linear and Incomprehensible (BANI) provide useful descriptions of these conditions that resonate completely with the arenas I have operated in, where I have had to make time-critical life-or-death decisions with incomplete information. 
[bookmark: OLE_LINK5]Snowden and Boone’s (2007) Cynefin framework has been particularly helpful in showing that different environments require different learning methods. In complex settings, learning occurs spontaneously rather than following a fixed plan. It is my embodied wisdom and tacit awareness of how to interpret a situation that enables me to direct my attention appropriately in such circumstances. This was particularly evident during a time-critical operational decision, when multiple variables were shifting simultaneously. There was no opportunity to step outside the situation to apply a structured analytical model. Instead, my understanding evolved in real time as I attended to environmental conditions, team dynamics, and emerging risks. The decision-making process was iterative and adaptive, with each action informing the next. This aligns with the Cynefin framework (Snowden and Boone, 2007), in which action precedes full understanding in complex environments. However, my experience also suggests that such frameworks underrepresent the embodied and affective dimensions of decision-making, where judgement emerges through the integration of perception, emotion, and experience.
Heifetz (1994) emphasises this by distinguishing between technical and adaptive challenges. Much of my learning has occurred in response to adaptive challenges, where there are no clear solutions and where learning must happen alongside action. Lehtonen et al. (2025) extend this understanding by demonstrating how changing work environments influence professional learning. The nature of a shifting work environment becomes evident in coaching and consultancy, with the constantly evolving emotional landscape. This has prompted me to reflect on how shifts in organisational structures and practices affect not only what I learn but also how I learn.

	5. [bookmark: OLE_LINK7]Learning about Learning – Metacognition and Reflection


In my practice, reflection is not merely a retrospective activity applied to experience, but the mechanism through which experience becomes learning, and through which established models are both validated and disrupted. A critical turning point in my development has been my engagement with and the combination of reflection and metacognition. Reflecting on patterns in my thinking. Schön’s (1983) concept of reflection-in-action strongly resonates with my experience of making decisions in real time, while reflection-on-action has been central to making sense of those decisions retrospectively. However, it is metacognition that has most profoundly transformed my understanding of learning. Flavell (1979) defines metacognition as thinking about thinking, but in practice, I have experienced it as the ability to step back from my own assumptions, question my interpretations, and regulate my responses. In Zen, this would be called the witness, noticing what there is to learn from the patterns in your own awareness.
Argyris and Schön’s (1978) and Morgan’s (1986) concept of double-loop learning has been particularly influential. It has encouraged me not only to improve my actions but also to question the underlying assumptions behind them. Mezirow (1991) and Kegan (1994) further develop this idea by portraying learning as a transformation in how individuals create meaning. This has been a deeply personal process in my own growth, requiring me to confront and reassess long-held beliefs about leadership, authority, learning, and myself.
Recent research emphasises the importance of metacognition. Ho and Lau (2025) demonstrate its role in enhancing learning outcomes, while Yazici and Dogan (2025) show that it can be deliberately developed.
Importantly, I have also started to reflect on my own metacognitive processes. This self-reflection has shown that my ability to learn is influenced not only by my experiences but also by how I focus on them. I have observed patterns in my thinking, including tendencies towards certainty, bias, and defensiveness. Recognising that awareness of these patterns is now a vital part of my development.
A clear example of this occurred during a leadership interaction when I felt a strong urge to assert control and provide immediate direction. Through metacognitive awareness, I recognised this response as habitual rather than situationally necessary. By pausing to observe this impulse, I adopted a more facilitative approach, allowing broader input from the team. This shift altered both the dynamic and the outcome of the interaction. In retrospect, this reflects double-loop learning (Argyris and Schön, 1978), in which not only actions but also underlying assumptions are examined and adjusted. Coaching supervision has been an important part of this process, providing a structured space for reflection and enhancing my self-awareness. This has reinforced my belief that learning is not just about acquiring knowledge but also about transforming how I perceive and engage with the world.

