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 I acknowledge the use of Gemini (https://gemini.google.com/)  on 04/04/2026 to check for errors, readability, grammar and syntax. I used the prompt(s):
1. Check the following text for readability, grammar and syntax and bullet point any areas that need attention
2. Check my reference list for errors and list any found in bullet points, must be in apa 7th edition

I acknowledge the use of Claude (https://claude.ai) on 28/04/2026 to check for errors, readability, grammar and syntax. I used the prompt(s):
1. Check the following text for readability, grammar and syntax and bullet point any areas that need attention
2. Check my reference list for errors and list any found in bullet points, must be in apa 7th edition

I confirm that I have not presented any AI generated text as my own work. I confirm I have copies of my drafts, notes, and other resources I used before, and after the use of AI tools which I may be asked to provide in evidence. 
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[bookmark: _Toc228260463]Personal Development Plan (PDP) Introduction
This Personal Development Plan outlines the key areas I need to strengthen to develop as a more effective mentor, emerging leader, and applied psychology practitioner. It is informed by my reflective learning across the module, particularly in relation to active listening, leadership visibility, conflict avoidance, motivational interviewing, and emotional regulation under evaluative pressure. My self-assessment data and reflective log reveal a consistent pattern: while conscientiousness and accomplishment are high, anxiety remains elevated, engagement is low, and confidence in visible interpersonal roles is limited. In response, this PDP identifies SMART goals designed to enhance my professional presence, relational effectiveness, and long-term sustainability in practice. The following development goals are informed by evidence-based frameworks including Self-Determination Theory (Deci & Ryan, 2000), the Skilled Helper model (Egan, 2014), and principles of motivational interviewing (Miller & Rollnick, 2013). 

[bookmark: _Toc228260464]Personal Development Plan (SMART Goals and Action Framework)
	Learning and Development Need (competency, skill, qualification)
	
Specific goal
	
When do I want to achieve this?
	
Which obstacles may get in my way?
	
How can I improve my chances of meeting my goal?
	
Where can I go for further info/support?

	Improve emotional regulation and professional presence during mentoring and assessed roleplay
	To reduce performance anxiety and become more psychologically present in mentoring interactions by consistently using grounding strategies and pre-session preparation
	Initial progress by Assessment 2 (23/04/26); sustained practice reviewed at module submission (05/05/26)
	High baseline anxiety, overthinking, fear of being judged, and tendency towards image management in observed situations
	I will implement pre-session grounding routines and continue developing SOLER as an embodied practice rather than a procedural checklist, redirecting attention outward towards the mentee. Repeated exposure to evaluative contexts will build tolerance and strengthen self-efficacy through mastery experiences (Bandura, 1997). Present-moment awareness, rather than avoidance, is the primary mechanism for reducing cognitive interference in interpersonal contexts (Brown & Ryan, 2003). Post-session reflection using Gibbs' (1988) cycle will convert each experience into actionable learning.
	Module tutors, peer feedback, mindfulness resources, reflective log, Appendix 2 PERMA profile

	Strengthen active listening and client-led communication skills
	To develop a more facilitative communication style by using active listening, strategic questioning, reflective responding, and resisting the urge to “fix” problems too quickly
	Measurable improvement evidenced in Assessment 2 (23/04/26); ongoing over next 6 months (October 2026)
	High conscientiousness may lead me to problem-solve too quickly; discomfort with silence; tendency to equate helping with giving answers
	I will practise Stage 1 attending skills from Egan's (2014) Skilled Helper model, tolerating silence, using open questions, and offering reflective responses rather than solutions. Roleplay and real-play will develop fluency through concrete experience, consistent with experiential learning principles (Kolb, 1984). Motivational interviewing techniques, particularly managing the righting reflex, will support a shift from directive to facilitative helping (Miller & Rollnick, 2013), grounded in Rogers' (1957) principle that genuine presence is more impactful than technical correctness.
	Module teaching materials, Egan’s Skilled Helper model, motivational interviewing resources, tutor feedback, peer practice

	Develop greater confidence in leadership visibility and assertive interpersonal practice
	To become more confident taking an active, visible role in leadership and group situations, particularly where assertiveness, conflict management, or direction are required
	First evidence by end of semester (05/05/26); sustained development reviewed at start of next academic year (September 2026)
	Introversion, discomfort with authority, avoidance of conflict, and reluctance to step into visible leadership roles
	I will actively volunteer for visible leadership roles, using each opportunity as structured exposure to interpersonal demands that currently sit outside my comfort zone. Enactive mastery experiences are the most powerful source of self-efficacy development (Bandura, 1997). The Thomas–Kilmann (1974) model will guide reflection on my avoidant conflict style. I will reframe leadership using contemporary perspectives that emphasise adaptability over dominance (Bass & Riggio, 2006), making development feel genuinely relevant rather than aspirational.
	Leadership workshop materials, tutor guidance, reflective log, Thomas–Kilmann model, leadership theory reading

	Improve confidence and competence in motivational interviewing
	To build greater fluency in motivational interviewing by practising core MI skills such as open questions, reflections, eliciting change talk, and managing the righting reflex
	Operational competency demonstrated in Assessment 2 (23/04/26); continued refinement through next module
	Low confidence in spontaneous application, anxiety in real-play settings, and tendency towards directive helping
	I will build fluency through regular review of MI principles and structured peer practice, focusing on reflective responding, managing the righting reflex, and sustaining collaboration over direction. Self-directed engagement with missed Moodle materials reflects professional responsibility and autonomous learning (Knowles et al., 2020). DARN-CAT will scaffold early skill acquisition, with the aim of internalising the theoretical basis, that supporting client autonomy produces more sustainable change than directive approaches (Deci & Ryan, 2000), rather than simply applying techniques.
	Guest session materials, Moodle resources, peer discussion, guest practitioner session on motivational interviewing, motivational interviewing notes

	Maintain personal wellbeing and reduce risk of burnout
	To establish healthier boundaries and wellbeing routines so that academic performance is not achieved at the expense of health and sustainability
	Immediate start (April 2026); first review at submission (05/05/26); monthly thereafter
	Overworking, high self-expectation, poor rest, and tendency to prioritise productivity over wellbeing
	I will schedule non-negotiable weekly recovery time, treating it with the same priority as academic deadlines. My PERMA profile (Health: 1.33) indicates this is a professional concern, not a personal indulgence, sustained demand without recovery is directly linked to emotional exhaustion in helping roles (Maslach & Leiter, 2016). Seligman's (2011) PERMA framework will serve as an ongoing self-monitoring tool. Informed by Self-Determination Theory, personal wellbeing is understood here as a precondition for ethical, sustainable practice, not a concession to limitation (Deci & Ryan, 2000).
	Personal support network, university wellbeing services, time-management tools, PERMA reflections, relevant burnout literature



