Component 2: Coaching Portfolio
This Portfolio details the planning, implementation, and evaluation of a six-hour coaching programme aligning to the GROW model (Whitmore, 1992) of coaching, within an Institute of Higher Education (IEH)  
The portfolio will consist of the following:
1. Professional Context of the coaching programme.
2. An outline of the planning processes of the coaching programme, including implementation of a six-hour programme of coaching and documented reflection “in action” (Schön, 1983).
3. [bookmark: _Hlk137629522]A critical review of an observed session within the programme. 
4. A critical reflection on the coaching performance against the ethical and theoretical framework.
5. A personal Development Plan, addressing identified developmental needs.

The Portfolio will be separated into two sections, Section A and Section B. Section A will provide a summary of the planning, implementation and “field-note” (Cohen, et al, 2019) reflections recorded throughout the programme (reflection-in-action (Schön, 1983)), while Section B will provide a detailed critical reflection of the coaching process and performance (reflection-on-action (Schön, 1983)), leading to a Personal Development Plan.  

Context:
The coaching programme took place over a 12-week period and consisted of six one-hour coaching conversations with four coachees (clients), A,B,C,D, on an individual basis.  The clients were invited to be part of a trial of the GROW model to assess the relevance and appropriateness of this model within a context of the organisation.  This included an academic supervision programme, where Clients A and B would be “coached” using the GROW model to support them to complete the dissertation element of their National Masters (Wales) qualification. Clients C and D had roles that were linked to the Initial Teacher Education (ITE) Programme.  As Network Leads, part of the role of C and D was to guide and mentor PGCE students, along with a team of mentors, across a range of educational establishments, towards a common goal.  All four clients came from an educational background and were practising teachers within their own context, and all meetings were conducted online via Microsoft TEAMs.    
It is recommended that the main factors that influence the success of coaching programmes, include being organised, being reflective, being evidence-informed, and developing competency in goal setting (UK Coaching, 2023). Records, including reflections, were kept throughout the coaching journey, for each of the six coaching sessions (Appendix), and will be discussed during throughout Part 1 of the Portfolio, while detailed evaluation and reflection of a recorded session will be provided in relation to Client A only.  Throughout the portfolio, all names will be anonymised, and identities protected, in line with GDPR (2018) legislation.


Section A: Planning, Implementation and Reflection-in-Action
Planning:
[bookmark: _Hlk137625691]Careful planning has been identified as one of the key drivers of successful coaching programmes, even for the most experienced of coaches (UK coaching, 2023). A draft plan outlining the programme was drawn up prior to the clients being invited to partake, although the content, or finer detail was co-constructed with the clients to ensure that the programme focused on the needs of the coachee and not the coach (Lai and McDowall, 2014).  
Coaching Programme Outline (Appendix)
1. Identification of and invite to Clients.
2. Create a reflective journal (Appendix)
3. Draft timeline for coaching conversations (Appendix)
4. Research and source coaching questions/formed these into GROW model (Appendix).
5. Pre- coaching questionnaire (Appendix)
6. Coaching Contract (Appendix). 
7. Map out six sessions (Appendix)
8. Reflection and evaluation (Appendix)

