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Introduction, aims and objectives, along with research questions and how they guide the article
 
Melnyk and Fineout-Overholt (2011) argue that an introduction should be written in a succinct manner and should not extend beyond a few paragraphs, it contains information about the purpose of the article, the importance of the topic for the professional audience, and brief supporting evidence as to why it is important. The purpose of the article is to critically analyse the dynamics of power and control and question presumptions that mentoring brings only positive benefits to participants using evidence from a mentoring project at a chosen university in the United Kingdom. Christie (2014: 956) makes her aims and objectives explicit in her introduction section, stating that “the first part of the paper outlines the methods used to investigate the dynamics of the mentoring project in the case study. In the sections that follow, the expectations of mentoring’s taken for granted positive effects will be examined in the light of results showing other effects, including the extent of institutional control and the existence of power relations between participants. The final section of the paper turns to the difficulties which arise when mentors and mentees hold competing or conflicting views about what constitutes the mentoring relationship, and which centre on academic skills development”. 

The introduction contains a lot of literature highlighting the importance of mentoring in higher education and how mentoring supports students to become members of a learning community but there is very little literature surrounding the issues of power and control. It is not until the sixth paragraph of the introduction that Colley (2002) cited in Christie (2014) stresses that the popularity of mentoring has not been matched by similar progress in its conceptualization. In response to this, Christie (2014) argues that Colley points to the need for a detailed investigation of its potential negative effects. Important here are questions about the relations of power and control which inhere within the mentoring relationship. Machi and McEvoy (2016) argue that it is important to use current field-based literature to decide the issues, significance, and relevance of the study. With the article in question being written in 2014, it can be argued that views of Colley in 2002, are somewhat outdated and possibly not relevant at the present time of writing. It is highly likely that since 2002, there has been research into the potential negative effects of the mentoring process. Grossman (2012) addresses the potential negative impacts of mentoring, arguing that one of the biggest negatives that mentees have experienced is mentors who take credit for the mentees work with other issues including a lack of networking with others. Gomez (2012) argues that if the assigned mentor is too busy to work the program, or doesn’t care that much about the process, the learner won’t get the most out of it. Such research about the potential negative impacts of peer mentoring post 2002, does argue that the literature review in this article is outdated or not current. 

Throughout the introduction, there seems to be assumptions made by the author on several occasions. For example, Christie (2014: 956) states that ‘mentoring relationships should be personal and reciprocal, and everyone involved in the process should benefit in some tangible way’ and ‘in terms of age, the assumption is often made that it is the younger person, or protégé, who is being mentored. Griffith (2011) argues that writers should back up claims with evidence, showing their readers and not just telling them. The claims made by Christie in the introduction of the article lack criticality and have not been supported by any meaningful literature. Therefore, it could be argued that the investigation is misleading, possibly having an element of bias because the reader may accept what is being thought. Although the title of the research stimulates the reader and attracts interest by using key words such as power and control. There is not a substantial enough argument made for the need of this research activity due to the lack of literature surrounding power and control in the introduction. If the author was able to include statistical evidence or a critical review of the literature to support their argument in the introduction, readers would be encouraged to read the article. The lack of hypothesis also questions the credibility of this paper because it would formulate a benchmark against the actual outcomes of the investigation. 
Sample size, type and how it was selected

Since the author of this paper did not play any part in the original research by the university, the sample size selected by the institution for the original project will be critically analysed. The original project report includes evidence from 175 students in total. Of these students, 101 expressed an interest in being a mentee and the other 74 volunteered to become a trained mentor, with a total of 87 mentor and mentee matches made. The majority of the participants were females with a great majority of both mentors and mentees being mature students. Lee et al (2004) argue that females seem to desire and be more aggressive in pursuit of mentoring than males. Due to the nature of the sample being female dominated, problems could arise with potential cross gender relationships, making management of the relationship more problematic for the institution. Ragins and Kram (2008) argue that cross gender relationships can be more difficult to manage than same gender relationships. Welsh (2004) argues that in numerous studies, men have shown to be consistently more likely to have a mentor of the same gender than women. Such issues may have had an impact when matching mentees to mentors early on in the process.

Issues as mentioned above may lead to more matters of power and control than first anticipated due to the nature of potential cross gender pairings. The lack of younger students being represented in the original study may also pose problems concerning the accuracy and validity of the results. Referring to the sample in her article, Christie (2014) states that in total, 70 of the mentees (80%), and 70 mentors (80%) were 21 or over when they took part in the scheme and that younger students are under-represented across the scheme as a whole. Since the program was set up as a service to provide support for undergraduate students throughout their first year, the lack of younger students being represented is a real shame for the project since a number of first year students tend to be 18 years of age. Universities UK (2015: 12) state that “the proportion of 18-year-olds accepted for full-time undergraduate study reached its highest ever level in all four UK countries in 2013”. Since this date is close to the time of this paper being written, it would have been beneficial to have seen less mature students represented in the sample to provide correct results. 