Overall, these goals reflect my need to move from high achieving but anxious performance towards a more grounded, relational, and sustainable professional identity. They also demonstrate that my development needs are not solely technical, but are closely tied to self-awareness, emotional regulation, and confidence in applied interpersonal practice.
[bookmark: _Toc228260465]Self-Assessment & Gap Analysis
My personal development goals are grounded in a structured self-assessment process combining psychometric profiling and reflective practice, both of which are widely recognised as central to effective professional development in applied psychology (Kolb, 1984; Schön, 1983). As presented in Appendix 2, my PERMA profile reveals a notable imbalance between high Accomplishment (8.0) and low Health (1.33), alongside elevated Negative Emotion (8.67). Within Seligman’s (2011) PERMA framework, such an imbalance suggests that achievement is being prioritised at the expense of wellbeing, which may undermine long-term functioning and resilience. This is particularly important within leadership contexts, where emotional regulation under pressure is associated with more effective interpersonal functioning and decision-making (Gross, 1998).
My Big Five profile further contextualises these findings. High conscientiousness (10/10) is typically associated with strong organisation, persistence, and goal-directed behaviour (John & Srivastava, 1999). However, low extraversion (2/10) and high neuroticism (9/10) are linked to increased performance anxiety, emotional reactivity, and discomfort in socially evaluative contexts (Costa & McCrae, 1992). This provides a theoretical explanation for my difficulties in visible interpersonal roles, including roleplay, leadership, and conflict situations. These traits are reflected consistently across the reflective log (Appendix 1), where I demonstrate a tendency towards image management, avoidance of conflict, and difficulty maintaining presence under evaluation. While these traits provide a useful explanatory framework, it is important to avoid deterministic interpretations, as professional competence is shaped not only by dispositional tendencies but also by learning, context, and behavioural adaptation (Bandura, 1997).
In terms of applied skills, I identified key developmental gaps in active listening, conflict engagement, and facilitative communication. Early sessions revealed a tendency to “fix” problems prematurely, which limited the development of a collaborative working alliance. This aligns with Egan’s (2014) observation that novice helpers often over-direct conversations rather than fully exploring the client’s perspective. However, later experiences, particularly in motivational interviewing and structured roleplay, indicate emerging progress in tolerating silence and adopting a more client-led approach. Knowles et al.'s (2020) principles of adult learning emphasise learner autonomy and self-directed development, while motivational interviewing similarly positions the individual as the expert in their own change process (Miller & Rollnick, 2013). Both approaches are ultimately grounded in Rogers' (1957) person-centred foundations of empathy, authenticity, and unconditional positive regard, values that are not simply techniques to be applied, but orientations that must be genuinely embodied in practice.
Finally, my core professional values (empathy, authenticity, and responsibility) support a relational approach to mentoring. However, there remains a discrepancy between these values and my behaviour under pressure, where anxiety can reduce authenticity and presence. This gap highlights the importance of developing emotional regulation and psychological flexibility, both of which are critical for maintaining congruence in applied interpersonal roles (Gross, 1998). 
Taken together, this analysis highlights three priority areas for development: emotional regulation and professional presence, relational communication skills, and sustainable leadership practice. These directly inform the goals outlined in the PDP, ensuring that development is targeted, theoretically grounded, and aligned with both professional competency requirements and long-term sustainability (Schön, 1983).
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[bookmark: _Toc228260467]Introduction
This reflective piece critically evaluates my development as a mentor and emerging leader throughout the module, drawing on key experiences from roleplay, assessment, and skills-based workshops. Reflection is widely recognised as essential to professional competence in applied psychology, as it enables practitioners to integrate experience with theory and refine future practice (Schön, 1983). I have adopted Gibbs' (1988) Reflective Cycle to structure this analysis, as it provides a systematic framework for moving beyond description towards critical evaluation and actionable learning. However, while structured models such as Gibbs’ reflective cycle provide clarity, they have been criticised for oversimplifying complex professional experiences (Grant, 2022). I therefore engage with the model flexibly, allowing for deeper critical exploration of the psychological, relational, and contextual factors shaping my development. 
The reflection centres on a formative experience during Assessment 1, in which I was required to demonstrate active listening and mentoring skills under observation. This experience is particularly significant due to its intensity, its relevance to real-world professional practice, and its role as a turning point in my development of psychological presence, emotional regulation, and relational competence. The application of Gibbs’ (1988) reflective cycle to this experience is summarised in Figure 1.

Figure 1 
[image: ]Application of Gibbs’ (1988) reflective cycle to Assessment 1, illustrating the development of professional presence and relational competence in mentoring.

[bookmark: _Toc228260468]Description & Feelings (The "What")
During Assessment 1, I engaged in a structured mentoring roleplay in which I was required to apply active listening skills using the SOLER framework. The formal assessment context introduced a heightened level of evaluative pressure, which initially triggered anxiety and self-consciousness. I was acutely aware of being observed, which intensified my tendency towards “image management” and created internal pressure to perform competently.
Emotionally, I experienced a tension between my desire to appear capable and my awareness of discomfort within the role. This showed up as physical tension and an almost constant internal commentary (monitoring my posture, my words, my silences) rather than simply being present. My attention became internally directed, with a preoccupation with how I was being perceived rather than what the mentee was communicating. However, as the session progressed, I made a deliberate effort to redirect my attention outward, focusing on the mentee’s responses rather than my internal evaluation. This shift reduced my anxiety and enabled a greater sense of presence within the interaction.
A further tension arose from the ambiguity of occupying both a peer role and a mentoring role. While the task required me to demonstrate facilitative communication, I was simultaneously aware of the interpersonal pressure associated with appearing competent in front of someone at a similar level. This created a conflict between authenticity and performance, where I initially prioritised managing how I was perceived rather than fully engaging with the mentee. At the time, I could not fully articulate this, I was simply caught between the desire to engage genuinely and the pressure to manage how I appeared.