[bookmark: _Hlk137629496]Reflection-in-Action:
This section will primarily relate to coaching conversations with Client A.
[bookmark: _Hlk137627816]To facilitate a dialogical approach to constructing the programme, a questionnaire (Appendix) was sent to the clients beforehand.  Feedback from the questionnaire proved significant as it became evident that each client would have different starting points, motivations and needs (Maslow, 1954, cited in McLeod, 2007, p1-18). The data informed and helped to shape a bespoke and personalised programme based around the individual needs of each client, rather than the assumptions of the coach (ICF, 2021).
[bookmark: _Hlk137643776]The initial meeting was crucial, as it is widely acknowledged that rapport between coach and client can significantly impact coaching outcomes (McLeod, 2007; Lai and McDowall, 2014; Academi Wales, 2023). Planning questions prior to the meeting helped to dispelled pre-coaching nerves. It became evident during discussions that clients were familiar with the GROW model (as had been anticipated, due to the wide use of this model in education (Sherrington, 2010). It is highly recommended that high ethical standards are adhered to when planning coaching conversations (Institute of Coaching Studies, 2023).  Therefore, time was factored in to agree a coaching contract, although this became a coaching charter made up of five key points that coach and client felt were important (Appendix). This was a successful initial meet, with a positive rapport established.  This conclusion is supported by verbal feedback from client A at the end of the session, and the subsequent email conversations that followed immediately after this meet.
Each session was designed with a similar structure, beginning with a reflection on the previous session, followed by the client setting a goal for the current session, and then working through the GROW model, exploring reality, options and finally committing to action. Having researched suitable and appropriate questions beforehand, significantly supported the planning of each session, as it was possible to carefully select specific questions from a constructed script (Appendix), prior to the meeting. As someone with both an educational and academic background, it was particularly challenging not to step into “Mentor” mode here and provide guidance and advice. I personally felt that I directed the conversation too much, rather than providing time for the client to reflect and reach own conclusions.  This was identified as a potential issue as over time, this could lead to the client becoming dependent on advice provided rather than developing personal skills and confidence (Cox, et al., 2010), and lead to misconceptions and assumptions being made by the coach (ICF, 2021). While targets were set for the client each session, I also set personal targets, with one of the main areas for development being to practice coaching conversations using Active Listening Skills (Rogers, 1957).  
Critical review of an observed session within the programme.

	Session Four: Writing Academically – Providing Formative Feedback.  Recorded Session.
(Refer to audio recorded 30 minute coaching conversation)

	Aims
	1. To provide feedback to client regarding draft dissertation in line with MA Supervision Role
2. To convert the Formative Feedback into a coaching conversation
3. For client to identify focused feed-forward targets to advance progress

	Structure
	· Recording and ethical issues explained.
· Goal for session identified by client.
· Coaching questions used to challenge client and explore options.
· Different options explored using carefully selected questions (Appendix)
· Actions agreed: Client to set a deadline for completion of the next phase of the dissertation, applying what has been learnt in terms of time management and academic writing skills. Next meeting date committed to support client to be focused on completion of the task and stay on schedule. 

	Coaching Questions
	Adapted from Moyse (2017) 
(See Appendix)

	Reflection
	Heisenberg’s theory of observation (1927) suggests that when being observed, the humans will change their behaviour when being watched.  I found the fact that this session was being recorded particularly challenging, which created an inauthentic “feel” to the session from the outset.  The reflection on this session is as follows:
· Good introduction, using the coaching format of starting with the client and the intended goals for the session.
· However, immediately I began to give advice on what the plan should be.
· However, I did identify this and changed the questions to encourage the client to reach their own conclusions.
· When providing feedback on the Literature Review (received prior to the session, and in line with my role as supervisor), I utilised the coaching questions (Appendix), which had already been devised.  E.g., “Are your aims saying the same thing as your title?”.  In doing so, the client was able to draw their own conclusion and suggest possible solutions to the problem. 
· Using an active listening approach (Rogers, 1957), I made a conscious effort to allow the client to speak without interruption, to use body language to demonstrate listening skills (particularly challenging due to online context of conversations) and to summarise and paraphrase the client’s views for clarity.  This worked well at the start of the conversation, and I felt that the client was making progress, and was demonstrating the ability to independently identify potential solutions to problems (Clutterbuck,2004), relating to the session goal.
· It has been identified that one of the challenges when initiating a goal-focused model of coaching, is to explore options (Cox, et al., 2016).  People only know what they know, and Client A had limited knowledge of some areas relating academic writing.  As such, it was a challenge to refrain from reverting to mentor-mode and adopting the stance of novice/expert (Bishop 2015). As such, the middle section of the meeting resembled a mentor meeting rather than a coaching conversation, as I led large sections of this.  This may have related to deficiencies in my own skills or may have also been influenced by the context of the coaching conversation.  In hindsight, perhaps a mentor-model my have suited the needs of an academic client, in line with the supervision role.  Therefore, a mitigating factor may have been in assuming that the clients were more independent in relation to the goal, than they actually were in reality (ICF, 2021).
· One positive element of the discussion was in committing the client to action at the end.  Schools are busy places, and agreeing a deadline for the action would ensure that this remained a priority prior to the next meeting.
· Overall, a positive rapport was maintained throughout the session.


	Actions
	Actions arising will be addressed in the personal development plan.





