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This reflection will explore the portfolio of evidence compiled for my Recognition and Accreditation of Learning (RAL) submission, which was focused around two distinct areas of learning. I will analyse my personal experiences to synthesise information to critically evaluate my experiential learning. This will support the application of critical thinking to generate new insights to inform future actions (The Peak Performance Center, n.d.). Additionally, this reflection will consider the overall process of completing RAL, identifying the development achieved, examining how it has, and will continue, to influence my professional growth. 
To support this reflective account, I will draw on Borton’s Reflective Model, originally published in 1970 (Rolfe, 2014). I have chosen this model because I am familiar with its structure and previously found it accessible and effective. Although it is sometimes viewed as a tool for novice practitioners (Jasper, 2013), I feel my reflective practice has matured through completing my RAL portfolio, therefore I am confident that I can apply the model capably. In addition, producing this reflective piece will allow me to compare my present use of the model with earlier experiences, to identify how I can strengthen current and future reflective practice.
Guided by Borton’s framework, I will structure my reflection around the three core stages of “What, So What, and Now What?”, also described as “Sensing, Transforming and Acting”, which incorporates feedback loops to review both intended and actual outcomes arising from each stage (Jasper, 2013). This approach will help provide a clear structure while supporting a non‑linear process of reflection. In doing so, it aligns with the principles of double‑loop learning, enabling me to revisit and critically examine underlying values, beliefs, and goals to enhance my professional practice (Hammond et al., 2013).
As guided by the first stage of Borton’s model, I will commence with the “What” stage (Jasper, 2013), using it to describe the process of completing RAL.
When I began the module, I felt enthusiastic about the opportunity to reflect on the knowledge, skills and experience I had accumulated. Following the in‑person study days at university, I was optimistic that the module would help me recognise my personal development and identify the key experiences that had shaped my professional growth. In relation to reflective practice, I felt confident in my ability to engage with this approach, as I had previous experience of academic reflective writing from my studies at Cardiff University between 2005 and 2007, and I was already familiar with applying a reflective model, having used Borton’s framework in the past to reflect on action (Jasper, 2013). I also felt assured in my ability to reflect in action, which Schön (1991) describes as deconstructing situations in real time to make sense of them. This was something I routinely applied, often using Borton’s prompts to support meaningful team discussion and to help streamline my thinking.
Motivated to extend my reflective skills further, I chose to apply Kolb’s reflective model (Kolb, 2015) to each of my learning areas in my portfolio. I wanted to challenge myself by working with a different reflective model, to explore whether it would enable deeper levels of reflection. Kolb’s assertion that “knowledge is created through the transformation of experiential learning” (Kolb, 2015) also resonated with me and aligned closely with the purpose of RAL, therefore reinforcing my decision.
At the outset of the module, I felt well supported by my manager, which initially instilled confidence that I would be able to establish boundaries to protect time for study. I was also hopeful I would adopt a disciplined approach to independent learning, drawing on reassurance from previous work‑based study that I had completed successfully. This provided a sense of certainty that I could apply similar principles to complete the RAL module.
After attending the university days, I promptly identified two learning areas, both of which were relevant to my current practice and had contributed to my progression into the role of Project Manager within the Workforce Planning Team. This reinforced that I had a substantial foundation of experience to draw upon. My first learning area focused on developing underpinning knowledge and skills in strategic workforce planning, and the second was centred around acquiring knowledge and skills to support strategic commissioning of education and training. I selected these areas because the first aligned with the stage of my career when I commenced RAL and I could draw on recent learning, while the second allowed me to reflect on my previous and current roles. I also recognised that these learning areas would remain central to my ongoing development, as they continued to be core components of my role.
My initial perceptions of RAL were positive. I viewed it as a valuable opportunity to gain formal recognition for my experiential learning, which was important to me. Another key motivation for undertaking the module was to fulfil my desire for my development to be acknowledged by others. I felt proud of what I had achieved and viewed RAL as a structured way to reflect on this learning, supporting continuous development and improved practice (Nursing and Midwifery Council, 2024). I recall feeling unfazed by the workload involved and felt confident that the timing of undertaking RAL was right for me. I also believed that my understanding of experiential learning and reflective practice was strong, based on previous experiences.
