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Module 1: BMPF7003		Application of Learning in the Workplace

Critically evaluate a range of concepts, theories and models relating to coaching that you have recently studied, explaining their relevance to your workplace practice and procedures, and develop a strategy for applying what you have learned to improve your practice and performance.

Introduction
This paper will evaluate a variety of coaching perspectives and models and how they might be applied to my singing teaching practice. I have been a peripatetic singing teacher for twenty years, and currently teach across five schools and university colleges, working with singers aged from 7 to 25. I am interested in translating newly acquired knowledge about coaching to this existing client base and potentially beyond. Coaching in the performing arts is still an emergent field and much of the evidence base for coaching comes from domains such as behavioural science, management, neuroscience, psychotherapy, and sports coaching (Biswas-Diener, 2009). Well-established coaching models used in other industries may have relevance to voice teaching (Elliot, 2010) and I aim to further understand their application to serve my students’ diverse needs more fully. My particular interest is how coaching can manage common issues arising for singers, such as Music Performance Anxiety (MPA), as well as more general issues that sometimes appear in the teaching studio. The scope of this paper cannot allow an assessment of all known coaching theories: therefore, I will focus only on those that I consider to be most relevant to my own professional practice. 
If “coaching is unlocking people’s potential to maximize their own performance” (Whitmore, 2009, p.10), it could be a powerful tool for singing teachers who feel there could be more to offer beyond conventional teaching methods to unlock their students’ potential. The concept of coaching is a collaborative methodology focused on action and goals, in order to facilitate the coachee’s self-directed learning and personal or professional growth (Grant, 2003). While I have been fortunate to experience singing teaching myself akin to this methodology, earlier in my education I experienced some teaching that was hierarchical and competitive (Benson, 2021), resulting in reduced self-esteem and the feeling that my goals were harder to achieve.  My students look to me for a comprehensive approach to help them gain a better understanding of, for example, negative performing experiences that have taken place in the past, and to look for solutions that enable them to perform to their best in the future. Thomas and Smith (2009) argue that coaching can develop the coachee’s ability to think and learn independently. Given that developing self-awareness is an integral element of coaching (Whitmore, 2009), and an important part of understanding and managing MPA (Elliot, 2010), coaching methods might be applied very effectively to the performing arts.
Theoretical frameworks underpinning coaching
Solution-Focused (SF) Coaching is an approach that most immediately resonates with the questions that I am faced with in the teaching studio, as its primary emphasis is to help the client define where they want to be, and to construct a route to make this achievable, through thought and action (Cox et al, 2014). The SF approach involves doing more of what works and doing less of what does not work (Dexter et al, 2011). The idea of combining big thinking along with tiny thinking (McKergow, 2016) is appealing when considering both the macro goals and micro details that arise in vocal teaching. Jackson and McKergow (2002) state that exploring problems can have a negative impact upon the coachee, and Grant (2012) argues that taking more action steps than might have been taken with a problem-focused approach will significantly increase positive change and self-efficacy. I recognise that it takes self-discipline to focus only on solutions rather than on problems and that this approach may therefore sometimes require coaching sessions to take place separately to teaching. By removing the focus on problem-solving and placing it instead on the confidence of the coachee to make a good decision (McKergow, 2016), I would hope to be better able to facilitate change by enabling the coachee to take responsibility for their own outcomes (Hicks and McCracken, 2010). I might encourage my student to take steps, over which they have complete control, by defining goals, building on existing strengths, and committing to taking action. SF coaching would keep the conversation focused on asking “how” rather than “why” and would be focused toward goal attainment (Grant and O’Connor, 2010). 
Sometimes the coachee may simply be looking to expand their understanding rather than find a solution (Lancer et al, 2016); in my experience, some adults do not necessarily want an end-goal, and therefore placing goals at the beginning of the process might not always be the best approach. Another potential challenge (possibly with all coaching perspectives) is that sometimes my students only have the patience for a short-term technical fix and are unwilling to adopt a long-term psychological performance improvement (Whitmore, 2009). 
Person-Centred (PC) Coaching, an idea originally developed by Carl Rogers with reference to counselling, builds on the philosophical perspective that people are their own experts (Joseph, 2003; Levitt, 2005). Rogers argued that human beings are naturally inclined toward personal growth, progress, and high performance, which he termed the actualising tendency (Rogers, 1959; Rogers, 1963). If the coach can show the three core conditions of empathy, congruence (genuineness) and unconditional positive regard (acceptance) (Joseph, 2003; Patterson and Joseph, 2006), an environment can be created in which the client becomes more authentic and honest with themselves (Merry, 1999, in Joseph, 2003), resulting in autonomy of the individual (Rogers, 1963). 
Singing teachers are not therapists, and their job is not to alleviate distress and dysfunction (Biswas-Diener, 2009), which makes this non-diagnostic approach appealing; it might enable singing teachers to facilitate self-determination, wellbeing and optimal functioning (Joseph, 2003). Maintaining an unconditional positive regard could be challenging when working with a student for a lengthy period, rather than over a limited set of coaching sessions, as one has become acquainted with their habits, views or traits. However, PC coaching is non-directive, and teaching can involve much “telling”, especially when working with young children. It will be challenging to avoid a directive approach when attempting to coach, rather than teach, and for this reason, it may be preferential to adopt a PC approach with adult students. This approach emphasises the coachee’s role to lead and the coach’s role to follow (Joseph, 2006).