[bookmark: _Toc228260469]Evaluation & Analysis (The "So What?")
Reflecting on this experience, what became clear was that my anxiety was rooted not in the task itself but in a deeper concern about professional identity, specifically, the fear that visible anxiety might be read as fundamental inadequacy. This reflects what Costa and McCrae (1992) describe as heightened sensitivity to social evaluation in individuals with high neuroticism, and maps onto cognitive models of anxiety in which attentional resources are directed inward rather than towards the interpersonal task at hand (Gross, 1998). In this state, my ability to listen effectively was compromised, as cognitive effort was diverted towards managing perceived performance rather than engaging with the mentee.
The deliberate shift in attention towards the mentee represents an important regulatory strategy. By adopting an external focus, I was able to reduce cognitive interference and engage more authentically in the interaction. This is consistent with mindfulness-based frameworks, which emphasise present-moment awareness as a mechanism for reducing anxiety and enhancing performance (Brown & Ryan, 2003). In practice, this shift marked the beginning of a transition from controlled, effortful performance towards more embodied engagement.
From a skills perspective, the experience reflects movement from a procedural to a more relational application of active listening. Earlier in the module, my approach was characterised by a tendency to “fix” problems, reflecting a directive helping style. This is consistent with Egan’s (2014) observation that novice practitioners often prioritise problem-solving over exploration. However, during the assessment, I demonstrated increased tolerance of silence and allowed the mentee space to articulate their thoughts. This aligns with Rogers’ (1957) person-centred approach, where empathy, presence, and psychological availability are considered more impactful than technique alone.
This experience exposed a deeper assumption about helping. I had implicitly equated competence with verbal effectiveness, assuming that a good mentor should respond quickly, maintain conversational flow, and offer something useful. This assumption positioned silence as evidence of failure rather than as a potentially therapeutic space. Critically, this reflects a performance-based understanding of support, where the focus is on demonstrating capability rather than facilitating the other person’s exploration. In practice, this orientation risks shifting attention away from the mentee and towards the mentor’s need to feel effective.
This connects directly to the concept of the working alliance. Bordin (1979) conceptualises the alliance as comprising agreement on goals, collaboration on tasks, and the development of a relational bond. My initial self-focused attention likely limited my ability to contribute to this relational component, as excessive self-monitoring may have reduced the emotional space available to the mentee. Mentoring is not solely a technical process but a relational one, where the mentee must feel heard, respected, and psychologically safe. From this perspective, my anxiety did not only affect my performance but may also have influenced the quality of the interaction itself.
Although person-centred theory helps explain why empathy and presence improved the interaction, it does not fully account for why these behaviours were initially difficult to access. Personality-based frameworks offer a complementary explanation. My high neuroticism and low extraversion help explain why the interaction was experienced as particularly threatening under observation (Costa & McCrae, 1992). However, personality explanations alone risk being overly deterministic. The experience demonstrates that dispositional tendencies do not rigidly define professional capability; rather, experiential learning and repeated exposure can modify how these tendencies are managed in practice (Kolb, 1984). 
The assessment itself functioned as a form of behavioural exposure, requiring me to remain present within an anxiety-provoking situation rather than withdraw from it. The positive feedback I received afterwards served as corrective evidence, directly challenging my assumption that anxiety equates to incompetence and contributing to increased self-efficacy (Bandura, 1997). This process reflects broader principles of experiential learning, in which concrete experience, active reflection, and repeated practice collectively facilitate skill development (Kolb, 1984). Importantly, however, this progress was situational rather than complete, a meaningful step, but not a resolution. Professional development in mentoring is rarely linear; demonstrating growth in one context does not eliminate the same challenges elsewhere. Holding this caveat in view prevents an overly simplified reading of the experience and supports a more realistic, iterative understanding of development, one that ultimately shifts the emphasis from fixed traits to who we are becoming as practitioners.

[bookmark: _Toc228260470]Conclusion & Action Plan (The "Now What?")
This reflection highlights a significant shift in my professional development, from performance-focused behaviour towards a more relational and psychologically informed approach to mentoring. I have come to understand that effective mentoring is not defined by the absence of anxiety, but by the ability to remain present and engaged despite it.
More broadly, this experience has reshaped my understanding of leadership within helping contexts. Prior to the module, I associated leadership with visible confidence, decisiveness, and interpersonal ease, qualities that sat outside my natural disposition. However, this assessment demonstrated that leadership in mentoring may also involve containment, attentiveness, and the capacity to remain steady enough for another person to think. This reframing is significant, as it allows me to conceptualise leadership in a way that aligns with my reflective and relational strengths, while still recognising the need to develop greater assertiveness and confidence in more visible roles.
This experience also clarified how my values and identity shape my mentoring approach. My preference for responsibility, careful preparation, and relational sensitivity can support ethical and thoughtful practice. However, under pressure, these same tendencies can manifest as over-control, self-monitoring, and reduced spontaneity. The challenge, therefore, is not to suppress these traits, but to regulate them more effectively so that they support rather than constrain my practice.
My development will need to be both behavioural and reflective. Behaviourally, I will seek continued exposure to evaluative interpersonal situations to ensure that active listening, tolerance of silence, and emotional regulation become more automatic under pressure. This aligns with social cognitive theory, which emphasises the role of mastery experiences in developing self-efficacy (Bandura, 1997), and contributes to the development of psychological capital, including resilience and confidence (Luthans et al., 2015).
In addition, I will continue to refine my communication approach by resisting the urge to provide immediate solutions and instead prioritising facilitative, client-led interaction, consistent with Egan’s Skilled Helper model (2014) and motivational interviewing principles (Miller & Rollnick, 2013). Reflectively, I will use structured reflection not only to document experiences but to identify recurring assumptions about competence, vulnerability, and professionalism. This will allow me to maintain alignment between my behaviour and my core professional values of empathy, authenticity, and responsibility.
This experience marks a meaningful step in building a more grounded and adaptable professional identity, one defined not by control or performance, but by presence, responsiveness, and the capacity to engage meaningfully with others. 
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The following appendices provide supporting evidence for the reflective analysis and Personal Development Plan (PDP), including psychometric data, reflective logs, and skill development tracking.

[bookmark: _Toc228260473]Appendix 1: Reflective Log
	Date
	Activity
	Reflective observation
	Synthesis & theoretical link

	22/01/2026
Week 1
	Introduction to Module; PERMA Profiler; GROW Model.
	Confronted hesitation regarding roleplay. Recognised that my concern for "image management" may hinder my development as an authentic mentor.
	Prioritise "radical honesty" in self-assessments to maximise the utility of the PDP. This aligns with Schön’s (1983) concept of reflective practice, where increased self-awareness enhances professional development.

	29/01/2026
Week 2
	Active Listening; SOLER Framework; Mock Assessment.
	Experienced discomfort during talking therapy simulation. Identified that my introverted disposition may limit spontaneous interpersonal engagement under observation.
	Use the SOLER framework as a structured "safety net" to manage anxiety during the Assessment 1 simulation. 