	6. Learning Through Disruption and Alternative Practices



Some of the most challenging and unexpected learning has come from engaging with practices outside traditional frameworks, such as psychic mediumship, energy work, and shamanism. Although not presented as scientific knowledge, these experiences have disrupted my assumptions and deepened my introspective awareness. This has enhanced my ability to self-regulate and engage more effectively with others. For example, during a high-pressure coaching engagement, I became aware of a strong emotional response that, if unexamined, could have influenced my intervention. Drawing on practices developed through meditation, I remained present without reacting, allowing the client space to explore their own thinking more fully. This demonstrates how these non-traditional practices translate into observable professional capability, particularly in emotional regulation and relational awareness. I include these practices as part of my professional learning because they inform both my intrapersonal and interpersonal practices.

[bookmark: OLE_LINK8]The challenges we encounter in life often serve as opportunities for deep learning, especially when they evoke discomfort or resistance. Jung’s idea of psychological projection suggests that what unsettles us in others reflects unconscious parts of ourselves, offering a pathway to greater self-awareness (Jung, 1963). This is a deeply reflective process. In this way, learning extends beyond simply acquiring knowledge or skills; it becomes a personal journey of awareness. 

	7. The Discipline of Attention


Engagement with Zen and Taoist philosophy has reinforced the role of attention as a core developmental capability, emphasising awareness and presence within uncertainty. This mirrors my professional experience, in which many leadership challenges cannot be solved by existing frameworks but require a shift in perception and a reframing of the problem itself. In this sense, such challenges become reflective surfaces through which I encounter myself. This aligns with Argyris and Schön’s (1978) and Morgan’s (1986) concept of double-loop learning, where transformation occurs not just by adjusting actions but also by reflecting on and questioning the underlying assumptions that shape them. The kōan challenges these assumptions, revealing the gap between espoused theory and theory-in-use. The Tao Te Ching (Lau, 1963) further explores this through the idea of “wu wei” (non-forcing), shifting my approach to leadership from one of directing to one of alignment, creating the conditions for effective action to emerge rather than forcing it.
Consequently, practice becomes less about repetition and more about presence. Learning shifts from merely gathering knowledge to uncovering the assumptions and identities that influence how I perceive and behave. The question “Who am I?” thus becomes a lived inquiry, continuously explored through experience. Incorporating these spiritual perspectives with established learning theory does not reduce academic rigour; it broadens it, offering a more comprehensive understanding of learning, leadership, and identity.
	8. A Conclusion for this Moment


This reflexive account has critically examined my development as a professional learner through a philosophical, theoretical, and experiential perspective, culminating in a coherent understanding of learning as situated sensemaking within high-consequence practice (Weick, 1995). Throughout the preceding sections, what initially appeared as an eclectic set of influences, ranging from constructivist and social learning theory to tacit knowledge, metacognition, and spiritual inquiry, can now be understood as mutually reinforcing dimensions of a single, integrated learning ontology.
At its core, my learning is neither linear nor reducible to the acquisition of discrete knowledge or competencies. Instead, it emerges through dynamic interaction between self, context, and practice. Constructivist perspectives (Bruner, 1996; Jarvis, 2006) provide the epistemological foundation for this view, positioning learning as a process of meaning-making. However, this account extends beyond individual cognition by incorporating the social and relational dimensions articulated through communities of practice (Lave and Wenger, 1991; Wenger, 1998), where learning is both shaped and constrained by participation, culture, and power dynamics. In doing so, it recognises that professional learning is not simply about becoming more knowledgeable, but about becoming a certain kind of practitioner within a particular context.
The integration of tacit knowledge (Polanyi, 1958; Collins, 2010) further improves this understanding by emphasising the embodied, intuitive, and often ineffable aspects of professional judgement. In high-stakes environments such as the Royal Navy, where time, uncertainty, and consequence converge, the capacity to act effectively is seldom based solely on explicit reasoning. Instead, it relies on forms of knowing developed through immersion, experience, and relational attunement. This challenges dominant training paradigms, like those within Defence Systems Approach to Training, which emphasise codification and standardisation. While these systems remain essential for assurance and safety, this account highlights their limitations in capturing the full scope of professional capability.
Metacognition acts as the key integrative mechanism within this framework. Through reflection-in-action and reflection-on-action (Schön, 1983), and, more importantly, through double-loop learning (Argyris and Schön, 1978; Morgan, 1986), I have developed the ability to interrogate not just my actions but also the assumptions, beliefs, and identity structures that underpin them. This aligns with transformative learning theory (Mezirow, 1991) and constructive-developmental perspectives (Kegan, 1994), positioning learning as a shift in how meaning itself is constructed. While Mezirow (1991) defines transformation as cognitively mediated, my experience suggests it is equally embodied and relational. In this way, learning becomes less about what I know and more about how I know, why I act, and who I am becoming.
Importantly, this account also legitimises forms of learning that sit beyond traditional academic and organisational frameworks. Engagement with Zen, Taoist philosophy, and other introspective practices has not replaced empirical or theoretical rigour but has broadened it. These perspectives introduce an ontological dimension to learning, emphasising awareness, presence, and the discipline of attention. They challenge the Western tendency towards closure and certainty, instead framing learning as an ongoing enquiry into the nature of self and experience. When combined with established theories, these perspectives enhance rather than diminish the depth of professional learning by addressing the often-overlooked intrapersonal domain.
Reinforcing the idea that experience alone does not equal learning. Learning depends on the ability to interpret experience through critical reflection, contextual understanding, and ongoing questioning of assumptions. It is influenced by participation in social systems, supported by metacognitive skills, and demonstrated through embodied practice. In high-stakes environments, this comprehensive form of learning is essential; it is vital for effective leadership, ethical judgement, and adaptive performance.
Therefore, my identity as a learner is not fixed but constantly evolving. It is shaped through my engagement with complexity, my willingness to question my own assumptions, and my ability to stay present within uncertainty. The metaphor of Still Waters encapsulates this integration. It signifies not passivity, but depth; not stillness as inactivity, but as disciplined awareness. Beneath the surface turbulence of operational and organisational life lies a cultivated capacity for clarity, reflection, and adaptive judgement.
In this way, learning becomes both a professional obligation and a personal habit. It is the process through which I develop skills, but also the means by which I construct meaning and identity. Ultimately, to understand myself as a learner is to recognise that learning is not something I do; it is the process through which I continually become. Professional learning in high-consequence environments is not the acquisition of knowledge, but the disciplined transformation of perception through which identity, judgement, and action are continuously enacted in context.
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Part 2: Conceptual Framework for Practice (BDMP7010)
 