I understand from my own teaching experience the importance of an authentic relationship between myself and my student; a PC approach affirms a relationship where the behaviour of the coach has therapeutic significance (Bryant-Jefferies, 2005), and coachees feel accepted and understood (Joseph, 2006). Both active and reflective listening are techniques integral to PC coaching (Motschnig and Nykl, 2009). As with SF coaching, it is always important to be conscious of the boundaries between PC coaching and counselling, as PC coaching does have the potential to elicit emotional responses that may cross this threshold (Lancer et al, 2016).
Positive Psychology Coaching (PPC), often described as the science at the heart of coaching (Kaufmann et al, 2010), is rooted in the concept that cultivating positive emotions in oneself can be a means to achieving psychological growth in the long term (Frederickson 2009). The roots of positive psychology are ancient, stemming from Aristotle, who considered that not all desires produce wellbeing, and that the true human goal is realising one’s potential, with happiness arising from leading a virtuous life (Boniwell, 2006, Napper, 2009). 
[bookmark: _Hlk96687242]Seligman (2002) developed a strengths-based positive psychology, arguing that people will grow and develop more effectively if they are using their strengths; this seems particularly relevant for singers as they seek to appreciate their musical strengths, often developed after years of intensive training. Questionnaires may be useful to deepen this understanding (Burke and Passmore, 2019), such as Values in Action: to recognise, capitalise and build upon existing signature strengths (Peterson and Seligman, 2004). Another key positive psychological theory underpinning PPC is Broaden and Build Theory (Frederickson, 2009), which focuses on building enduring physical, intellectual, social and psychological resources. Musicians must frequently put themselves in high-risk situations such as auditions and competitions and often suffer criticism and rejection (Nagel, 2009). PPC Coaching looks to achieve Resilience, Achievement and Wellbeing (RAW) (Green and Palmer, 2019), and building resilience is essential to surviving and thriving in the performing industry. Self-determination theory (Spence & Oades, 2011) is the idea that if three general psychological needs - autonomy, relatedness and competency (Deci and Ryan, 2008) - are met, the coachee will be more motivated and more tenacious in the independent pursuit of their goals. I am particularly drawn to the need for autonomy, having witnessed significant emotional dependency that many singers have on their teachers, and wanting to establish the correct ethical boundaries in my practice, so that my students can thrive as independent thinkers and performers. 
[bookmark: _Hlk96687256]Wellbeing theory suggests that Positive Emotions, Engagement, Positive Relationships, Meaning and Accomplishment (PERMA), are the five domains of life that constitute and develop wellbeing (Seligman, 2011). Perhaps I could ask my students “what went well?” rather than “what went wrong?” when discussing a prior performance (Eades, 2008). Finding ways to inspire, rather than push, can enhance the performing experience (Fredrickson, 2009). PPC appears to be a very natural fit with coaching for the performing arts; the coach views the client as basically healthy, motivated to grow, and not “damaged”. The forward-looking nature of this approach, and the emphasis on positivity and autonomy, would be an antidote to the competitive and hierarchical teaching approach often seen in music conservatoires (Carey, 2010). PPC could enable a coachee to maintain improved short term and sustainable wellbeing after coaching has completed (Oades & Passmore, 2014). One criticism of PPC is that it is centred around the idea of the individual feeling responsible for their happiness; if they cannot exhibit optimism, they may feel that they are failing (Green and Palmer, 2019). It is important to look at balance, accepting unhappiness, and understanding when negative issues should not be ignored (Kauffman et al, 2010). 
It is thought that personal development and therapeutic approaches in coaching require a prolonged period to effect change (Ives, 2008), and singing teachers often work with the same students for many years. While teaching might focus on overcoming small technical challenges, I would argue that at times I am also working in the field of long-term personal development. There are important ethical boundaries about employing therapeutic approaches, when one is coach and not therapist; therefore, I would argue that a combination of PPC approaches with a technical, SF teaching style could achieve more powerful results when working with singing students. 
Coaching models
Coaching can be described as “the art of asking good questions” (Gilbert & Whittleworth, 2009, p.7), and models create a consistent framework for the coaching conversation, to learn how to articulate an approach in words, and to provide prompts during coaching (McCarthy, 2014). Using well-established models is a way of providing quality control, and in a non-regulated industry such as coaching this seems especially important (Connor and Pokora, 2012); they could also provide structure in singing lessons. Without a model, there is the potential danger of focusing too heavily on obstacles, process and instant fixes, rather than solutions, targets and enduring change. I understand that many models have value, that different approaches will suit different students, and that it is important to know when to use particular methods and how they might affect outcomes. 
Whitmore’s (1992) GROW model, widely used in education settings, is an appealing model due to its simplicity: Goal, Reality, Options and Will or Wrap-Up. Whitmore intended the GROW model to be a guide to the coaching conversation, a simple framework for solving problems: establish what the goal is (for the session, and in the short and long term), what the realities are for the client at the present time, what the options are to lead them to achieve their goals, and how they will set about achieving this. People can feel a sense of accomplishment in defining a goal and the steps required to achieve it; however, GROW can be restrictive due to the compulsion to get to an outcome (McCarthy, 2014). It is also important that the coachee does not simply repeat viewpoints from the past but learns to build innovative ideas and workable solutions (Davies et al, 2020). This model does not include an element of review, which from my experience as a teacher is important for long-term progress; its successor, GROWER, could be more useful, as it adds the steps of evaluation (has it gone well?) and review (reflection). 