	05/02/2026
Week 3
	Seminar with Ruth (Senior Counsellor). Safeguarding, signposting, and role boundaries. Practice session using Egan’s Skilled Helper model.









	My initial urge to 'race to answer' and solve problems stemmed from a high Conscientiousness (10/10) drive to be helpful, which paradoxically crowded out the mentee’s space. Feedback from Ruth and Zoe marked a turning point, highlighting that embracing silence signals professional confidence rather than incompetence. I found that the 'rulebooks' for safeguarding and boundaries acted as a psychological safety net, effectively containing my performance anxiety (Neuroticism: 9/10) and allowing me to remain present without feeling responsible for 'fixing' the mentee.
	This shift marks a transition from 'image management' to 'intentional presence.' By utilising silence as a therapeutic tool rather than a social void, I am applying Stage 1 of Egan’s (2014) Skilled Helper model more authentically. The clarity of role boundaries supports my need for structure while protecting my limited emotional vitality (Health: 1.33), ensuring that my drive for accomplishment (8.0) does not lead to professional over-extension.

	12/02/2026
Week 4
	Assessment 1
	Arrived early to regulate my nerves and intentionally centre myself before beginning the assessment. I was acutely aware that this felt significantly outside of my comfort zone, being formally observed while demonstrating SOLER skills heightened my anxiety and triggered familiar concerns with performance and image management. However, unlike earlier weeks, I noticed a shift: instead of focusing internally on “doing it right”, I actively redirected my attention outward to the conversation.
The deliberate practice in previous weeks allowed the SOLER framework to feel more embodied rather than mechanical. I found myself listening with genuine presence rather than mentally rehearsing the next response. There were moments where I consciously allowed silence, resisting the urge to “rescue” the conversation. This was uncomfortable but empowering.
Importantly, I pushed myself to fully commit to the role despite the discomfort. Receiving positive feedback afterwards was validating, particularly around my calm presence and attentive listening. This reinforced that growth lies beyond my comfort zone. I also felt deeply supported by my partner throughout the preparation process. Their encouragement strengthened my confidence and reduced the sense of isolation that often accompanies performance anxiety.
By the end of the assessment, I felt not only relieved but noticeably more equipped and self-assured about future professional simulations.
	This experience represents applied behavioural exposure, intentionally entering an anxiety-provoking professional scenario and remaining present within it. By internalising the SOLER framework (Squarely face, Open posture, lean forward, Appropriate eye contact, Relax), I moved from cognitively over-monitoring my performance to demonstrating embodied active listening. This aligns with Rogers’ (1957) person-centred principles, where psychological presence and authenticity are more impactful than technique alone.
Furthermore, this assessment marks a developmental progression within Egan’s Skilled Helper model (2014). I demonstrated improved Stage 1 competencies (attending and active listening) by tolerating silence and prioritising the mentee’s narrative over my instinct to intervene. The positive feedback functioned as corrective emotional evidence, challenging my high Neuroticism-driven assumptions that anxiety equates to incompetence.
Overall, this week consolidated a key professional identity shift: competence is not the absence of nerves, but the ability to remain present despite them. This experience has strengthened my self-efficacy and leaves me feeling significantly better prepared for future assessments and real-world mentoring contexts.

	19/02/2026
Reading week
	Online workshop: Stress, Health and Wellbeing Coaching (Prof. Stephen Palmer PhD; Dr Siabhain O’Riordan PhD).
	Attended the online workshop while experiencing significant ill health, which limited my capacity for full participation. Despite this, I remained engaged for as long as possible and found the session intellectually rewarding. Hearing Prof. Stephen Palmer and Dr Siabhain O’Riordan speak was unexpectedly impactful, particularly given my prior familiarity with their work through academic referencing. Prof. Palmer’s evident passion and authenticity enhanced my engagement and reinforced the applied relevance of coaching psychology. Breakout discussions were valuable, although audio issues restricted my contribution, and I made the decision to leave early due to worsening health. 
	The session reinforced positive psychology: informed coaching principles, particularly the modelling of wellbeing, self-regulation, and authenticity in professional practice. Observing experienced practitioners embody these values highlighted the importance of congruence between theory and behaviour, aligning with person-centred and strengths-based coaching approaches. Additionally, choosing to disengage early due to ill health reflects an awareness of personal limits and the importance of maintaining professional wellbeing.

	26/02/2026
Week 5
	Scheduled SafeTALK session – cancelled
	The scheduled SafeTALK training session was cancelled, which initially felt disappointing as I had anticipated developing further skills related to recognising and responding to individuals experiencing suicidal thoughts. Given the safeguarding themes explored in previous weeks, I had been particularly interested in understanding how structured intervention models operate in practice. The cancellation highlighted the unpredictability of professional training environments and the importance of remaining adaptable when planned learning opportunities change. 
Despite the absence of the session, it prompted reflection on the responsibility associated with mentoring roles, particularly when conversations move beyond general support into areas of potential risk. This reinforced my awareness of the limits of the mentoring role and the importance of appropriate signposting and professional boundaries.
	Although the training did not take place, the anticipation of SafeTALK reinforced the safeguarding principles discussed previously with Ruth and within Egan’s Skilled Helper framework. Mentors must recognise the boundaries of their competence and prioritise referral pathways when issues exceed their role. This reflects ethical mentoring practice and safeguarding guidelines, which emphasise early recognition of risk, clear boundaries, and appropriate escalation.
The experience also highlights the importance of reflective practice within professional development. Even when structured learning opportunities are disrupted, reflecting on expectations and preparedness contributes to the ongoing development of professional awareness and responsibility.

	05/03/2026
Week 6
	Leadership skills session. Exploration of leadership theories, personality profiling, and leadership style assessment. Inclusive leadership roleplay exercises.
	This session prompted reflection on my emerging leadership identity, particularly in relation to my personality profile. The leadership style questionnaire identified a tendency towards transactional leadership, which initially felt incongruent as I do not strongly perceive myself as a leader. However, on reflection, this aligns with my high conscientiousness and preference for structure, accountability, and task completion.
The inclusive leadership roleplay was uncomfortable, particularly when stepping outside of my usual interpersonal style. Intentionally adopting a more assertive role challenged my tendency towards introversion and avoidance of dominance within group settings. I recognised that my reluctance to position myself as a leader is partly driven by discomfort with visibility and authority, rather than a lack of capability.
At the same time, I identified both strengths and limitations within my profile. My attention to detail and reflective approach may support thoughtful decision-making and conflict resolution, yet my low extraversion and high sensitivity to stress may limit my confidence in leading during high-pressure or confrontational situations. This highlighted the need to develop a more balanced and adaptable leadership style.
	The identification of a predominantly transactional leadership style aligns with Bass and Riggio’s (2006) framework, where leadership is characterised by structure, expectations, and performance-based outcomes. While effective in certain contexts, this style may lack the relational and motivational components associated with transformational leadership, which emphasises inspiration, individual consideration, and psychological engagement. 
My discomfort in adopting a more assertive role reflects the interaction between personality traits (e.g., low extraversion, high neuroticism) and leadership behaviour. However, contemporary leadership theory suggests that effective leadership is not fixed but developable and context-dependent (Bass & Riggio, 2006), supporting the need to expand beyond default tendencies.
Overall, this session highlighted that leadership capability is not determined solely by personality, but by the willingness to engage in discomfort and adapt behaviour to meet situational demands. Developing confidence in visible leadership behaviours will therefore be a key area for ongoing professional growth.