The fact that 80% of both mentors and mentees were over 21 years of age will result in mentor and mentee matches of similar ages. Clutterbuck et al (2012) argues that to add value to formal training programmes, the mentee is usually less experienced than the mentor, and this is often, though not always, reflected in the mentor being older than the mentee. Although this is not always the case, it can be suggested that younger students being under represented in the study may not be a true reflection of the result. Starr (2014) argues that what actually qualifies you as a mentor might be more about life experience, relevant knowledge, or general maturity. These are traits you would normally associate with older participants, which is a shame for this study. 


Ethical issues

There are no ethical concerns or issues mentioned in this article by the author. The author does however ensure that the name of the university, project officer and mentee comments remain anonymous throughout. Since the author was not directly involved in the original mentoring project being analysed, she did not need to acquire any voluntary consent from participants and the university to use their data. However, it could be expected that the author would need to get permission to use the data for this paper. Oliver (2010) argues that on one level, it might be regarded as poor research, since the researcher carrying out the reanalysis would not necessarily be familiar with the circumstances under which the data had been collected, which might be very significant for the new research and that the use of data without permission would be ethically questionable. As a reader, you would expect to see at least a small section of a research paper highlighting ethics in some way. 

The role of the researcher
 
The researcher was a non-participant in the study. The goal of the researcher was to conduct a critical appraisal, using evidence from a mentoring project at one university in the United Kingdom. The main aims of the researcher were to address the aims and objectives previously mentioned, paying particular attention to the issues of power and control and their effect on the mentoring relationship. 

Raw data collected and how it was presented in the article

No raw data has been obtained for this research activity. Only secondary data has been used in the form of an annual mentoring project report at an unnamed university in 2012. The secondary data however, does contain raw data from the initial study. The raw data is presented in the form of tables to display the sex of participants and age of participants at the start of the mentoring relationship. Presenting the data in this way makes it very clear to understand, summarise and make comparisons. Wang and Hole (2007) argue that presenting data in tables is an efficient way of summarising data with its primary purpose to summarise data for comparison. 

 
How is the data analysed?

The author uses a deductive approach to qualitative data analysis in this article, using her own research questions as a guide for grouping and analysing secondary data. Alexander et al (2007) argue that this approach involves developing a theory from basic prepositions, premises, and assumptions. The author uses discourse analysis to facilitate a critical reading of the mentoring project to investigate, what was included, as well as excluded. It can be argued however that the purpose of discourse analysis can produce elements of bias. Blommaert (2005) cited in Clarke (2012) argues that discourse analysis has a linguistic bias and is often so focused on textual minutiae and so aridly grammatical that it misses the bigger social picture. There is such a focus in this paper regarding the issues of power and control, that the bigger picture is being missed. Quantitative data analysis had also been used regarding the sex and age of the participants, which has been presented in tables within the article. 


Analysis of researcher’s main arguments, points and conclusions

The main points of view in the article are centered on the issues of institutional power and control in the mentoring process. Using discourse analysis, the author conducted a critical review of the mentoring project at the unnamed university. Christie (2014) argues that the mentoring scheme is heavily formalized, employing one project officer, located in a central service, whose remit is to coordinate the programme as a whole with responsibility for recruiting students, designing, and delivering training for mentors, matching mentors and mentees, and day to day management of the project. She argues that what this analysis reveals is the power of the project staff to exercise considerable influence on the direction, shape, and ethos of the mentoring programme. It can be argued that although the project officer has elements of power and control in the process, students, and volunteers, who have possibly not mentored before, surely must need direction. Valcik and Benavides (2012: 140) state that “mentors and mentees will need direction in understanding the goals of the program, and how to relate to the other individual in the mentoring relationship. No one should be allowed in the mentoring program without going through an orientation or training program”. 

Christie (2014) also argues that training for mentors is a source of legitimation and formalisation of the mentoring process, because the project officer is vested with the formal power to set the nature and content of the training. It is arguable however, that participants lack the experience to perform such roles without training, particularly the role of a mentor, requiring training, regardless of its content. Dyson et al (2015) argue that mentors appreciate training and preparation, which is vital if they are to embrace the process of effective and purposeful mentoring.  Although the author is criticizing the project officer due to the level of power and control they possess, mentoring programs will need a form of management or leadership behind its success. Clutterbuck (2014) argues that a good mentoring programme manager is integral to programme success, it is their energy and enthusiasm for mentoring specifically and for developing others more generally that will drive the program and keep momentum within it. Christie (2014) also states that mentees are positioned as passive recipients of the scheme in that if they become troublesome, or step out of line, they must be referred on to the project officer for remediation. It can be anticipated that peer mentors may encounter situations as those above and that younger students may not be suitably qualified to deal with all issues. Therefore, not making it an issue of power, but a necessity for mentors involved in the program. McFarlane and Wroe (2015) argue that it is vital in any mentor training that the young people recognise their imitations and are aware of when issues nee to be referred. It would be beneficial for the reader here if the author was to define what is meant by ‘troublesome’ and ‘step out of line’. What constitutes for stepping out of line or being troublesome for one person, may be different to another. 