Situated Action, Sensemaking, and Professional Learning as an Attentional Field
	9. Introduction - Adaptive Sensemaking Learning System


In my reflections on professional learning, it is not the acquisition of knowledge but the transformation of perception that co-constitutes action, meaning, and identity within lived experience. This conceptual framework advances a view of learning rooted not in staged developmental models, but in the immediacy of practice and the subsequent reflection on embodied wisdom. Learning is presented as an ongoing, relational, and situated process emerging through the interaction of attention, sensemaking, reflection, and adaptive action within a contextual field.
This challenges dominant assumptions that treat knowledge as something acquired and then applied (Kolb, 1984). In complex professional environments, this separation rarely holds. Instead, this framework aligns with constructivist and practice-based perspectives that position knowing as inseparable from action (Schön, 1983; Weick, 1995; Sandberg and Tsoukas, 2020).
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Figure 1: Adaptive Sensemaking Learning System (ASLS)
A conceptual representation of professional learning as an attentional field, illustrating the dynamic interaction between attention, sensemaking, identity, and adaptive action within a contextual, experiential, environmental system. The model emphasises the non-linear, recursive, and embodied nature of learning in complex professional environments.

A conceptual representation of professional learning as an attentional field, illustrating the interplay among attention, sense-making, identity, and adaptive action within a contextual system.
This framework should not be understood as a linear process model, but as a representation of how experience is constituted in real time. It shows how professionals engage with complexity, develop expertise, and make sense of unfolding situations through shifts in perception rather than through the accumulation of information. In doing so, it reflects contemporary views of knowledge as emergent, relational, and enacted through practice (Sandberg and Tsoukas, 2020).
Crucially, the framework is not only explanatory but also generative. It serves as a bridge into my doctoral inquiry by identifying key dimensions of professional learning that resist conventional explanation: attention, tacit knowing, identity, and adaptive judgement. It therefore begins to shape both what I investigate and how I approach it
	10. The Framework as an Attentional Field