Section B: Reflective Essay and Action Plan
(Reflection-on-Action)
Introduction
[bookmark: _Hlk137642042]Coaching has been defined as the process of unlocking a person’s potential to maximize their own performance (Cox and Bachkirova, 2007), by “helping them to learn rather than teaching them” (Gallwey, 1975). It is proposed that generally, most people with experience of working with others will already have many skills and qualities associated with coaching (Holmes, et al., 2019), and it is also asserted that many of these skills and qualities, including active listening and demonstrating empathy, can be developed with practice (Obroin and Palmer, 2010). It is also recommended that structured models can assist in one’s development in facilitating effective coaching conversations (Obroin and Palmer, 2010).
The ability to reflect on experience and knowledge has traditionally been regarded as a core requirement of developing from novice to master (Dewey 1933. Cited in Rodgers, 2002). During the latter half of the twentieth century, several reflective theories, and subsequent models emerged to facilitate this process (For example, Kolb, 1984, Gibbs 1994, et al), with Schön (1991), drawing a distinction between reflection in action and reflection on action.  This section will involve reflection on action, reflecting on the Coaching Programme in retrospect.

Reflection on the Coaching Performance in the Workplace.  
Planning, Preparation and Ethical Considerations.
[bookmark: _Hlk137643082]Although coaching as an industry is largely unregulated, it is considered good practice to ensure that high ethical standards are adhered to (ICS, 2023). The plan for the coaching programme was therefore underpinned by ethical considerations, including GDPR (2016), BERA guidelines (2018), and the UWTSD Code of Ethics (2015).  These codes were employed, partly due to familiarity, but also because the underlying principles align closely with existing coaching codes promoted by the three main professional coaching organisations (ICF, EMCC and AC).
I felt that I maintained high ethical standards throughout the programme. It was anticipated that coaching conversations would primarily focus upon academic rather than personal goals, and therefore, maintaining a professional relationship with the client was not considered high-risk (BERA, 2018). However, other considerations were also planned for and mitigated against, including providing clarity to the role of the coach and the coachee; maintaining professional boundaries; data protection (GDPS, 2016), transparency of process, and the right to withdraw from the coaching programme at any time (BERA, 2018).  It is also recommended that it is good practice to draw up a coaching contract prior to initiating coaching conversations (O’Broin and Palmer, 2010).  As a result of Session One conversations, it was agreed that a charter be drawn up to address some of these concerns (Appendix).  Collaboration on the charter with the client, not only helped to set professional boundaries, but also contributed to a positive relationship and rapport (Lai and McDowall, 2014).  
It is recommended that ethical considerations should include the “power dynamics” between coach and coachee (Garvey and Stokes 2022). The concept of “power” in an organisational context is widely perceived as the ability to influence behaviour (McAuley, 2003; Clegg and Hauggard, 2012). While the coaching charter provided clarity of the coaching relationship, the context within which some of the coaching conversations were conducted (supervisor and supervised), predetermined an element of “power imbalance” (Garvey and Stokes 2022), which, in turn disadvantaged the coaching nature of the conversations, with the clients less likely to challenge the coaches input relating to the writing of the dissertation. Elements of this can be observed in the reflective transcripts (Appendix) and also through the Audio transcript of the recorded session, where the client becomes passive for a significant period.  
Unlike training, which seeks to develop an individual’s knowledge and skills, coaching is intended to increase self-awareness about attitude, behaviour’s, choices, and development needs (O’Broin and Palmer, 2010). To facilitate a dialogical approach to constructing the programme, a questionnaire (Appendix) was sent to the clients beforehand.  This was considered beneficial and worthwhile to the programme as the data provided an insight into the needs of each individual client and helped to shape the development of a bespoke and personalised programme, thus increasing motivation and engagement. (Marlow, date), as evidenced in feedback by the clients (Appendix). 
[bookmark: _Hlk137644273][bookmark: _Hlk137641991]It was decided that the most effective way to plan the programme would be to co-construct this with the clients themselves. Trust is considered crucial to engaging clients and establishing a positive coaching relationship (Knight, 2018). Having a transparent coaching process such as agreeing accountabilities, evaluating methods, discussing coaching models or theories is strongly recommended (Cox and Bachkirova 2007), and it is asserted that continuous discussion and negotiation between coach and client can facilitate positive behavioural change, enabling goal realisation (Lai and McDowall, 2014). The questionnaire laid the foundations for co-constructing the programme in collaboration with the client. As stated earlier, the GROW model is familiar within the field of education, which was one of the justifications for model-selection. Consequently, each client was able to positively contribute to the planning and design of the programme, with consideration given to their individual and specific requirements. Client feedback demonstrated that the decision to co-construct the programme was well-received and contributed to positive outcomes of coaching conversations.
[bookmark: _Hlk137645218]Initially, the plan was to model each session around one of the GROW elements.  For example, Session One would discuss a Goal, Session Two would consider the current situation, and so on.  However, dialogically, it was agreed that it would be more beneficial to introduce a mini-GROW (Moyes, 2017) approach for each session.  In other words, there would be an overarching Goal (an endpoint to the programme), but each individual conversation would adhere to the GROW model.  It was felt that this would be more productive in breaking down the bigger Goal into component parts that could be incrementally addressed (Cox and Bachkirova 2007). This was easier to manage and facilitate from a coaching perspective, as it kept the discussions in the “hear and now” rather than focussing too far into the future.  Overall, the planning phase of the coaching programme was deemed successful, although greater consideration should have been given to addressing the imbalance of power during the coaching conversations (Action Plan).