Referring to mentor and mentee matches in her article, Christie (2014: 960) states that “it is also clear that more value is based on some matches than on others, based on judgments about ‘character’, which may be mediated by sociocultural beliefs about class, race, age and gender. As such the coordinator has formally sanctioned power to construct and control the social practices through which mentoring relationship takes place”. This statement has no factual evidence to support its claim and is misleading for the reader. The author must also define character and not assume that it is referred to as class, race, age, and gender. Furthermore, it would also be difficult to define a mentees character considering they are new to the institution. After revisiting the above issues regarding power and control in her conclusion, Christie (2014) also argues in her conclusion that real worries for mentors were that mentees had become dependent on them, finding it difficult to provide in depth academic support. This however, is expected due to the nature that peer mentors are still learning about their subject themselves. Leatherman (2008) argues that mentors don’t have to have all the answers, it is only important they are able to help the mentee learn where to look for the answers. 

Overall, the arguments presented are not convincing enough to form a strong case regarding the issues of power and control mentioned regarding the mentoring project and lack justification. It can be argued that it is imperative for mentors and mentees to have a support network in place and be given adequate training in order to perform the roles effectively. Due to the lack of criticality throughout the article, there does seem to be a one-sided argument regarding the issues of power and control, with only negative aspects of the matter mentioned with a range of assumptions made about the mentoring project with no factual evidence. Although a critical analysis of the mentoring project was completed, this can only be deemed as one-person view on the matters. Interviewing or speaking to people who were part of the scheme may be seen as more beneficial because it may have given a more concrete understanding of the mentoring project. When given power, the article revealed that mentors often struggled to provide additional support to mentees when needed. It may also benefit the author if a comparative study were to be completed, critically reviewing another university mentoring project, examining, and comparing issues of power and control between them. Finally, a broader methodology with the use of interviews or questionnaires with the participants could have provided more accurate conclusions. 
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This paper will address the problems defining both mentoring and coaching and what makes them different. It will compare the roles of a mentor and coach, what different responsibilities/qualities they have and the importance of reflection in the mentoring and coaching process. A critical incident will be used to assess the skills and qualities of effective mentoring and how it influenced the perspective of the researcher for future practise. There will be a critical analysis of what constitutes clear and coherent feedback in mentoring in the participants current setting regarding mentoring and coaching policies. Due to the absence of a mentoring and coaching policy in the current setting, the importance of policies and procedures for mentor and mentees will be discussed, highlighting the need for such a policy. Ethical issues that are associated with mentoring and coaching will also be discussed, looking closely at the European Mentoring and Coaching Council Global Code of Ethics (2016). 

Brockbank and McGill (2006) state that mentoring or coaching has one clear purpose, the learning and development of an individual and a process that involves change. Lancer et al (2016) argue that one of the problems practitioners face is confusion of definitions because what one group describes as coaching, another would perceive as mentoring. Garvey et al (2018) argue that there is a lively debate among academics and practitioners alike as to the meaning of the terms mentoring and coaching fuelled by variations in the application of mentoring and coaching, the wide range of contexts in which mentoring and coaching activities take place and the commercial, ethical, and practical considerations. Defining and comparing both terms is made even more difficult by the vast literature available providing such a wide range of views and thoughts. Jacobi (1991) cited in Tammy et al (2017) identified 15 different definitions of mentoring in the educational, psychological and management literature with other scholars making similar observations, noting that these varying definitions create problems in drawing conclusions across research studies. Bachkirova et al (2017) highlight similar problems when defining coaching stating that nearly every text published on coaching begins with an attempt to define the concept and its practice. Bachkirova et al (2017) also argue that this is not surprising considering its diverse origins and multidisciplinary nature. 

Due to the difficulty in defining both terms, Hawkins (2013) highlighted that the Chartered Institute of Personnel and Development (CPID) veered away from trying to find a definition in 2004 and instead looked at differences between mentoring and coaching by comparing and contrasting the focus and types of activities that characterize them. One area that had a prime focus was the difference between the relationships that a mentor or coach has with their coachees or mentees. Hawkins (2013) stated that mentoring has an ongoing relationship that can last for a period of time and that coaching relationships generally have a set duration. Crawford et al (2010) defines the mentoring process as a caring and supportive interpersonal relationship between someone experienced and less knowledgeable. 