This framing also repositions professional learning as a fundamentally perceptual discipline. Rather than treating learning as the accumulation of knowledge or capability, it emphasises the ongoing refinement of how situations are attended to and interpreted in real time. In this sense, expertise is not simply what is known, but what can be perceived and responded to amid unfolding complexity. This distinction is particularly significant in high-consequence environments, where the ability to notice weak signals, emerging risks, or subtle relational dynamics often determines the effectiveness of action. The framework, therefore, shifts the locus of development from external acquisition to internal attunement. It conceptualises professional learning as an attentional field in which three interdependent processes operate:
· Attention and observation
· Sensemaking (embodied meaning-making)
· Adaptive action
These processes are mutually constitutive rather than sequential. Learning occurs within action rather than following it, as perception, interpretation, and response continuously shape one another.
10.1 Attention as Foundational
Attention determines what can be perceived, interpreted, and acted upon. Individuals do not passively receive information; they actively shape it through selective perception (Weick et al., 2005). In professional contexts, attention is shaped by prior experience, identity, and expectations, rendering it inherently partial.
Learning, therefore, is not merely the acquisition of knowledge but the refinement of perception. Without shifts in attention, experience alone does not produce expertise. This challenges the assumption within formal training systems that exposure to experience is sufficient.
This has direct implications for my doctoral trajectory. If attention underpins learning, a key area of inquiry is how attention is formed, disciplined, and expanded in high-consequence environments. This shifts the focus from what professionals know to how they come to notice what matters.
10.2 Sensemaking as Embodied Process
Sensemaking is the real-time construction of meaning, extending beyond cognition to encompass embodied, affective, and relational dimensions. Polanyi’s (1966) concept of tacit knowledge is central here: much of what informs professional judgement cannot be fully articulated, yet it is enacted with precision. This aligns with Schön’s (1983) reflection-in-action.
Sensemaking is also relational. Meaning is shaped through interaction with others and the environment, rather than existing independently of context. This reflects a broader shift in organisational theory towards understanding knowledge as enacted in practice.
This positions my doctoral inquiry within a discourse on situated and embodied knowing. It suggests that professional judgement should be studied not as a purely cognitive process but as something constructed through relational and contextual engagement.
This is particularly relevant in the Royal Navy, where formal training systems such as the Defence Systems Approach to Training (DSAT) prioritise standardisation, repeatability, and assurance. While these are essential for safety and operational consistency, they risk underrepresenting the situated and adaptive nature of professional learning. My experience suggests that much of what constitutes effective leadership and judgement develops outside these formal structures, through engagement with context rather than adherence to prescribed models. This reinforces the need for a complementary understanding of learning that accounts for complexity, uncertainty, and lived experience.
10.3 Adaptive Action as Generative
Action is not the outcome of learning but a core component of it. Through action, individuals shape the environment and create new conditions for understanding. As Weick (1995) suggests, people “act their way into knowing.”  This reframes competence as the ability to respond appropriately to evolving and uncertain situations, rather than the execution of predefined procedures.
	11. [bookmark: OLE_LINK1]The Contextual – Experiential – Environmental Field



These processes operate within a contextual field comprising:

· Physical conditions
· Social and relational dynamics
· Organisational structures
· Temporal constraints

This field is not external to learning but is constitutive of it. Learning emerges through interaction with the context, aligning with situated learning (Lave and Wenger, 1991) and with complexity perspectives such as VUCA (Bennett and Lemoine, 2014) and BANI (Cascio, 2020).
For my doctoral development, this suggests that research must remain grounded in lived contexts. It supports a methodological stance that privileges practice-based inquiry over decontextualised abstraction.
	12. Lived Examples


Here are some examples of the framework within the context of my professional practice. I have explored multiple examples from various contexts within my professional practice to develop this model of professional learning. These examples will seek to illustrate the validity of the model I am presenting:
12.1 Operational Practice
The framework is most evident in high-consequence operational settings. During a nighttime aircraft launch in adverse conditions, attention must be distributed among environmental, technical, and relational factors. Decisions are not derived solely from procedure but from tacit understanding and embodied judgement.
The practitioner cannot step outside the situation to analyse it. Instead, learning and decision-making occur simultaneously within action, reflecting Schön’s (1983) reflection-in-action and Eraut’s (2004) concept of embedded learning.
These decisions are not purely technical; they are ethical and identity-based, reinforcing the integration of cognition, emotion, and responsibility.