	12/03/2026
Week 7
	Conflict resolution; Thomas–Kilmann Conflict Mode Instrument; discussion of conflict theories (Social Identity Theory, attribution, psychodynamic approaches); overview of Assessment 2 schedule and expectations.
	This session focused on understanding the dynamics of interpersonal conflict and the ways individuals respond to it. Learning about the Thomas–Kilmann conflict model prompted me to reflect on my own tendencies within conflict situations. I recognised that my natural inclination is towards avoidance, and when avoidance is not possible, I would likely shift towards accommodation to maintain harmony. This response appears closely linked to my discomfort with confrontation and my preference for maintaining interpersonal equilibrium.
The session also highlighted the subtle cues that can signal the emergence of conflict before it becomes explicit. I found this particularly useful, as early recognition may allow for more constructive intervention rather than reactive resolution. During the role-play exercises, I noticed that my anxiety limited my willingness to actively volunteer for the conflict mediator role. Although I participated to some extent, I recognised that hesitation prevented me from fully engaging in the learning opportunity. This reflects an ongoing challenge for me: translating theoretical understanding into confident behavioural practice when under social evaluation.
At the same time, the session reinforced that conflict is a normal and inevitable feature of professional environments rather than something to be avoided entirely. Recognising this helped reframe conflict from something inherently negative into a potential opportunity for clarification, negotiation, and relationship strengthening when handled appropriately.
	The Thomas–Kilmann model provides a useful framework for conceptualising conflict management styles across the dimensions of assertiveness and cooperativeness. My tendency towards avoidance and accommodation reflects a low-assertiveness approach that prioritises relationship preservation over direct problem confrontation. While this may support short-term harmony, research suggests that persistent avoidance can allow underlying issues to remain unresolved (Thomas & Kilmann, 1974).
The discussion of Social Identity Theory and attribution processes further emphasised how conflict can arise from group dynamics, perceived intentions, and interpretative biases rather than purely objective disagreements. Understanding these mechanisms is valuable for mentoring and leadership contexts, as it encourages a more reflective and less reactive response to interpersonal tensions.
Engaging with the recommended reading by Pennington (2024) will help deepen my understanding of how conflict management styles influence leadership effectiveness. Integrating this literature into my PDP will allow me to critically evaluate my own conflict tendencies and consider strategies for developing greater confidence in constructive conflict engagement. Ultimately, strengthening these skills will support my progression towards a more balanced conflict style that combines relational sensitivity with appropriate assertiveness.

	19/03/2026
Week 8
	Motivational interviewing (MI) session with guest speaker Claire Lane. Introduction to core MI principles, processes, and applied practice through “real play”.
	This session introduced motivational interviewing as a structured yet relational approach to facilitating behaviour change, with a strong emphasis on resolving ambivalence. I found the core principles (collaboration, acceptance, compassion, and evocation) particularly impactful, as they challenged my instinct to “fix” problems rather than draw out the client’s own motivations.
Engaging in “real play” initially triggered significant anxiety, as it required a more authentic level of participation compared to standard roleplay. However, the informal and supportive atmosphere helped reduce performance pressure, allowing me to refocus on the interaction itself. I made a conscious effort to apply MI techniques, including strategic questioning, developing complex reflections, and eliciting change talk (e.g., DARN-CAT). Although I remained aware of my discomfort, I recognised that actively engaging despite this was essential for skill development.
	Motivational interviewing aligns with person-centred principles (Rogers, 1957), emphasising unconditional positive regard and the client as the expert in their own experience. The structured use of change talk (e.g., DARN-CAT) and the management of the “righting reflex” reflect core motivational interviewing principles (Miller & Rollnick, 2013), while also supporting autonomy within behaviour change processes (Deci & Ryan, 2000).
The concept of the “righting reflex” was particularly relevant to my tendency towards problem-solving, highlighting the need to resist directive responses in favour of guided discovery. Additionally, the use of change talk (DARN-CAT) provides a structured method for identifying and strengthening motivation. Overall, this session reinforced the importance of balancing structure with relational presence, marking a shift from directive helping towards facilitative, client-led interaction.

	26/03/2026
Week 9
	Absent due to sickness. Independent engagement with Moodle materials, peer discussions, and additional self-directed motivational interviewing practice in preparation for Assessment 2.
	I felt frustrated at missing the session, particularly as motivational interviewing is an area in which I lack confidence. The absence initially increased my anxiety around Assessment 2, as I recognised the importance of practical application for developing fluency in these skills.
To mitigate this, I engaged with the Moodle materials and consulted peers to ensure continuity of learning. I also undertook additional independent practice, recognising that my concern stemmed more from perceived lack of readiness than absence alone. This experience highlighted a shift in my response to anxiety: rather than withdrawing, I adopted a more proactive approach to addressing developmental gaps.
	This reflects principles of self-directed learning (Knowles et al., 2020), where responsibility for development is taken independently of structured teaching. It also aligns with self-efficacy theory (Bandura, 1997), as engaging in additional practice served to address low confidence in applying motivational interviewing skills.
Overall, this week reinforced that effective motivational interviewing requires both theoretical understanding and repeated behavioural practice, and that developing confidence in these skills depends on active engagement rather than avoidance.