Another debate surrounding the differences between mentoring and coaching is the timescale of the processes. Burley and Pomphrey (2011) state that the mentoring process has a clear ethos of a learning journey and is conducted on a holistic basis over a long-time scale.  Riddle et al (2015) argue that mentoring opposed to coaching is much broader and more expansive where the focus is less on short term goals and usually more on the broad career development and success of an individual. Douglas et al (2000) expressed that some writers view coaching as a short-term activity designed to improve specific managerial competencies or solve specific problems. The Organisation for Economic and Development (OECD), (2015) argue that coaching is typically a short-term relationship that aims to develop the skills of an individual, developing short term goals and guiding the coachee towards them. Allen et al (2006) cited in Levin et al (2013) argued that for mentoring, there must be a strong commitment to a long-term relationship. Levin et al (2013: 6) argues that “this is not the case in a coaching or precepting relationship, where the commitment is more short term than long term and usually proceeds over a defined period of time”. 

With regards to experience, it has been argued that a mentor is usually more experienced and qualified than a mentee. Clutterbuck et al (2013) argues that when conducting formal training programmes, the mentee is usually less experienced than the mentor, and this is often, although not always, reflected in the mentor being older than the mentee. When contrasting and coaching and mentoring, Nieuwerburgh (2012) argues that the level sector of knowledge and experience for coaches is more generalist with limited knowledge, whereas mentors have typically more sector knowledge and knowledge of the organisation. Experience is however, important for both parties, particularly surrounding the development of targets. Lancer et al (2016) states that in both developmental coaching and developmental mentoring, the coach uses their experience to craft powerful questions.  For mentees or coachees to progress with developmental targets, although it is not necessary, it would be useful for the mentor or coach to have undergone similar experiences to best help or deal with the situation. 
Holding (2012: 8) states that “learning is central to mentoring but ideally it is collaborative, side by side learning, in which the mentor has more experience than the mentee. The mentor can offer information, suggestions, advice, and experience but the mentee is free to accept or reject any of these. It differs from the role of a qualified school or college teacher, workplace instructor or coach”. These latter roles involve an element of direction and of assessment of the work student, trainee, or athlete. It is important when an individual is being coached to set up an agreement and discuss various issues such as objectives to increase the likelihood of the relationship being a success. Although it is non-statutory, the presence of an agreement or contract between a mentor and mentee can make the progress more measurable and efficient. Kline (2014) believes that the relationship between the student and mentor must be built around the completion of an approved and agreed upon project or activity that is articulated and signed via a written contract. 

Even when contrasting and comparing between mentoring and coaching, it still proves difficult to provide clear definitions for both terms. Whittaker and Cartwright (1997) argue that even if we try to distinguish between coaching and mentoring and describe them both at length, not everyone will be satisfied. One key area that can possibly help distinguish between the two is the emotional connection that an understudy makes by working closely with a mentor as opposed to a coach. Cox et al (2014) identified what is known as the ‘emotional bond’ as a key difference between mentoring and coaching, believing that coaching doesn’t require the type of emotional bond usually associated with mentoring. 

Zachary (2011) argues that mentoring, at its fullest, is a self-directed learning relationship, driven by the learning needs of the mentee. It is more process orientated than service driven and may focus on broader intangible issues as learning goals. Zachary (2011) further argues that coaching focuses more on boosting performance and skill enhancement to achieve personal goals whereas mentoring relationships are voluntary and enhanced by individual preparation. Kouzes and Posner (2017) argue that one of the first things you need to do as a coach is to establish a coaching agreement and discuss specific parameters such as what is being offered, time commitment, responsibilities, expectations of each other, timeliness for meetings, schedules, objectives, among other things.

An important aspect in both mentoring and coaching is the ability to reflect on the performance for both mentor/mentee and coach/coachee. Moon (2013) argues that we reflect in order to learn something, or we learn as a result of reflecting. Barker (2003: 72) argues that “one of the more popular methods of learning is Kolb’s learning cycle”. The cycle demonstrates that learning does not end at any particular point, as it continues into another turn of the cycle. It illustrates the importance of reflection and ways in which problems can be identified in the learning process”. Kolb (2014) argues that the learning cycle combines spontaneity, feeling, and deep individual insight with the possibility of rational thought and reflection, maintaining the humanistic belief that in every individual’s capacity to grow and learn which is so important for lifelong learning. 