I was aware of my individual learning style, as I had completed a Honey and Mumford Learning Styles Assessment (Honey and Mumford, 1986) during previous study. This is a method of gaining insight into individual approaches to learning using four distinct styles (Bitesize Learning, n.d.). I has previously noted that I aligned closely with two learning styles - reflector and theorist, which helped me to identify my preferences to become aware of how I learn (Open University, n.d.). Therefore, I felt assured that as RAL was based around reflective practice, underpinned by academic theory, this approach would suit my individual learning preferences. 
Within a few weeks of commencing RAL and attending the university days, it became evident that I would face significant challenges related to work-based learning. Although I had identified learning areas and evidence to reflect on for my portfolio, the reality of working in a new role, in an organisation which needed to strengthen its workforce planning capability, became clear. There was a pressing need to support the development of workforce plans to align with national strategic drivers (Welsh Government, 2018). This was further supported by Welsh Government’s acknowledgement of the need to plan future requirements, to promote effective succession planning and workforce sustainability to deliver future service needs (Welsh Government, 2023). In addition, due to operational pressures, I was in a situation where booked study time regularly had to be moved. I frequently felt that I could not prioritise my study in place of undertaking my role and struggled to manage my workload. Similarly, I also recall feeling that my line manager may have been unaware of the volume of reflection I needed to undertake and had limited knowledge of the effort required to build my RAL portfolio. This placed additional pressures on me, as often my manager was understanding of my reasons to cancel or move study time, with little or no challenge presented. In addition, there was not a process in place to monitor the study time taken to ensure it had been rebooked and the time was protected. Whilst I recognise that I was responsible for managing my own time, as I was new in post I did not feel able to prioritise my studies, as I was keen to build on my workforce planning knowledge and experience through undertaking my role. 
Outside of the workplace my home life also played a significant factor in completing the learning areas. Due to parental and caring responsibilities, I faced challenges in undertaking the level of independent study needed, which caused delays and added to the constraints I was facing. When I did find time, it would often be during unsocial hours or at times where I was already tired and struggled to focus. Goodall et al (2016) recognises the need to balance study with work and home life and investigates strategies to help overcome barriers. On reflection, I wish that I had been able to draw on such strategies to help me prioritise, and I recognise this is an area of continued improvement that I will need to address. 
Although I was comfortable with the reflective approaches underpinning the module, until I began completing the first learning area, it did not become apparent that the level of academic writing had significantly increased from when I had written reflectively in the past. I recognised this when I began reflecting as part of Kolb’s ‘Concrete Experience’ phase, as I was able to identify that I had gained a wealth of knowledge, skills and experience throughout my career, but at times struggled with defining what is considered as concrete experience, a limitation highlighted in a systematic review of Kolb’s Model (Morris, 2020).
I found the process of constructing my portfolio challenging, largely because I underestimated the cognitive demands involved in gathering, evaluating, and synthesising a wide range of experiential evidence. As I progressed with learning area one, it became clear that the volume of both implicit and explicit knowledge I had accumulated required significant effort to categorise and translate into a coherent reflective account. Therefore, the extended time needed to complete my first learning area demonstrated the absence of a productive strategy to make sense of the information that I was reviewing. This highlights a limitation in my approach and aligns with Sweller’s Cognitive Load Theory (Department for Education, 2025), which highlights how excessive information can place limitations on working memory, which can impede learning. In my case, this resulted in the reflective account itself becoming cognitively demanding and I struggled to maintain analytical continuity, particularly due to my fragmented study patterns. Consequently, this impacted my capacity to engage consistently in deeper levels of reflection. 
When reflecting on the completion of learning area two, I found the process of developing my reflective account notably more manageable than learning area one. This was not only due to my increased experience in my role, but I had recently developed my reflective capability, alongside the availability of more recent, cognitively accessible evidence. I had accumulated a range of information and was able to prioritise key experiential learning specifically relating to education commissioning. This more selective approach enabled me to critically evaluate my development, allowing me to recognise the extent to which my presentation skills and analytical reasoning had developed. I could clearly trace the progression of my ability to interpret complex datasets, to construct a narrative from the information available. This progression reflects a shift from data description to sense-making, enabling me to translate insights into meaningful contributions, positively impacting the capability of others, through dissemination of insights during engagement. 