	23/04/2026
Week 10
	Assessment 2
	Arrived early to regulate my anxiety and centre myself before the assessments began. Facing two back-to-back assessments heightened my stress considerably, and I was acutely aware of gaps in my preparation, having missed the previous week's session, my cohort had already rehearsed the specific scenario I was about to face, which compounded my sense of unreadiness.
During the MI simulation, I encountered an immediate and unexpected challenge: I had practised predominantly for a client ambivalent about change, but Zoe was already highly committed to the behaviour. This required me to adapt in the moment, which felt destabilising. I found managing the righting reflex particularly difficult, there were clear moments where I wanted to redirect or advise, but I consciously chose to remain silent and hold back. At times I also struggled to tolerate silence, responding too quickly rather than allowing space, something I attribute to nerves rather than a lack of awareness. I do not feel I demonstrated DARN-CAT elicitation with confidence, though I was told my affirmations were effective and that my use of an importance scale, and my decision to return to it during the summary, was notably strong. Receiving positive feedback was genuinely surprising, as my internal experience had been one of underperformance.
The team meeting assessment was a contrasting experience. Over 40 minutes of planning a student wellbeing event, each member rotated into a leadership role for ten minutes. When leading, I found the role unexpectedly enjoyable: I assigned responsibilities clearly, ensured every member contributed, and managed an emerging conflict by calmly settling a more negative team dynamic. The comfort I felt I attribute largely to the trust and safety I have developed within this cohort.
My designated role outside of leadership, to act as the dominant, challenging presence, proved far more difficult. My instinct was to support rather than disrupt, and I found I could not comfortably embody a role that felt at odds with my values. The experience left me frustrated, though reflective about the distinction between performing a role and authentically inhabiting it.
Overall, the day was intense and reinforced how much I have grown, while also exposing areas that remain underdeveloped. It also made me aware that I feel more at ease in the structured conditions of formal written assessments.
	The MI simulation reflects the challenge of adaptive clinical practice: theoretical preparation does not always map onto the complexity of real interactions. Having rehearsed for an ambivalent client, I was required to recalibrate in real time when faced with high commitment, illustrating the limits of scripted practice and the importance of flexible responsiveness. My effective use of the importance scale aligns with core motivational interviewing technique (Miller & Rollnick, 2013), specifically the use of scaling questions to surface and consolidate intrinsic motivation. My management of the righting reflex, remaining silent despite the urge to direct, reflects meaningful progress in applying person-centred principles (Rogers, 1957), prioritising the client's autonomy over my instinct to problem-solve.
The discrepancy between my internal experience of failure and the assessors' positive evaluation is consistent with the distorting effect of high neuroticism on self-appraisal, and functions again as corrective emotional evidence (as in Week 4), reinforcing that anxiety is not a reliable indicator of performance quality (Bandura, 1997).
The leadership component offers a direct parallel to the themes explored in Week 6. My enjoyment of the formal leadership role (directing tasks, promoting inclusion, and de-escalating conflict) reflects emerging transformational leadership behaviours, including individual consideration and group cohesion (Bass & Riggio, 2006). However, my inability to embody the dominant persona highlights the boundary between behavioural flexibility and values congruence: I could not adopt a role that felt fundamentally at odds with my relational orientation. This is a meaningful distinction, developing leadership range does not require abandoning one's core values, but rather learning which situations call for which repertoire. 




[bookmark: _Toc228260474]Appendix 2: Psychological Well-being Analysis and Baseline Audit 
[bookmark: _Toc228260475]2.1 PERMA profiler quantitative summary
	Pillar
	Score
	Initial interpretation

	Positive emotion
	6.33
	I am currently operating just below the threshold of frequent positive affect, suggesting a more neutral emotional baseline.

	Engagement
	3.67
	I experience a significant disconnect between my tasks and a state of "flow," often characterised by over-analysis.

	Relationships
	5.67
	I perceive a need to further develop my professional support network and interpersonal "working alliances".

	Meaning
	6.67
	I maintain a consistent sense of purpose and value within my current academic and professional path.

	Accomplishment
	8
	I demonstrate a high level of mastery in goal-attainment and a strong capacity for handling responsibility.

	Health
	1.33
	I am currently experiencing a critical deficit in physical vitality, which poses a risk to my professional sustainability.

	Negative emotions
	8.67
	I am navigating a high baseline of anxiety and stress that currently impacts my professional experience.

	Loneliness
	3
	I feel socially integrated and do not identify as being isolated from my peers or community.

	Overall wellbeing
	6.13
	My profile reflects a functional but sub-optimal state of wellbeing that lacks a consistent sense of flourishing.



[bookmark: _Toc228260476]2.2 Personality Profile and Behavioural Predispositions
To provide deeper context to the PERMA results, a Big Five (OCEAN) personality audit was conducted to identify the traits influencing my professional behaviour.
	Trait
	Score
	Interpretation and professional meaning

	Extraversion
	2/10
	My extreme introversion indicates that building the 'working alliance' (Relationships: 5.67) requires significant conscious energy compared to more socially assertive peers.

	Agreeableness
	4/10
	This low-moderate score suggests my 'image management' (Week 1) stems from a desire for professional excellence rather than a simple need for social approval.

	Conscientiousness
	10/10
	This maximum score is the primary driver of my high Accomplishment (8.0), yet it likely contributes to the 'over-working' that has depleted my Health (1.33).

	Neuroticism
	9/10
	High sensitivity explains my baseline Negative Emotion (8.67) and the cognitive 'over-thinking' that currently hinders my state of Engagement (3.67).

	Openness
	9/10
	This high score is a professional asset, facilitating my strong sense of Meaning (6.67) and my ability to integrate complex theoretical models like GROW into practice.



[bookmark: _Toc228260477]2.3 Critical synthesis: The performance-wellbeing paradox
The disparity in my PERMA profile reflects a performance–wellbeing paradox, where high accomplishment (8.0) is maintained at the expense of health (1.33) and engagement (3.67) (Seligman, 2011). This pattern suggests that although task performance remains high, psychological sustainability is compromised. From a leadership perspective, such profiles are associated with increased risk of burnout, particularly when high demands are not balanced by adequate recovery (Maslach & Leiter, 2016). The elevated negative emotion (8.67) further indicates that cognitive over-engagement may be impairing presence and relational effectiveness in mentoring contexts.

[bookmark: _Toc228260478]2.4 Implications for Professional Development
My PDP must therefore prioritise sustainable leadership by addressing the health-productivity gap. To be an effective leader, I need to transition from 'transactional accomplishment' to 'transformational engagement' (Bass & Riggio, 2006), focusing on emotional resilience to lower my baseline anxiety (Negative Emotion). This transition also aligns with emotional intelligence frameworks, which emphasise self-regulation and emotional awareness as core leadership competencies (Goleman, 1995).