The STRIDE model, created by Will Thomas to help coachees structure change and consequently improve their performance (Othman and Yee 2015), is an acronym for Strength, Target, Reality, Ideas, Decide, and Evaluation. This model is simple and sequential, ordering the process by which coachees define and take manageable steps toward their goals (Thomas and Smith, 2009). STRIDE recognises the client’s strengths and explores limiting issues, which in turn helps to develop prominent levels of self-esteem which is essential to change (Thomas and Smith, 2009). I am interested in STRIDE because of its emphasis on strengths and a resourceful approach; thus the model is complementary to PPC, and the inclusion of an evaluation step moves the focus more toward reflection. However, some clients can be reluctant to acknowledge their own strengths, and underestimate the need for change, particularly identifying and overcoming limiting beliefs. Confronting challenging problems can elicit resistance (Connor and Pokora, 2012). However, Rogers argues that coaching is profoundly about change: “if clients do not wish to change, then there is no point in coaching” (Rogers, 2017, p.16). 
The OSKAR model developed by Jackson and McKergow (2002) is broken down into Outcomes, Scaling, Know-how, Affirm and Action, and Review. This model does not focus on the problem, but on doing more of what is working well and less of what is not. The model is naturally optimistic and has a logical flow; the idea of scaling from 1-10 makes the issue in the coaching conversation more tangible (Allison and Harbour, 2009), and, rather than focusing on large milestones, can elicit personal, subjective responses (Hicks and McCracken, 2010). The review stage enables the coachee to continuously evaluate their current situation. However, there can be too much focus on process, and OSKAR might not be adaptable to highly complex situations (Attanasio, 2016).
Both GROW and OSKAR begin with goals; it could be argued that focusing on particular targets at the beginning of a coaching relationship might be of greater value to the coach than the coachee (Lancer et al, 2016). Pre-set goals can be too rigid, so while it is important to maintain a sense of direction and purpose, goals must be adaptable and emergent (Megginson and Clutterbuck, 2004). The emphasis for both OSKAR and STRIDE is on strengths, and utilizing these strengths to overcome obstacles. They are aligned to a SF approach, giving people tools to move forward, sympathetic to the theoretical frameworks discussed in this paper. 
From my experience of teaching, adults prefer self-direction; they are often aware of their own specific learning needs, and life experience can be a rich resource for their learning. However, I have found that adults can be particularly fixed on what they need to learn and resistant to change, whereas children can be more open to change. It is worth noting that a potential danger when using any model is for the coach to become overly fixated on the precise interventions or communications that they will use with their clients, rather than on the process of where they are going (Dexter et al, 2011). The coachee may not like the model chosen, or the coachee issue may not fit with the model that is being used (Connor and Pokora, 2012). 
Whitmore (2009) writes that the first key element of coaching is awareness, due to focused attention and concentration, and I would argue that in the course of their work singing teachers develop exceptionally high levels of auditory awareness. By asking effective questions, I would hope to then raise awareness and build responsibility within my student. 
Performance should include enjoyment, which is primarily experienced through our senses at the moment we are experiencing something, not thinking about a past or future experience (Whitmore, 2009). In my view, successful coaching could enable singers to inhabit the enjoyment of singing at the moment of performance, because the important work of removing barriers, such as fear of failure, lack of confidence and self-doubt, has already happened in the coaching sessions (Whitmore, 2009). In this way, singing teaching and performance coaching could work together as a dual-pronged strategy for both short and long-term success.
Conclusion
Coaching is a complex field, influenced by a range of psychological and philosophical disciplines (Attanasio, 2016). Coaching can realise potential in the client by identifying limiting beliefs that affect wellbeing, encouraging the use of existing proficiencies in order to attain goals (Dempsey, 2020), fostering self-belief and self-development (Megginson & Clutterbuck, 2004), culminating in enhanced performance (Downey, 1999). Cross (1995) reasoned that there is no one optimum coaching model, and I would agree that each coaching session and each client might require a different model or combination of models. A one-model approach could result in coaching becoming mechanical, and important clues to the client context being missed (Megginson and Clutterbuck, 2009). 
The approaches discussed in this study all have at their core the supposition that people have a natural capability to grow, an agreement that the coaching relationship is collaborative (Whitworth et al, 1998), and an emphasis on mutually agreed goals (which I would argue need to be flexible and adaptable). Solution-focused, Person-Centred and Positive Psychology coaching can all provide a useful means to help singing students overcome blocks to performance, by using active listening and open question techniques to help them unearth and articulate the answers that lie within them (Gornall and Burn, 2013). 
I have learned that a directive teaching style has limitations and that my students will benefit from building self-awareness and taking responsibility for their own learning. To provoke a change in the student, I will have to ask different questions and have different conversations (Block, 2001), and consequently my language of coaching will be different to my language of teaching. 