12.2  Coaching Practice
A similar dynamic occurs in coaching. As a Master Certified Coach, attention extends beyond language to tone, affect, and relational shifts. Decisions about intervention are time-sensitive and guided by tacit awareness.
Sensemaking is co-constructed, with meaning emerging through interaction. Although the risk is psychological rather than physical, the consequences remain significant. Coaching interventions can reshape identity and meaning.
Together, these examples clarify my doctoral focus: investigating how attention, tacit knowledge, and identity interact to shape judgement in high-consequence environments.

	13. Temporality as an Embedded Property


The framework treats temporality as embedded within experience rather than as a sequence of stages. Three dynamics operate simultaneously:
· Real-time sensemaking
· Reflective processing
· Feedforward projection
Learning is therefore recursive. Past experience shapes present perception, which in turn shapes future action.
This suggests doctoral questions concerning how professionals integrate experience into judgement, how reflection reshapes perception, and how identity develops through temporal engagement with practice.
	14. Vertical Integration: Dilts’ Logical Levels


Dilts’ (1990) Logical Levels provide a vertical dimension linking:
· Environment → contextual field
· Behaviour → adaptive action
· Capability → skills and tacit knowledge
· Beliefs → interpretive frameworks
· Identity → sense of self in role
Learning occurs across these levels, with deeper shifts in identity producing more enduring changes in practice (Kegan, 1994). This highlights that professional development cannot be understood solely in behavioural terms. It suggests a need to explore how identity and belief systems shape judgement in performance-driven environments.
	15. Reflexivity and Double-Loop Learning


Reflexivity enables practitioners to examine how their assumptions shape perception (Cunliffe, 2004). This supports double-loop learning (Argyris and Schön, 1978), where underlying beliefs, not just actions, are revised. Over time, this develops adaptive capacity and professional judgement. Methodologically, this implies a need for research approaches that access lived experience and evolving meaning. This supports an interpretivist, qualitative stance, potentially drawing on narrative inquiry and practice-based research.
This methodological position also reflects a broader epistemological commitment within my doctoral work. If professional knowledge is understood as situated, embodied, and constructed through experience, it cannot be fully captured by positivist or reductionist approaches alone. Instead, it requires methods that engage with meaning as it is lived, interpreted, and reinterpreted over time. This suggests a research design that is iterative, reflexive, and context-sensitive, enabling exploration of how practitioners make sense of their experience in situ. In this way, methodology becomes not merely a technical choice but an extension of the conceptual framework itself
	16. Critical Positioning


This framework extends existing models. Kolb (1984) assumes linearity, Schön (1983) under-represents identity, and Weick (1995) is often applied retrospectively.
In contrast, this model integrates attention, embodiment, temporality, and identity into a unified framework. It aligns with contemporary views of knowledge as situated and emergent (Sandberg and Tsoukas, 2020).
It also places my work within a scholarly discourse concerned with sense-making, embodied knowledge, and identity in practice.
	17. Critical Limitation


The framework’s emphasis on tacit and embodied processes presents challenges for empirical validation. These dimensions are difficult to measure and may degrade under pressure. Its value lies in illuminating practice rather than prescribing it. This limitation is productive for my doctoral development, suggesting a need to explore how such phenomena can be studied without reducing their complexity
	18. Conclusion


In complex environments, expertise is defined not by what we know but by how we attend to, interpret, and act amid uncertainty. This framework reconceptualises learning as a dynamic, embodied process in which perception, meaning, and action are co-constituted.
It also provides a foundation for my doctoral trajectory by identifying key areas for inquiry: attention, tacit judgement, identity, temporality, and reflexivity. It supports an interpretivist, practice-based methodological stance that aligns with these concerns.
In this sense, the Adaptive Sensemaking Learning System is both an account of my current understanding and a framework for future research.
The contribution of this framework, therefore, lies not only in its conceptual integration but also in its capacity to reframe how professional learning is understood and investigated. It challenges dominant paradigms that privilege knowledge acquisition and instead positions learning as an adaptive, perceptual, and identity-based process. In doing so, it opens new possibilities for both practice and research, particularly in understanding how professionals develop the capacity to act effectively in uncertain conditions. This is especially relevant in high-consequence domains, where the limits of traditional models become most apparent. I believe professional learning and the development of expertise are not about possessing knowledge but about the disciplined ability to perceive, interpret, and act within the living complexity of the present moment.
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Part 3: Strategic Learning & Development Plan (BDMP7010)
 