[bookmark: _Toc228260479]2.5 Identifying the Path Forward: From Current Self to Professional Practitioner
This section bridges the gap between my initial assessments and the qualities required of a resilient, effective practitioner in Applied Psychology.
	Competency area
	Current baseline (Self audit)
	Professional Practitioner Standard
	Gap Identification & Priority

	Relational Rapport
	Moderate (5.67): Identifying as an "introverted" mentor; tendency toward image management.
	Competent Practitioner: Ability to establish a "working alliance" rapidly and maintain psychological safety for the mentee.
	Medium Priority: Need to transition from "closed" to "open" presence (SOLER) to foster trust.

	Emotional Regulation
	Low (8.67 Anxiety): High baseline of negative emotion leading to cognitive "over-thinking".
	Resilient Leader: Demonstrates high "emotional intelligence"; remains grounded and present during high-pressure interactions.
	High Priority: Essential need for self-regulation techniques to manage performance anxiety in a professional setting.

	Ethical Practice
	Developing: Eager to learn; currently "scared to be vulnerable" or divulge internal thoughts.
	Ethical Mentor: Operates with "congruence" and authenticity while maintaining strict professional boundaries.
	Medium Priority: Overcoming the fear of vulnerability to allow for authentic, ethical mentorship.

	Sustainability
	Critical (1.33 Health): Significant deficit in vitality; high risk of burnout.
	Sustainable Professional: Maintains personal wellbeing as an ethical duty of care to ensure consistent quality of support.
	Critical Priority: Implementation of health-restoration goals to ensure long-term professional efficacy.



[bookmark: _Toc228260480]Appendix 3: Non-Verbal Communication and Micro-Skills Development
[bookmark: _Toc228260481]3.1 SOLER Framework: Longitudinal Skills Audit
The following table monitors the development of non-verbal active listening skills using the SOLER framework (Egan, 2014), tracking progress from initial hesitation to professional readiness.
	Skill element
	Week 2 (pre-practice)
	Week 2 (post-practice)
	Target for assessment 1 (week 4)

	Squarely facing
	2
	3
	4

	Open posture
	2
	3
	4

	Lean forward
	1
	3
	4

	Eye contact
	3
	3
	4

	Relaxed
	3
	4
	5


Scoring Methodology: A self-assigned 1–5 Likert scale was utilised to measure a combination of internal psychological comfort and external behavioural execution.

[bookmark: _Toc228260482]3.2 Behavioural Analysis and Observational Reflection
This section synthesises the relationship between internal emotional states and external physical presence.
The initial scoring (S:2, O:2, L:1) reflects a closed interpersonal presence associated with heightened self-focus and anxiety (Gross, 1998), directly correlating with the high baseline Negative Emotion (8.67) identified in my PERMA profile. The significant 'dip' in Leaning forward (L:1) suggests a subconscious withdrawal from the mentee, likely as a secondary response to performance anxiety.
However, the post-practice shift to Relaxed (R:4) indicates that structured simulation and peer support (specifically Zoe’s encouragement) effectively initiated a 'desensitisation' process. This shift is a prerequisite for moving toward the 'Authenticity and Presence' goal identified in my baseline audit, transitioning from self-conscious monitoring to active professional engagement.

[bookmark: _Toc228260483]Appendix 4: SMART Personal Development Plan (PDP) Evidence base
[bookmark: _Toc228260484]4.1 SMART goal matrix
	Development area
	SMART GOAL
	Potential barriers
	Resources required

	Psychological Presence
	By 23/04/26, I will increase my self-rated Engagement score from 3.67 to 6.0 using grounding techniques during all peer roleplays.
	High baseline Negative Emotion (8.67) and "over-thinking."
	Mindfulness apps; peer feedback; SOLER self-rating logs.

	Relational Rapport
	Improve Relationships score by 20% by implementing Stage 1 of Egan’s Skilled Helper model in every mentoring session.
	Natural introversion and hesitation to be "vulnerable" in the role.
	Roleplay simulations; feedback from module lead (Zoe & Ceri).

	Professional Sustainability
	Address the Health deficit (1.33) by scheduling three 30-minute "rest/vitality" blocks per week to prevent burnout.
	High Accomplishment drive (8.0) leading to over-working.
	Time-management software; boundary-setting with work/study.



[bookmark: _Toc228260485]4.2 Implementation timeline (Gantt chart)
A visual representation of the phases of development leading to the final assessment on 23/04/2026.
	Phase
	Development activity
	Jan ‘26
	Feb ‘26
	Mar ‘26
	Apr ‘26
	May ‘26

	Phase 1: Awareness
	Baseline skills audit (PERMA & SOLER)
	
	
	
	
	

	
	Identifying developmental gaps in Engagement & Health
	
	
	
	
	

	Phase 2: Acquisition
	Practicing Grounding Techniques to lower anxiety
	
	
	
	
	

	
	Refinement of SOLER micro-skills in mock settings
	
	
	
	
	

	Phase 3: Integration
	Applying Transformational Leadership to group tasks
	
	
	
	
	

	
	Final Practical Skills Assessment (Assessment 2)
	
	
	
	
	

	Phase 4: Review
	Post-submission PERMA Re-test
	
	
	
	
	

	
	Final Critical Reflection on quantitative growth
	
	
	
	
	



[bookmark: _Toc228260486]4.3 Theoretical justification and barriers
This PDP is informed by Self-Determination Theory (Deci & Ryan, 2000), which posits that professional flourishing requires the satisfaction of three innate psychological needs: autonomy, competence, and relatedness. My current profile of "high-achievement-low-wellbeing" (A: 8.0 vs. H: 1.33) suggests an imbalance that this plan seeks to rectify through the following targeted interventions:
· Competence (SOLER Skills): By improving my non-verbal communication scores, I aim to move from "over-thinking" to a state of mastery, reducing the Negative Emotion (8.67) associated with performance anxiety.
· Relatedness (Relationship Scores): My goals target the Relationships (5.67) and Engagement (3.67) deficits by prioritising rapport-building over mere task completion.
· Sustainability: Drawing on burnout literature, sustained high demand without adequate recovery increases the risk of emotional exhaustion and reduced effectiveness (Maslach & Leiter, 2016). This supports my focus on addressing the critical Health (1.33) gap to ensure my leadership capacity remains sustainable.
Overall, the PDP integrates evidence-based psychological frameworks to ensure that development is both theoretically grounded and practically achievable.