Reflect on your recent learning experience, and the value of learning you have acquired. Assess your current competences and identify future development needs in the context of your work situation.
In my career I have developed a teaching style based upon what works, and what does not (Knowledge-in-Action, Schӧn, 1983). While I received educational training at a high level in music, singing, performance skills and business, I had no formal teacher training and had to learn ‘on the job’ how to share my knowledge effectively with students. Initially, I incorporated technical ideas learned from my own singing teachers; teachers new to the profession often rely on a collective code to solve problems rather than being reflective (Zeichner and Liston, 1996), as it is only through experience and “learning through doing” (Owen and Riley, 2012, p.60) that enables reflection (Finlay, 2002). Over time, I developed my own thoughts about singing, adapted or discarded those ideas I had been taught which were less helpful, and discovered new ways of achieving results, as well as seeking professional development in courses on voice pedagogy and music education, and indeed now on coaching.

Dewey detached the idea of routine action from reflective action, defining the latter as “the active, persistent and careful consideration of any belief or supposed form of knowledge in the light of the grounds that support it” (Dewey, 1910, p.6). Schӧn (1983) expanded upon this concept of reflective practice to help professionals become more conscious of their existing knowledge and find meaning from their experiences (Finlay, 2002). I continue to learn a great deal from my students and have become experienced at Reflection-in-Action (Schӧn, 1983), or Rapid Reflection (Eraut, 1995): while planning a lesson in advance is important, often a new plan is invented moments after the lesson has begun, with the student presenting a problem that they want to solve. My teaching experience has helped me to recognise a particular problem, whether that be a technical vocal problem or a broader issue such as MPA. I experience Stages 1 and 2, Rapid Reflection and Repair, on a regular basis as I work with approximately fifty individuals a week, all at different stages in their vocal training and general education. I constantly modify my approach or actions in reaction to overt or covert signals from my students (Warwick, 2007). This study has enabled me to enter the fifth stage, Retheorizing and Reformulating, by critically examining my own practice and considering academic theories (Warwick, 2007).