In addition, when completing learning area two, I considered the challenges experienced when completing learning area one. Through systematic reflection, I was able to critically examine these difficulties through reflective re-evaluation, to avoid repeating the same mistakes, using this as an opportunity for improvement and new learning (Ellis et al., 2014). 
Using the second stage of Borton’s model referred to as “So What” (Jasper, 2013), I will critically examine the new learning and knowledge I have gained from these experiences, evaluating their significance, what I could have done differently and how I am feeling about these experiences now. This will facilitate recognition of how this learning has influenced my professional practice (Robinson, 2022). 
When I reflect on how I felt at the outset of the RAL module, I now recognise that my expectations were unrealistic. I underestimated the volume of work and the time it would take to complete, particularly given the competing pressures of work and family life. I have learned that my thinking was shaped by optimism bias, leading me to focus on the positive aspects of undertaking master’s‑level study while overlooking the practical realities and constraints. This “rosy outlook” (Philosophy Terms, n.d.) meant that I prioritised the anticipated achievement of gaining a master’s qualification rather than engaging critically with what the process would demand of me. I acknowledge that I was operating in a reactive, emotional space, allowing my desire to reach the end goal, to overshadow a more balanced assessment of my circumstances, therefore reflecting a limited application of self-regulation. Neither did I not pause to consider that I was new to my role and still developing within the strategic workforce planning field. These realisations enable me to understand that I did not apply the principles of emotional intelligence, particularly self‑awareness skills (Goleman, 2009). This could have enabled me to assess my readiness more rationally to manage expectations effectively. As a result of this learning, I appreciate the importance of applying improved emotional intelligence skills. In addition, through greater self‑awareness of how my emotional responses and cognitive biases influenced my early engagement with the master’s programme, I can see that my ineffective application of emotional intelligence at the outset may have contributed to the need for additional time to complete my studies. This insight will be critical in shaping more reflective, realistic, and emotionally attuned approaches to future commitments.
Since completing RAL, through engaging in reflection‑on‑action (Schön, 1991), I have been able to “stop and think” (Moon, 2000) about the assumptions that shaped my initial approach. This reflective process has allowed me to evaluate my own needs more clearly and recognise how my lack of foresight contributed to the challenges I experienced. I can identify that my approach aligns with Argyris’ views that often professionals can struggle with double loop learning due to “defensive routines” (Argyris, 1991). However, I now recognise I need to challenge my behaviours, and I understand that double loop learning is critical to support “learning that results in change” (Argyris and Schön, 1978). 
Although I initially identified an opportunity to extend my reflective capability through applying a different reflective model during development of my portfolio, I failed to anticipate the challenges associated with using Kolb’s model. Soon after applying the model, it became apparent that I would be reflecting in a different way, which I noticed when conducting the ‘active experimentation’ phase. This considers how new learning can be put into practice (Morris, 2020), therefore demanding a level of critical analysis that differed from my previous reflective approach. In contrast to when I had used Borton’s model, when using Kolb’s model, there was a tendency to focus on future action, which prompted reflection on a deeper level. This enabled me to consider how I would implement and evaluate future changes. This helped build professional growth, turning reflection into meaningful change, to plan actions to take forward, therefore supporting the movement from reflection on action to reflection for action (Schön, 1991). In addition, through using a different model, I was able to compare the two reflective approaches, which helped to strengthen my development in reflective practice and my critical thinking and evaluation skills. The University of Cambridge (n.d.) recognise the benefits of evaluating reflective models, which I understand enables informed judgement to assess their suitability for improving the quality of reflective practice and continued development. 
Equally, I am now more aware of the professional growth I have made in relation to my overall appreciation of reflective practice. Earlier in my career, I tended to conceptualise reflection primarily as procedural, rather than as an “iterative and dialogic” process (Tan, 2021). I recognise that this was shaped by my limited experience of reflective practice at the time. However, through critical analysis of my experiential learning while developing my RAL portfolio, my perspective shifted. As I was engaging with experiences from an extended period in my career, it enabled me to recognise that reflective practice is a complex process that “employs a person’s cognitive, emotional and somatic capacities” (Harvey et al, 2010). As my professional experience has increased, these broader views and understanding of reflective practice have been affirmed through completing RAL. 