An Adaptive Reflective Learning System
	19. Introduction: Beyond Linear Development



Traditional models of professional development assume that learning can be planned, sequenced, and delivered in a largely predictable manner. While such approaches remain useful in stable, bounded environments, they prove insufficient in complex, high-consequence domains such as military leadership, where uncertainty, consequences, and context continually reshape what effective practice requires.
My professional experience points to a fundamentally different reality. Development has not occurred as a linear accumulation of knowledge but as an adaptive, reflexive process in which identity, context, and practice co-evolve. Consequently, this strategic learning and development plan adopts an Adaptive Reflective Learning System (ARLS), treating learning as dynamic and emergent rather than predetermined.
However, the purpose of this section is not only to explain my philosophy of development but also to articulate a concrete, forward-looking plan that will guide my future growth and directly support my doctoral trajectory. Accordingly, the theoretical perspectives that follow are not intended as a substitute for planning, but as the basis for identifying my future learning needs, structuring my objectives, and clarifying the methods I intend to use to progress.
	20. Strategic Context and Foresight



Succeeding in the contemporary operating environment demands a shift from reactive learning towards anticipatory capability. Increasingly characterised as Brittle, Anxious, Non-linear, and Incomprehensible (BANI) (Cascio, 2020), this context challenges traditional assumptions of predictability and control.
Within the Royal Navy, this manifests as the convergence of multi-domain operations, technological advancement, and evolving expectations of leadership. Leaders are now expected not only to execute tasks but also to interpret ambiguity, manage competing demands, and make high-stakes decisions in uncertain conditions. At the same time, the workforce itself is changing, bringing different expectations of authority, development, communication, and support.
A Political, Economic, Social, Technological, Environmental and Legal (PESTEL-informed reading of this context reinforces the need for a strategically aligned development plan. Political and economic pressures shape defence priorities; technological change outpaces formal training systems; social expectations demand more human-centred leadership; and legal and ethical scrutiny intensifies accountability. The implication is clear: technical competence and traditional leadership development alone are no longer sufficient.
Future capability, therefore, requires adaptive expertise (Hatano and Inagaki, 1986): the ability to apply knowledge flexibly and intelligently in novel circumstances. This provides the strategic rationale for my development plan. I need a learning approach that is not only reflective and theoretically grounded but also concrete, forward-looking, and capable of supporting both my professional practice and my doctoral research.
	21. Strategic Development Priorities



The central purpose of this plan is to guide my development across three interconnected domains:
· doctoral inquiry 
· leadership capability 
· coaching culture development 
These domains are distinct yet mutually reinforcing. Together, they form a development trajectory that links my current professional practice to my future doctoral contribution.
21.1 Priority One: Doctoral Inquiry and Research Capability
My first strategic priority is to develop the knowledge, methodological capability, and conceptual clarity required to undertake doctoral research of genuine professional and scholarly value.
My emerging area of inquiry focuses on the role of coaching in belief transformation and identity formation in high-consequence environments, particularly during the transition from civilian to military leadership. This priority stems directly from my experience and the conceptual foundations established in Parts 1 and 2, especially the relationship between attention, sensemaking, identity, and action.
To support this area of inquiry, my learning needs are:
· to refine and narrow my doctoral research question 
· to strengthen my understanding of interpretivist and qualitative methodologies 
· to deepen my capability in narrative inquiry, action research, and practice-based research 
· to clarify the conceptual boundaries between coaching, leadership, education, and command within hierarchical settings 
· to develop greater confidence in translating lived professional experience into doctoral-level analysis 
These needs lead to the following objectives:
Objective 1: To refine my doctoral research focus into a clearly bounded, researchable question by reviewing literature on coaching, identity formation, belief transformation, and military professional learning.
Objective 2: To develop methodological confidence in qualitative and interpretivist approaches, especially narrative inquiry and action research, so that my eventual study design is robust and well aligned to the phenomena I wish to investigate.
Objective 3: To begin building an initial conceptual architecture for my doctorate that integrates coaching, sensemaking, and identity development within high-consequence environments.
Methodologically, this strand of the plan will involve a structured literature review, engagement with doctoral supervision, reflective writing, and the systematic testing of emerging ideas against my practice. In practical terms, this will entail producing working research questions, annotated literature maps, methodological memos, and a draft research design over the next phase of my development.
21.2 Priority Two: Leadership Capability Beyond Competence
My second strategic priority is to strengthen my leadership capability beyond traditional competence models, particularly in areas that support adaptive judgement in complex contexts.
This includes development in:
emotional regulation and mastery under pressure 
· strategic sensemaking (Weick, 1995) 
· adaptive leadership (Heifetz, 1994) 
· relational leadership and psychologically secure environments 
· identity-aware leadership practice 
This priority reflects a shift in my development. Earlier in my career, leadership was shaped more by performance, technical proficiency, and decisiveness. While these remain important, they are no longer sufficient. Increasingly, my practice requires the capacity to remain grounded amid ambiguity, to interpret emerging relational and organisational dynamics, and to lead in ways that foster learning rather than dependence.
Recent military research reinforces this direction. Navas-Jiménez et al. (2024) demonstrate that secure base leadership enhances resilience, engagement, and organisational identification. This supports my concern about how to create environments in which people can grow, perform, and assume responsibility without becoming overly dependent on leadership.
The associated objectives are:
Objective 4: To strengthen my capacity for emotional regulation and attentional discipline in complex and pressured settings.
Objective 5: To further develop my ability to lead adaptively by integrating sensemaking, relational awareness, and ethical judgement within real professional contexts.
Objective 6: To critically examine and refine my own leadership identity, particularly the tension between authority, facilitation, and developmental leadership.
The practical means for this will include structured reflective practice, leadership journalling, coaching supervision, high-quality feedback from peers and stakeholders, and deliberate experimentation with alternative leadership responses in practice. The aim is not simply to improve performance but to reshape the quality of my judgement.