Coaching Conversations, Skills, and Qualities
A common theme across the wide expanse of the coaching community is the concept of motivation (Cox and Bachkirova 2007). Derived from the word “Motive”, motivation refers to the needs, desires, and individual drivers of individuals (Maslow, 1954, cited in McLeod, 2007). It is proposed that not only is human behaviour is goal-directed, but also that motivation, as influenced by a hierarch of needs, can cause goal-directed behaviour (Maslow, 1954). The clients in the coaching programme were in the latter stages of their academic studies, and, as such were regarded as already exhibiting high levels of motivation, and this assumption was supported by feedback from the pre-coaching questionnaire where all clients had already started to execute their own plans for improvement. However, in planning the actual conversations, Maslow’s hierarchy of needs were taken into consideration (Maslow, 1954), especially “Esteem”, as client feedback demonstrated the different levels of confidence with regards goal realization, especially in relation to academic research and writing skills, which was a focus for clients A and B. 
The GROW model facilitated the coaching conversation by providing a coaching frame for the academic supervision conversations using questions rather than judgement-statements. The questioning approach also aided client metacognitive development by minimising an over-reliance on the coach’s experience.  However, the recorded session would suggest that skilful use of coaching-style questions to facilitate a conversation is still very much in their infancy, implying that further exploration of strategies relating to this area would be beneficial (see Action Plan). 
According to Lai and McDowall (2014), the most emphasized qualities of an effective coach include authenticity, honesty, integrity, objectivity, enthusiasm, passion, commitment, and motivation to help.  I believe that my experience of having worked in education for thirty years has helped me to develop many of these qualities to good effect.  As such, I was able to draw on a wide range of personal and professional experience to support me in planning the coaching programme itself and in setting a positive coaching culture during the conversations. Feedback from clients and personal reflections following the sessions would indicate that a positive and productive working relationship was established and built upon throughout the programme. This aligns with theories proposing that building rapport is key to effective coaching conversations and outcomes (O’Broin and Palmer, 2010). 
[bookmark: _Hlk137648368]Empathy is also widely regarded as pivotal to successful coaching (Yates, 2014; Holmes, 2019). Cox and Bachkirove (2007), stress the need for the coach to acknowledge the emotions being expressed and to demonstrate a working understanding of these, providing validation rather than trying to change or ignore them.  Having held several pastoral roles in an education context, I feel that I have developed empathetic tendencies, and during the coaching programme, made a concerted effort at the outset to each conversation to discuss emotions, attitudes and perceived challenges that had either been experienced or were anticipated (Appendix).   Additionally, it is proposed that a coaching conversation can be far more effective when personal values are validated, understood, and explored (Stewart, 2016). During the planning stage, time was factored in to focus on the “why” for each individual client (Appendix) and this not only provided context to the client’s ambitions but enabled me to use this data to frame coaching conversations, and I made a concerted effort to refer to them throughout subsequent sessions.  This approach had the added value of strengthening the rapport between the coach and client. 
One of the skills that I really tried to develop throughout the duration of the coaching programme was Active Listening. It is acknowledged that active listening, reflecting, and responding, are not always easy (Knight, 2018). As an experienced teacher, a significant portion of my role for the past 30 years has been around providing feedback, and I found this particularly challenging. To some extent, it was possible to implement simple strategies to strengthen my active listening skills.  For example, “being present” has been identified as a factor of effective listening (Chidiac, 2012), focussing on what is being said, and not being distracted by external factors. For each conversation, ground rules were established including mobile phones and email switched off, and ringfenced time was agreed, thus mitigating some of the more obvious distractions that might occur.  However, using a model with scripted questions, yielded specific challenges, including trying to focus on what was being discussed in the present, rather than thinking of the next question or stage of the discussion.  To mitigate this, I generated a bank of questions that could be used for each area of GROW (Appendix), and improved my listening skills, leading to greater authenticity, by focusing on the needs of the client rather than the coach (Lai and McDowall, 2014).  Additionally, it is proposed that mastery of powerful questioning techniques, married with appropriate use of verbal and body language, can be effective enabling factors (Cox and Bachkirova 2007). The meetings were virtual, so this was particularly challenging.
Lai and McDowell (2014) also emphasise the benefits of reflecting back and summarising key information, while actively listening during conversations, and throughout the programme, I ensured that I pursued opportunities to do so (Appendix).  This approach helped to move the conversations forward by clarifying the thinking and filtering out any irrelevant information to maintain the focus of the topic in hand. To support me to develop this, I engaged with professional research to explore established protocols for active listening including (Academi Wales, 2023), and this helped me to develop confidence in this area.  Consequently, I felt that progress was made by the end of the programme, although this will still need further development (see Action Plan).  
[bookmark: _Hlk137649025][bookmark: _Hlk137649133]Finally, it is asserted that management of our own emotional intelligence is key to managing and monitoring the emotions and feelings of others (Salovey and Mayer, 1990). It is suggested that emotional intelligence can be learnt over time, turning the conscious into the unconscious (Goleman, 1995). The middle section of the recorded session demonstrates that I tended to revert to a default position of giving advice, when under pressure, although it is acknowledged that this this was also impacted by my role as a supervisor.  On reflection, therefore, perhaps the academic supervision context was less suited to a coaching model than a mentoring approach. 