There are many ways that can help people think critically. Hillier (2005) argues that Brookfield’s lenses can help us look at a situation from our own viewpoint and from theoretical literature. Ingleby et al (2010: 125) argue that “using Brookfield’s four lenses is a useful and practical framework that can be used by tutors in the lifelong learning sector to evaluate information and produce an action plan for change based upon that information”. Rubenfeld and Scheffer (2014) argue that each lens provides the educator with another point of view from which he or she can make comparisons and see patterns that confirm or discount what one or more of the other lenses reflect. What is important is that reflection does allow people to broaden their knowledge and learn from different experiences. Both Kolb’s Cycle of Learning and Brookfield’s four lenses could prove useful for both mentor and mentees in providing opportunities for reflection. Robinson et al (2013: 8) argue that “both these models of reflection will encourage you to see your experiences from a variety of viewpoints, helping transform your practice and scaffold your skills in the art of reflection. Like all skills, reflection needs practice, therefore, the more you engage in the process of reflection the more proficient and accomplished you will become”. 

The historical moment that influenced my perspective was during my second professional teaching placement where I had a verbal agreement with my mentor to attend a very important medical procedure for a close relative. The agreed date was noted and both parties were aware of this situation with the understanding that it would be honored. On the day of the procedure, I had been writing reports for a year eight class but was asked to stay and write other reports and was expected to complete these reports before leaving. The time arrived when I needed to leave and was told by the mentor that ‘priorities’ were important. As a hard-working mentee, who did not take any leave throughout this professional placement, I felt let down that this agreement had not been followed through. Because of me having to leave when all reports had been finished, I did end up missing the medical procedure which upset me greatly. 

During such a critical incident, it does require an individual to reflect on the situation and reevaluate the qualities of an effective mentor and the need for a contractual agreement in the process. Colaprete (2009) stated that expectations must be clarified and agreed upon by both parties before an effective mentoring relationship can be cemented and that, successful experienced mentors often emphasize the need to formalize expectations through a written agreement. The mentee feels that if a contractual agreement had been in place, the mentor would have had no choice but to honor the agreement helping to eliminate any possible issues in the relationship moving forward. Allen et al (2011) argue that opening a dialogue regarding these kinds of issues at the beginning of the relationship can help avoid misunderstandings and reduce the role of uncertainty. Bayley et al (2018) argue that a clear contract which defines boundaries and expectations of both mentor and mentee is essential from the outset. 

Due to the nature of this circumstance and absence of a mentoring contract, it left me to think that should my life outside teaching have any impact on the process of mentoring during my professional placement and if it should affect the decision a mentor chooses to make. Fibkins (2011) argues that a mentor should address any issue that affects the performance of a teacher, and that life problems affect us all such as poor health among other setbacks. The mentee feels that a lack of emotional support at such a critical time did not have a positive impact on the relationship moving forward but could easily have been avoided. Duffy and Forgan (2005) argue that the mentor-mentee match is one of the critical elements of a successful relationship because mentors provide more than just a system information related to education issues and instruction, they also provide emotional support. 

Duffy and Forgan (2005) further argue that providing emotional support helps reduce the isolation many new teachers experience during their first year of teaching, stating that mentors offer this type of support by listening without judging and being sympathetic. The author feels that some mentors need to understand that some student teachers needs differ to those of others and are not always related to teaching standards. Bartell (2005) states that mentors should understand that some new teachers are more receptive to help than others and their needs differ. Valcik and Benavides (2012: 140) argue that “the relationship dynamic must be somewhere between a friendship and a teacher-student relationship. The mentee must feel that he can speak to his mentor about any subject and the mentor will be open minded and respond in an honest fashion”. Once this critical incident had happened, I must be honest and admit that I did find it difficult to be open about any personal issues with my mentor because of the problem that had been created previously. At this moment, there was a great deal of trust that had been lost in the relationship between mentor and mentee. After this incident, it was difficult to have faith in the mentor moving forward and it would be difficult to rebuild the relationship. Cranwell-Ward et al (2004: 210) argue that once trust is lost, it is very difficult to rebuild. Shaw (2010) argues that the aftermath following a difference of view on a decision must be handled carefully. If there have been heated or emotive exchanges, it may take a while to restore the relationship. 

Due to the absence of a contractual agreement, it was often found that on some occasions, there would be two to three weeks without a meeting between the mentor and mentee. Ragins and Kram (2008) argue that one of the problems that occur in a mentor, mentee relationship is minimal engagement. Another factor that may have led to the mentor making a controversial decision may be the lack of time available to them to perform their teaching role effectively. Portner (2001) argued that if you were to ask a group of mentors what they consider the biggest barrier to mentoring, nine out of ten will throw up their hands in frustration and mumble something like ‘I never have enough time’ or ‘There aren’t enough hours in a day’. Besides time being an issue, the author does believe that if there was a contractual agreement in place with agreed times for meetings, it should not be an issue. The major factors here that led to this being such a critical incident was that an agreement that had been made with good intentions, had been dishonored, ultimately having a negative impact on the relationship.