21.3 Priority Three: Coaching Culture Development and Systemic Influence
My third strategic priority is to move from individual coaching expertise to systemic influence through the development of a coaching culture.
As an International Coaching Federation (ICF) Master Certified Coach (MCC), I already operate at a high level of individual coaching capability. However, the next stage of my development requires moving beyond excellence in one-to-one practice towards the design, governance, and evaluation of coaching-informed systems within organisations.
This priority includes development in:
· designing coaching cultures aligned to organisational strategy 
· integrating coaching into leadership systems without collapsing it into command 
· understanding the conditions under which coaching is beneficial, limited, or inappropriate 
· exploring supervision, ethics, and governance structures for coaching in military and high-consequence contexts 
· producing models that connect individual coaching practice with organisational development 
Research by Kapoutzis et al. (2024) and Cannon-Bowers et al. (2023) reinforces this priority, showing that coaching culture remains conceptually important yet empirically underdeveloped. Likewise, Boyatzis et al. (2024) highlight the deeper human capabilities associated with effective coaching, while Colgate (2025) reminds us that coaching leadership is context-dependent and not universally applicable.
The associated objectives are:
Objective 7: To develop a more sophisticated understanding of how coaching can be integrated into leadership systems and organisational culture.
Objective 8: To explore the governance, boundary, and ethical implications of coaching within hierarchical institutions.
Objective 9: To produce an applied model of coaching culture that is credible within military and leadership-development settings.
In practical terms, this will involve ongoing professional reading, model development, analysis of current Royal Navy leadership frameworks, and the synthesis of doctoral and practitioner insights into a more coherent systemic proposition.
	22. Strategic Learning and Development Plan: Actions, Methods, and Milestones



To ensure that this plan is actionable rather than aspirational, I have organised it into a phased structure.
22.1 Phase One: Clarification and Foundation (next 6–12 months)
The aim of this phase is to establish conceptual and methodological clarity.
Key actions:
· refine my doctoral research question 
· conduct a focused literature review on coaching, identity, professional learning, and belief transformation 
· map the relationship between Parts 1, 2, and 3 into a coherent doctoral narrative 
· identify the most appropriate qualitative methodology for my research 
· establish a disciplined reflective writing practice to capture learning from current professional activity 
Outputs:
· refined doctoral question 
· annotated bibliography 
· draft conceptual map 
· preliminary methodology rationale 
· reflective journal entries linked to practice 