My teaching style often incorporates the analysis of problems at the outset, before constructing solutions, and while I have confidence in my ability to provide solutions to some of these problems, I wanted to learn how coaching enables learning in a non-directive way. The intensity of one-to-one vocal training means that I make observations early on (such as a lack of self-belief in my student), and I can work with the same individual for many years, providing me with a deeper insight into how that individual learns. Through the course of this research I realised that coaching could be an opportunity to nurture personal growth, and to have a more therapeutic aim in my teaching. I agree that coaching is an opportunity for a collaborative and egalitarian relationship (Grant, 2008); Lord et al (2008) found that coaching provides benefits to both coaches and coachees, from enhanced knowledge and skills, to improved reflectivity, confidence and fulfilment. Reflection helps us to make sense of our experiences which in turn helps us to learn (Schӧn, 1983, Kolb, 1984). Through this process I discovered that I could change my theories about teaching, and even my concept of what teaching is (Zeichner and Liston, 1996). Embarking on this journey, I wanted to enhance and diversify my skills as a singing teacher by learning how to assimilate my experience of working with young people with coaching and mentoring theory. Using a reflective tool enabled me to organise my thoughts about this journey in a structured way, and to consider an action plan. 

I will present my reflective account using a combination of Gibbs’ Reflective Cycle (1988) and Borton’s Process of Reflection (1970) models; both build upon Dewey’s educational philosophy that knowledge can be found by reflecting upon past disconcerting experiences and asking questions in pursuit of fresh solutions (Dewey, 1974). These models helped me to understand the value of reflective learning, which can be thought of as a journey to independent thought and being responsible for one’s own personal progress (Bolton, 2006). Borton’s reflective process (1970) condenses three major steps into simple colloquial questions, while Gibbs (1988) developed Kolb’s 4-stage experiential learning cycle (1984) into six steps. I discovered that Gibbs’ model expanded each of the What? So What? Now What? steps into broader questions: 

1. What? What did I sense happened in this experience? What were my feelings and how did I react?

Prior to undertaking research, I was excited by the challenge of professional growth and nurturing academic thinking, having not pursued academic study for some time. I was open to the possibility of multiple and unanticipated paths, but at times felt trepidation about my competence. During the experience I discovered that I was still capable of learning but that I wanted to delve far deeper than time allowed. There was a sense of panic at times about not being able to achieve what I wanted in the time frame. The reading of resources went well, and I was able to achieve much more if I worked in long stretches rather than short bursts; there were certain times of day when I worked more effectively. However, I discovered that if I did not study for a week, I would forget much of what I had learned the week before, which led me to writing to-do lists to remind myself of what I had already learned and what I needed to do next. I gained confidence in academic writing more quickly than I expected, but sometimes felt frustration in not feeling able to begin coaching immediately and was very aware of my lack of knowledge, or the feeling of ‘scratching the surface’. 