How can I learn from this critical incident? The first thing that the I would do is sit down with a potential mentee and mutually agree on a contract that fits both parties. Jones (2012) argues that if you are going to establish a professional mentoring relationship with a learner, the first thing you will need to do is develop a mentoring plan which involves:

1. Identifying the scope and boundaries of the relationship.
2. Establishing ground rules and negotiation expectations.
3. Maintaining confidentiality within the relationship. 

This process highlighted above will be followed closely by myself to ensure a process with minimal risks or problems as possible. Besides the absence of a contractual agreement, a major factor that affected my relationship with the mentor was the lack of emotional support. Juan (2012) argues that mentors should provide emotional support for students and researchers who have less confidence. Therefore, I recognise how important it is to emotionally support students that may be struggling, not just professionally, but also personally. Due to the nature of a verbal agreement being dishonored during the critical incident, I believe that a more formal agreement would be best to cover both parties. Dent and Brent (2015) argue that a more informal type of agreement is typically used when the relationship is less formal and possibly based around a specific issue rather than an ongoing relationship. You would be more likely to use an informal agreement when you are coaching a direct report. 

Robinson (2015) highlighted integrity, compassion, and contemplation as top qualities for mentors. Corpening (2010) argues that integrity means being a person of your word and is someone that can be trusted. This is an area I felt was missing in the relationship with the mentor because of the lack of trust that followed once the mentor had changed their mind about the verbal agreement in place for me to attend the medical procedure with a family member. Therefore, the critical incident has highlighted the importance of a mentor acting with integrity at all times. I feel that if I am able to build a relationship based around mutual respect with prospective mentees, it will help encourage the best possible outcomes in the future. Kochan (2002) argues that an essential element of reciprocity in mentoring relationships involves mutual respect. I believe that the critical incident has influenced my perspective and would never have been an issue if the mentor had shown integrity in the mentoring process. 

In the author’s current setting, there is no formal mentoring or coaching policy in place for current staff or newly qualified teachers (NQT). The absence of a mentoring or coaching policy could cause problems for the school should they assign a current member of staff to the role of a mentor raising questions such as will the mentor be informed of what is expected of them? Will they understand what is expected of them? Will they be familiar with the ethical process of mentoring? McBride (2003) emphasizes that the mentoring of beginner teachers can only be fruitful when it is embedded in a school’s staff policies. 

As an NQT in my current setting, I was assigned a school mentor to guide me through my NQT year aiming to achieve all the necessary teaching strands presented by the Education Workforce Council (EWC). The induction mentor that was assigned had no previous experience as a mentor and was unclear about the process throughout the academic year. Although, the induction mentor was an experienced and valued member of staff at the school, she fully understood the end goal of our relationship, but did not understand the processes of how to get there. The absence of a mentoring or coaching policy here proved to be a crucial moment where both parties were now unsure of how to arrange things moving forward. 

Common problems in the current setting are that there is a lack of opportunity for clear and coherent feedback in the mentoring process. To get an understanding of the contents of an effective coaching and mentoring policy, it was beneficial to identify and assess several policies currently in practice with other educational institutions. Aberystwyth University (2015) specified in their mentoring and coaching policy that ‘Coaching and mentoring are very effective development methods to assist individuals to reflect, identify and achieve their goals and support the transfer of learning into the workplace. Bangor University (2015) also highlight the effectiveness of a mentoring and coaching policy arguing that ‘mentoring and coaching are very effective development methods to assist individuals to reflect, identify and achieve their goals and support the transfer of learning into the workplace’. Interestingly, although both institutions promote the ability of their mentoring and coaching policies to reflect, they are very much indeed, identical. Both Aberystwyth (2015) and Bangor (2015) further go on to state that mentoring and coaching is important for ‘providing an opportunity for employees to reflect on and plan their career development’. 

With regards to reflection and feedback in the mentoring process, the University of Bedfordshire (2010) state in their mentoring policy that the mentee must reflect upon knowledge, skills and behaviors. To provide opportunities to reflect for both mentor and mentees, mentoring and coaching schemes must provide situations in which both parties are able to report on the process, such as scheduled meetings. A central component of this reflection is fusion between mentor and mentee. The Association of Teachers and Lecturers (ATL) state in their ‘Guide to Mentoring’ (2012: 9) that “the mentor and the mentee have to work together to defragment the mentee’s experience, to help the mentee resolve apparent contradictions”. The University of Reading (2016) argue in their mentoring policy for the school of archaeology, geography, and environmental science that an aim of the process is to provide constructive feedback in planning of personal research, teaching and learning and other roles. 