22.2 Phase Two: Applied Development and Testing (12–24 months)
The aim of this phase is to test emerging ideas against practice and deepen capability through application.
Key actions:
· apply developing concepts to leadership and coaching practice 
· explore opportunities to observe or examine belief and identity shifts within relevant training or leadership contexts 
· test early conceptual propositions through supervision, discussion, and practice-based reflection 
· deepen methodological confidence through engagement with qualitative research literature and doctoral support structures 
Outputs:
· refined conceptual framework 
· early field insights or pilot reflections 
· working methodological design 
· evidence of how practice is informing inquiry and vice versa 

22.3 Phase Three: Integration and Contribution (24 months onward)
The aim of this phase is to integrate learning into a clear doctoral contribution.
Key actions:
· consolidate theoretical, methodological, and practical insights 
· develop a robust doctoral proposal or thesis trajectory 
· articulate a contribution to knowledge and practice in relation to coaching, leadership, and professional learning 
· translate findings into models or propositions useful beyond my own immediate context 
Outputs:
· doctoral study design or developed thesis architecture 
· contribution statement 
· refined applied model 
· dissemination through writing, presentations, or professional dialogue

	23. My Strategic Learning Goals and My Development Trajectory



A core requirement of this plan is that it must support not only my growth as a practitioner but also my development as a doctoral researcher. This means my learning strategy must include methodological development, not merely conceptual development.
At present, the approaches that appear most aligned with my trajectory are interpretivist and qualitative. In particular, narrative inquiry, action research, and practice-based research offer possible routes for investigating identity, meaning, and belief transformation in context. These approaches are attractive because they remain close to lived experience while still enabling rigorous analysis.
This methodological direction is also consistent with the conceptual position developed in Parts 1 and 2. If learning is situated, relational, embodied, and interpretive, the methods used to investigate it must be able to engage with those qualities. This reinforces the need for a research strategy that preserves complexity rather than reducing it to decontextualised variables.
Accordingly, part of my strategic development plan is to strengthen my capacity to justify methodological choices, to gather and interpret qualitative data rigorously, and to maintain reflexive awareness of my positioning in the research process.
	24. Adaptive Feedback and Continuous Evolution



A defining feature of this plan is its structure, which is not rigid. Development cannot be fully predetermined; it must remain responsive to emerging insights and changing conditions.
Drawing on Stacey (1996), I will adopt a continuous feedback process incorporating:
· reflective practice 
· coaching supervision 
· iterative goal review 
· stakeholder feedback 
· doctoral supervisory dialogue 
This is further supported by using the Observe, Orient, Decide, Act (OODA) loop as a developmental mechanism. By repeatedly observing changes in my context, orienting myself through reflection and theory, deciding on developmental action, and acting in practice, the plan remains dynamic rather than static.
To make this review process meaningful, I will evaluate progress against the following questions:
· Has my research question become clearer and more focused? 
· Have I strengthened the methodological capability needed for doctoral inquiry? 
· Am I becoming more effective at integrating leadership, coaching, and learning in practice? 
· Have I developed clearer models or propositions that could contribute beyond my own setting? 
· Is my development remaining aligned to both organisational relevance and doctoral originality? 
This turns reflection into an accountability mechanism rather than a purely introspective exercise.
	25. Conclusion: Development as an Actionable Doctoral Trajectory


My strategic learning and development plan represents a deliberate move away from static, competency-based models towards an adaptive and reflexive system of growth. However, its value lies not only in its philosophical coherence, but in its practical utility. It identifies concrete priorities, defines specific objectives, clarifies methodological needs, and establishes a phased trajectory for future development.
Across this plan, three commitments are clear. First, I will develop the research capability required to investigate coaching, identity, and belief transformation at doctoral level. Second, I will continue to refine my leadership practice, moving beyond competence towards adaptive, relational, and identity-aware judgement. Third, I will extend my coaching expertise from individual mastery to systemic and organisational contributions.
In this sense, the plan directly supports my doctoral trajectory by linking current practice to future inquiry. It provides structure for my development without assuming certainty and direction without imposing rigidity. It acknowledges that my future learning must remain responsive to complexity while making clear what I intend to do, why, and how that work will contribute to my professional and doctoral development.
I believe professional development in high-consequence environments cannot be reduced to the acquisition of competencies but must be enacted as a disciplined, strategically guided process that progressively develops research capability, leadership judgement, and systemic influence in response to a changing world.
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