Action Plan
The following areas for development were identified through the critical reflection.  Actions to address these have been adapted from recommendations and strategies suggested by “Association for Coaching”, and the “International Coaching Federation”.

	Developmental area
	Action
	Resources
	Timeframe

	Further consideration to be given to the imbalance of power during coaching conversations.
	1. Professional reading relating to ethics in coaching.
2. Ensure that all coaching contracts and subsequent conversations verbally address this.
	· UWTSD Library facilities
· Online resources
	




Time factored in across next academic year for academic reading and professional learning.  September – March 2024.

	Improve confidence in holding coaching conversations using scripted questions
	1. Initiate coaching peer-to-peer supervision with a more experienced coach and act upon feedback.
2. Practice these skills regularly and reflect on performance.
3. Further opportunities to partake in practical training modules for coaching and mentoring.

	· Use of peer-observation model (Yr Athrofa) to facilitate time and expertise
· Time to be factored in.
· Enrolment on professional development module.
	

	Develop Active Listening Skills
	
	
	



[bookmark: _Hlk137131180]



Action Plan:
Action Plan:
Here are some helpful descriptors from four respected, credentialing Professional Bodies, which provide definition (note that in the world of coaching, the terms, ‘coach supervision’ and ‘coaching supervision’ tend to be used as if interchangeable).
The International Coach Federation (ICF) says supervision is “…a ‘peer to peer’ relationship that provides a place for continual professional development.”
“Coach Supervision is where a coach (“the supervisee”) engages another coach (“the supervisor”) to support the supervisee’s overall development as a coach and their coaching practice.”
The European Coaching & Mentoring Council (EMCC) describe supervision as:
“… the interaction that occurs when a mentor or coach brings their coaching or mentoring work experiences to a supervisor in order to be supported and to engage in reflective dialogue and collaborative learning for the development and benefit of the mentor or coach, their clients and their organisations.”
[bookmark: _Hlk137649838]The Association for Coaching (AC) considers that:
“Supervision offers a confidential framework within a collaborative working relationship in which the practice, tasks, process and challenges of the coaching work can be explored.”