The question is how do we reflect as practitioners? All mentoring and coaching policies above have highlighted the importance of feedback and reflection in the mentoring and coaching process but do not inform the mentor and mentee of how to do so. The Australian Aid (2016: 17) argue that “It is the coaches’ guide to help the coachee clarify what they want to achieve, raise their awareness on where they are now and the options they have for moving forward and explain what to do next while applying the key principles of awareness, responsibility and independent thinking”. In their coaching guidebook, they promote the use of the GROW model for coaching and mentoring. Martin (2006) argues that the GROW Model, developed by Graham Alexander and racing champion Sir John Whitmore, is the best-known coaching model in the UK and the one that is most widely used in coaching assignments in the industry. It is an acronym that stands for Goal, Reality, Opportunity and Will. Welsh Government (2015: 11) state that “the GROW model can support coaches in diagnosing the skill and will of a coachee and can help to frame coaching conversations so that those being coached can more easily set themselves goals within the context of their current situation”. 

The University of New South Wales (2018) argue that the GROW model will help a mentor prepare for a session and will provide a useful structure to the discussion. If such a structure was present in the researchers current setting, it may be able to provide opportunities for the mentor and mentee to apply the key principles of awareness, responsibility, and independent thinking. It will allow both parties to discuss goals, asking questions such as how do you hope to achieve this goal? What do you want to achieve out of this session or relationship? When discussing reality, the coachee or mentee can be given the opportunity to tell their story with the use of self-assessment. It may allow the mentor or coach to ask questions such as what has stopped you from achieving this goal previously? What is happening regarding this goal at the moment? Using the options stage of the GROW model, the mentee can empower choice and begin to brainstorm ideas. The mentee is able to ask questions such as who can support me in achieving this goal? What has worked for me in the past? Finally, the wrap up stage of the GROW model will allow the mentee to identify specific steps they need to take and highlight any potential obstacles that they could encounter. This stage will allow mentees to ask questions such as what potential obstacles might I meet? What steps do I need to take to achieve this? This stage will also allow the mentor to provide support where they can offer their guidance to help the mentee moving forward. 

If such a model was present in the researcher’s current setting, it would provide more structured opportunities for both mentor and mentee to sit and discuss areas of improvement for the mentee, devising action plans to move forward. The absence of a mentoring and coaching policy at present, does create a number of problems for both the mentor and mentee. Relationships between mentors and mentees could be inconsistent and lacking structure moving forward because both mentoring and coaching policies for schools in Wales are currently non-statutory. The Department for Education (DFE) produced a ‘Statutory Policies for Schools’ document (2014) that gave advice on the policies and documents that governing bodies and proprietors of schools are required to have by law, where both mentoring and coaching were absent. If these policies were to be made statutory by the DFE, then both schools and mentors would need to address mentees needs more effectively. 

[bookmark: _GoBack]Has mentioned previously, one of the most difficult issues surrounding mentoring and coaching is defining the two. What is apparent in the University of Bedfordshire (2010), Aberystwyth University (2015), Bangor University (2015), and the University of Reading (2016) mentoring and coaching policies is a clear attempt to define both mentoring and coaching with an effort to differentiate between the two. In the researcher’s current setting due to the absence of a mentoring and coaching policy, there may still be misconception or understanding about the actual role of a mentor or coach. The presence of a mentoring and coaching policy would address questions for the school based mentor such as:

· What is mentoring? What is coaching? What are the differences between them?
· What are the responsibilities of the mentor?
· What are the responsibilities of the mentee?
· How should the mentor give feedback?
· When and how often should the mentor meet with the mentee?
· What are the best forms of communication?
· How can the mentor set targets effectively?
· How should the mentor deal with under performance? 

Another framework that could be useful in the researcher’s current setting is the ‘CEDAR’ framework. The National College for Teaching and Leadership (NCTL), (2013) argue that the CEDAR model provides a framework for excellent coaching and mentoring practice. The NCTL (2014: 1) also state that “the mentoring or coaching relationship is based on equality and on openness, truth, and respect”. The first stage of the CEDAR framework is known as ‘contracting’. During this stage, both mentor and mentee will discuss well informed objectives and outcomes. Has discussed concerning the previously mentioned critical incident, creating a contract could also be beneficial in the researchers current setting to cover both parties. The senior leadership team in the current setting will benefit greatly by exploring current policies in place and using both the CEDAR framework and GROW models to inform then moving forward. 