Despite this growth, and although I am engaging in reflection in a more comprehensive way, I appreciate the need for continuous improvement, as reflective capability develops through ongoing evaluation, rather than attainment of competence alone. Schön (1983) emphasises that evaluation is central to deepening critical thinking, which is a principle that has been embedded throughout my recent reflective practice. Through completing RAL I have been able to draw on a broader range of skills and theoretical perspectives, which has enabled me to synthesise diverse experiential learning and portfolio evidence, supporting a robust evaluation of my practice. I can now see how far I have progressed since first engaging in reflective practice in 2005, and I clearly understand the importance of blending ongoing evaluation processes with other skills to strengthen my critical thinking, to effectively connect experiences to theory. 
When I reflect on the work-based challenges I faced during the development of my portfolio, I now recognise that I did not put my professional development needs first. Nevalainen et al (2018) recognise the challenges of work-based learning in a healthcare setting, and through systematic review highlights that if commitment to development is not sustained, learning can become weakened. When I consider these views, I am now able to understand the value of being more disciplined in my approach to study. Through this, I feel that I have improved my self-awareness skills, helping me to be honest about my limits, whilst also appreciating the importance in maintaining firm boundaries. This new learning will help me to be proactive, realistic, and committed to future work-based learning opportunities. 
On reflection, I now appreciate that I should have been more open and honest with my line manager about the challenges of protecting development time, as it may have provoked her to take action to ensure my development needs could be met. It could have also provided an opportunity for her to familiarise with RAL, the evidence I would be drawing on, and the volume of reflective practice I would be undertaking. Hamilton (2024) emphasises the importance of being on the “same page”, so goals feel “a lot more achievable”. Effective communication is also recognised as a central component of fostering support and trust (Pellegrini and Lovati, 2025). I recognise that applying these principles could have resulted in stronger communication, enabling me to feel supported and for my manager to be better informed about my development needs. I now know that this is an area of weakness, and that by not applying these principles, I inadvertently impacted my development and wellbeing needs.
When I recall the timing of beginning the RAL module, I had recently completed a development period under Agenda for Change Annex 21 Terms and Conditions (NHS Employers, 2025). As a result, I was still relatively new in post and in the early stages of developing my workforce planning knowledge and capability. With hindsight, I have now been able to question whether commencing the module at that point in my role was an appropriate decision. Having since gained four years of experience in the field, I have reflected on the challenges faced, which has enabled me to acknowledge that I did not allow myself sufficient time to settle into my role before taking on additional academic demands. Nicholson (1984) states that role transition and embedding is a gradual process, whilst Dreyfus and Dreyfus (1986) highlight the stages of skills acquisition in the “Learning Curve Theory” as non-linear and developed over time. Although I acknowledge these perspectives, through synthesising the “Job Embeddedness Theory” (Mitchell et al, 2001) I recognise that I did not apply the principles which includes gradual development and role consolidation, and was instead focused on adopting an accelerated approach, and committed to postgraduate study when I wasn’t ready for it or sufficiently embedded. These decisions directly impacted the time, effort, and challenges I faced in completing RAL and align with research undertaken on role stretching, which suggests that premature exposure to complex demands in the absence of consolidated competence, can hinder learning effectiveness (McCall et al, 1988).
Balancing study with work and home life was central to the difficulty I faced while developing my portfolio. I struggled to establish dedicated study time largely due to my mother’s ill health. I now understand that there were moments when I could have prioritised my own needs and accepted the support offered by family and friends. Instead, I relied on ineffective management strategies and adopted a highly directive approach, attempting to retain full control over my mother’s care while simultaneously managing work and parenting responsibilities. Rizvi (2024) suggests that such an approach may be appropriate in genuine crisis situations; however, I can now see that I used this style not because it was essential, but because maintaining control felt important to me given the circumstances I was facing. On reflection, this approach, combined with my reluctance to seek support, created additional and avoidable pressure, and meant that I was not attuned to my personality preferences (Jung, 1921). Kristoff (1996) recognises that this can reduce performance which resonates with me, as during this period I often felt disconnected from my studies. 