2. So what? What was my initial evaluation and analysis of the experience and what was good or bad about it? What sense did I make of the experience?

The experience of research was positive, as was taking the time to think about what I was reading and extracting useful information. I learned as I went along how to best organise my work and collate information. I reflected on what I had learned much of the time while teaching and tentatively tried to use some coaching techniques while teaching; this went well because I was so motivated to learn and apply something new to my practice. Having reconsidered what went well, I began to think about ideas of what I could do next, such as Generalised Anxiety Coaching. I discovered that while I had previously thought models restrictive, they were remarkably effective in helping me to organise my thoughts. I have asked myself: “Would I make a good coach?”, and what my professional identity might be a year from now, as “approaching teaching as a reflective practitioner involves fusing personal beliefs and values into a professional identity” (Larrivee, 2000, p. 293). I am inspired by the idea of using a strengths-based approach that focuses on RAW to revitalise my teaching (Ghaye, 2010). I learned that coaching and mentoring is a vast field and that there is so much more I want to learn and understand; I recognised that there is a complex distinction between coaching and teaching, and that my methods will have to be different when working with children or adults. 

3. Now what? What is my final evaluation and action plan and what would I do differently?

In the future I plan to allow myself more space and time to study and reflect, and I will reduce my teaching to create this time. I can improve my studying methods by being more flexible in the locations where I research. The priority areas for me to develop are questioning skills for coaching and becoming comfortable practically using different coaching models. Through this journey I have already achieved some of my learning goals by broadening my knowledge, but the experience has encouraged me to delve further, as learning inspires learning, and “all genuine education comes through experience” (Dewey, 1963, p.3). 
Devise a detailed personal development plan which incorporates identified areas for development, objectives, activities to be undertaken, methods, resources review periods and timescales.
	Why am I doing this course?
	I am doing this course to learn about coaching and mentoring methodology, to apply it to my existing practice in the context of Performance Coaching for singers, and potentially to a wider client base, e.g., Generalised Anxiety Coaching for children and young adults.

	What is the direct benefit to me?
	The course has facilitated a learning journey for me: to nurture an interest in a niche that has arisen from my experience of work, to have access to a wide body of academic literature, and to acquire new knowledge and skills. I have benefitted from the freedom to study in my own time and to direct my own learning, to learn about coaching with the support of those who understand the singing industry, and to improve my academic writing skills. Following this course, I hope to offer a wider set of tools to my students and to others looking for coaching.

	What other qualifications have I done that are relevant?
	BA, MA Music (Oxon)
MSc Management (Surrey)
Performance Skills Course (ENO Baylis)


	Developmental area
1. Devise coaching tools to aid my pupils with MPA




1. Deepen my understanding of coaching and mentoring 



1. Begin coaching








1. Consider the next steps after the Post-Graduate Certificate
	
Action
In my Formative Assignment I researched MPA, and in Module 1 Coaching concepts and methods; now I would like to develop coaching tools, such as questioning skills, to use with my existing pupils preparing for performances. 
Deadline: July 2022

Action
Further my learning of mentoring, and continue to research the areas of coaching I am interested in more deeply.
Deadline: Ongoing



Action
Identify coachees, with whom I do not necessarily have a pre-existing working relationship:
Ask at one of my schools if I can give voluntary coaching to sixth formers to gain experience.
Ask at my university if there are music undergraduates who would benefit from performance coaching.
Deadline: June 2022

Action
Decide whether I want to continue to the Master of Arts, pursue a different course that moves away from music performance, or to begin coaching without further training, assessing in the future whether I need to enrol on specific courses.
Deadline: July 2022
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