Resnik (2005) argues that although the relationship between mentor and mentee usually benefits both parties, some ethical problems can arise. Johnson (2016: 122) argues that “as a mentor, you are automatically an exemplar of ethics, professionalism, interpersonal skill, and competency, and it is a primary function of a mentor to model, nurture, and even evaluate professionalism in mentees”. Holding (2012: 64) argues that “since mentoring involves a personal relationship of mutual trust where mentees often reveal private information, it is important that mentors also follow a strict code of ethics”. Lunsford (2016) argues that it is important to state what is ethically acceptable in a mentoring relationship, maintaining that ethical and legal considerations are especially important when organisations support and encourage formal mentoring efforts which otherwise might not have formed. The European Mentoring and Coaching Council (EMCC), (2016: 1) state that their “code of ethics sets the expectation of best practice in coaching and mentoring and promotes the development of coaching and mentoring excellence”. The Global Code of Ethics provided by the EMCC is broken down into four parts:

1. Terminology
2. Working with Clients
3. Professional Conduct
4. Excellent Practice


In section one of the Global Code of Ethics, the EMCC (2016) state that each body will define exactly which of its members and other stakeholders are expected to abide by this code and for proper understanding of this code of ethics, members should be aware of their respective professional body’s definitions and terminology for the precise meanings of key words used in this code. Section two, working with clients covers several key areas including contracting, integrity, confidentiality, inappropriate interactions, conflict of interest and terminating professional relationships and ongoing relationships. Section three addresses professional conduct, covering areas such as recognizing equality and diversity and breaches of professional conduct, whereas section four concerns excellent practice, addressing areas such as on-going supervision and continuing professional development and reflection. 

The EMCC (2016) argue that before they start working with a client, members will explain, and make explicit, their commitment to abide by this code, also making their clients and sponsors aware of their respective bodies. Clutterbuck et al (2017) argue that a contract provides an important mechanism for clarifying expectations that each party has for the other and the obligations of each. 
Regarding integrity, the EMCC (2016) argue that when talking with a party, members will accurately and honestly represent the potential value they provide as a coach or mentor. Nichols-Casebolt (2012) argues that mentoring in research integrity is about teaching, modelling, and requiring in adherence to ethical design and conduct. Weiss and Kolberg (2003) argue that leaders who demonstrate integrity handle sensitive issues fairly, without compromising their values or those of the organisation. Eckenwiler and Cohn (2007) argue that not surprisingly, confidentiality is an issue in mentoring because of the need for open and frank discussions. The EMCC (2016) argue that when working with a client, members will maintain the strictest level of confidentiality with all client and sponsor information unless release of information is required by law. Members will store and dispose of any records regarding clients in a manner that promoted confidentiality. Allen et al (2011) argue that mentoring works best when the protégé can feel comfortable with the mentor and be able to divulge information that may be sensitive. Cranwell-Ward et al (2004) argue that confidentiality is critical for a successful mentoring relationship and must be discussed at the start of the relationship and should be included in the mentoring contract. 
	
Conflict is part of any working relationship across many professional contexts. Denmark and Podsen (2016: 64) argue that as a coach or mentor, you want to show the way when it comes to effectively working through a problem because it helps to build stronger relationships. The EMCC (2016) argue that to avoid any conflict of interest, members will disclose any conflict openly with the client and agree to withdrawn from the relationship if a conflict arises which cannot be managed effectively. In any ethical relationship it is important to recognize both equality and diversity. Regarding section three of the Global Code of Ethics, titled ‘Professional Conduct’, two important areas covered are recognizing equality and diversity and breaches of professional conduct. The EMCC (2016) argue that members will avoid knowingly discriminating on any grounds and will constantly seek to enhance their own awareness of possible areas of discrimination, accepting that any breach that is upheld may result in sanctions including loss of accredited status or body membership. Kleinig and Smith (2001) argue that an ethical principle that workers share is the right to fair treatment in the workplace and organisations cannot and should not discriminate against people on the basis of their sex, race, ethnicity, economic background, or religion. Section four, titled ‘Excellent Practice’, addresses areas such as on-going supervision and continuing professional development and reflection. The EMCC (2016) argue that to support their learning and on-going professional development, members will engage in regular reflective practice, systematically evaluating the quality of their work through feedback from clients and other relevant parties. 


In conclusion, the author feels that even though mentors and coaches have particular skills and qualities that help them in the mentoring and coaching relationship, both integrity and respect are key ingredients in a successful working relationship. The critical incident shows that if a mentor was to display integrity, there would not have been a negative impact on the relationship between mentor and mentee. The creation of a mentoring or coaching contract is essential and may help prevent such issues as those experienced by the mentee. In the mentee’s current setting, the presence of a mentoring policy would provide a lot more stability and consistency in the relationship whilst informing the mentor how to perform the role effectively. The absence of such as policy at present is creating a number of problems such as lack of meetings, observations, and clarity in the process. The lack of clearness in defining both mentoring and coaching does provide problems in the workplace for creating policies that are fit for purpose. If such a policy was made statutory by the Department for Education however, the issues surrounding implementing mentoring and coaching policies may change.  
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