[bookmark: _Toc228260487]Appendix 5: Quantitative Progress and Comparative Synthesis
[bookmark: _Toc228260488]5.1 Longitudinal Skill Development: Pre- and Post-Module Measures
This section presents the quantitative shift in core competencies across the 10-week developmental period.
	Skill
	Measure
	Baseline (week 1)
	Final (week 10)
	Change/Outcome

	Mentoring
	The Mentoring Self-Efficacy Scale (MSES)
	49/90
	53/90
	+4

	Leadership
	The General Self-Efficacy Scale (GSE)
	23/40
	16/40
	-7

	Engagement
	The Mindful Attention Awareness Scale (MAAS)
	3.0/6
	3.07/6
	+0.07

	Reflection
	Self-Reflection and Insight Scale (SRIS)
	Self-reflection score: 64/72
Insight score: 31/48
Total: 95/120
	Self-reflection score: 50/72
Insight score: 31/48
Total: 81/120
	-14 / 0 / -14



[bookmark: _Toc228260489]5.2 Comparative Analysis of Developmental Trajectory
[bookmark: _Toc228260490]5.2.1 Bridging the Reflection-Insight Gap
At baseline, a pronounced gap existed between my self-reflection score (64/72) and my insight score (31/48), suggesting a tendency towards high self-scrutiny that did not translate proportionally into self-understanding. By Week 10, the self-reflection score had reduced to 50/72, while the insight score remained stable at 31/48. Rather than interpreting this as decline, this pattern may reflect a meaningful qualitative shift: a move away from habitual over-monitoring towards more purposeful and selective reflection. 
Schön's (1983) distinction between reflection-in-action and reflection-on-action is useful here. Early in the module, my reflective tendency appeared predominantly ruminative, characterised by high self-focus without corresponding increases in clarity or behavioural change. Engagement with structured reflective practice across the ten weeks appeared to gradually redirect this energy more productively. The stability of the insight score suggests that my capacity to learn from experience was maintained, even as the frequency of self-examination reduced. 
Importantly, this shift was not without personal cost. The reduction in self-reflection scores may also partly reflect the emotional and physical demands experienced across the module, including periods of ill health, which inevitably affected the depth of engagement at certain points. Nevertheless, the overall trajectory suggests a developing capacity to reflect with greater economy and intention, a progression from overthinking towards more grounded analytical processing.

[bookmark: _Toc228260491]5.2.2 The Impact of Mindfulness on Professional Presence
The MAAS scores showed near-identical results at baseline (3.0/6) and Week 10 (3.07/6), indicating that dispositional mindfulness remained essentially stable across the module. On one level this is unsurprising: the module was not designed as a mindfulness intervention, and meaningful change in trait-level present-moment awareness would not be expected from ten weeks of primarily skills-based training.

However, quantitative stability does not preclude qualitative development. Across the reflective log, there is consistent evidence of informal grounding strategies being applied in high-anxiety contexts, arriving early to assessments, intentionally redirecting attention outward during the MI simulation, and tolerating silence rather than responding reactively. These behaviours reflect functional mindfulness skills, even where the MAAS score did not shift significantly. Brown and Ryan (2003) note that mindfulness operates on both dispositional and state levels; it is plausible that state-level awareness improved within specific professional contexts, without altering the broader dispositional measure captured by the MAAS.
The most direct evidence of this can be found in the contrast between Assessment 1 (Week 4) and Assessment 2 (Week 10). In Week 4, deliberate use of the SOLER framework allowed me to move from cognitive over-monitoring to embodied presence. By Week 10, despite heightened anxiety and the added complexity of the MI scenario, I demonstrated the capacity, however imperfectly, to remain present and restrain unhelpful impulses. The stable MAAS score, therefore, should be understood not as an absence of development, but as a reflection of the module's scope and the distinction between trait and applied mindful awareness.

[bookmark: _Toc228260492]5.2.3 Self-Efficacy and the Transition to Practitioner
The self-efficacy data presents the most complex picture of the four measures. The GSE declined from 23/40 to 16/40, while the MSES showed a modest increase from 49/90 to 53/90. These divergent trajectories, read together, offer a more nuanced account of development than either score alone.
Bandura (1997) identifies mastery experiences as the primary source of self-efficacy, suggesting that successful engagement with challenging tasks should increase perceived competence over time. The modest MSES increase is consistent with this: repeated exposure to mentoring practice, combined with positive assessment feedback, appears to have strengthened domain-specific confidence, particularly in areas such as active listening, maintaining boundaries, and demonstrating core conditions of empathy and unconditional positive regard. The notably low scores in managing silence and in-the-moment adaptability are equally informative, reflecting an honest and accurate appraisal of the areas that remain genuinely underdeveloped, as evidenced directly in the Week 10 reflective log.
The decline in GSE requires a different interpretation. Rather than indicating regression, this shift may reflect what Kruger and Dunning (1999) describe as the recalibration of competence perception as expertise develops, the recognition of complexity that was previously invisible. At baseline, my understanding of the demands of mentoring and leadership was necessarily limited. As the module progressed and the full scope of professional practice became clearer, a more realistic and arguably more accurate self-appraisal emerged. In this sense, the GSE decline may represent intellectual and professional maturation rather than diminished capability.
Taken together, these findings suggest a transition from surface-level confidence towards a more grounded, domain-specific sense of competence, one that acknowledges genuine strengths while maintaining honest awareness of the skills that require continued development. This, perhaps, is the most authentic marker of growth: not the absence of self-doubt, but the development of a more calibrated and purposeful relationship with it.

[bookmark: _Toc228260493]Appendix 6: Leadership style
[bookmark: _Toc228260494]6.1 Leadership Style Assessment 
To provide additional insight into my interpersonal working tendencies, I completed a short leadership style questionnaire based on constructs from the Multifactor Leadership Questionnaire (Bass & Riggio, 2006). The questionnaire measures tendencies associated with transformational, transactional, and passive/avoidant leadership behaviours.
	Leadership Style
	Score

	Transformational
	24/35

	Transactional
	28/35

	Passive/ Avoidant
	25/30



[bookmark: _Toc228260495]6.2 Brief Interpretation
The results suggest a slightly stronger tendency toward transactional leadership behaviours, which emphasise structure, expectations, and accountability. This pattern is broadly consistent with my personality profile presented in Appendix 2, particularly my high Conscientiousness (10/10) and strong focus on task completion and responsibility.
The presence of passive/avoidant tendencies may reflect my introverted disposition and preference for allowing others autonomy before intervening directly. Transformational behaviours are present at a moderate level, suggesting some capacity to support others’ development and encourage reflective thinking.

[bookmark: _Toc228260496]6.3 Relevance to Professional Development
Although I do not yet strongly identify with a formal leadership role, mentoring contexts require elements of leadership in facilitating discussion, supporting reflection, and guiding developmental conversations. The questionnaire therefore provides a useful baseline indicator of interpersonal working style, which may evolve as I gain greater experience in mentoring and applied psychological practice.
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