When I consider the learning that I can take from completing learning area one, I recognise that I have been able to refine my actions and question the assumptions that informed my approach to workforce planning. For example, due to inexperience, early on in my role I viewed the workforce planning methodology as a linear process. However, through undertaking my role for several years, I have used reflective practice to interrogate how organisational context and data quality has shaped my view on the Six Step Workforce Planning Methodology (Health Education England, 2019). As a result, I am able to critique its effectiveness through lived experience, and understand that it is an iterative process, which uses reliable data to make informed decisions (Skills for Health, 2025)  My deeper level of inquiry reflects a move beyond procedural learning towards a more strategic, reflective understanding of workforce planning practice, which was achieved via learning through practice (Billet, 2010). However, the process of reflection on action (Argyris and Schon, 1978) also enabled a more holistic assessment of my development, allowing me to acknowledge other factors which have influenced my workforce planning capabilities, therefore evidencing that practical experience is not the only contributing factor to professional growth. 
Through critical analysis of my experiences for learning area one, it has highlighted how I have been able to develop my analytical and evaluative capabilities. I recognise that I have gained valuable experience in applying workforce planning methodology in real time. This has strengthened my ability to appraise its strengths and weaknesses, demonstrating a personal shift in my development from simply using the tool, to understanding its practical implications. This aligns with the experiential learning theory, which emphasises how experience can be transformed into deeper knowledge, through reflection and application (Kolb, 2015). This aligns with the approach I used to complete learning area one, as whilst I was actively undertaking workforce planning in my role, I was reflecting on my experiences for my RAL portfolio, which enabled me to actively apply new learning to practice. These reflections also allowed me to recognise foundational learning experiences, which I believe helped mark the beginning of my knowledge acquisition in strategic workforce planning. Billet (2010) validates the importance of reflecting on work experiences to build life-long learning, an approach I have applied throughout RAL. However, Todd (1987) argues that CPD is multifaceted, highlighting the need to also consider informal activities such as reading and networking, which is an area of my development I do not typically prioritise. Therefore, it is important that I build on earlier learning, using it as a conceptual and experiential base from which my ongoing professional growth in strategic workforce planning will continue to evolve. 
Reflecting during learning area one has also provided opportunity for me to understand the value of my previous experience in clinical practice and operational workforce planning. I appreciate how it enabled me to build trust with stakeholders, as those I was supporting in clinical areas seemed to value my ability to understand the challenges they faced, which was evident when I communicated with them. Pellegrini and Lovato (2025) emphasise the importance of communication for positive engagement, whilst Peck (2025) recognises that strategic workforce planning relies heavily on workforce stabilisation, which is achieved through effective operational planning. It was only during completion of learning are one that I was able to appreciate that I already had these skills from prior roles, from which I could evaluate the impact and contribution they played in supporting the development of workforce plans within the organisation. This enabled self-validation and instilled confidence in continued application of my broad range of skills, knowledge, and experience. 
Although buy in and ownership are a core element of developing strategic workforce plans (CIPD, 2025), when I recall the challenges I faced, I recognise that the relationships and engagement you build with stakeholders is also determined the values, beliefs, and attitudes you possess. This view is supported by Hahn (2024) who explores how values, beliefs and attitudes can be instrumental in sharping communication. I have learned through self-reflection that my own approach hasn’t always been at the forefront of my mind when I engage with others, which highlighted opportunities to use the heath board values “as a guiding light”, as employees are expected to demonstrate commitment and application of the same organisational values (Hywel Dda University Health Board, 2026). Moving forward, I can see how I can use the health board’s values to achieve a common ground, as they underpin what we are striving to achieve as an organisationally. These, accompanied with my workforce planning experience and my background in a clinical, operational environment, will help to strengthen my approach, creating a shared vision to continue encouraging stakeholders to engage in workforce planning. 
Producing learning area two reinforced the importance of evidence‑based planning approaches, particularly the need to ground commissioning decisions through robust analysis of workforce baseline data. KPMG emphasise the importance of using data to develop forecasting and succession planning (KPMG, 2024). This aligns with wider principles of data‑informed decision‑making, where analytical insight is used to ensure that commissioning activity reflects genuine workforce need, rather than assumptions or historical patterns to inform Health Education and Improvement Wales’ Education and Training Plan (HEIW, n.d.). Through this reflective process and review of the evidence presented, I recognise how my growing competence in analysing and presenting data has become central to my ability to contribute meaningfully to strategic education commissioning discussions. Importantly, this prompted double‑loop learning (Argyris and Schon, 1978), as I began to question not only how I approached data analysis, but the underlying assumptions informing my interpretation of workforce intelligence. Therefore, rather than simply refining my technical skills (single‑loop learning), I found myself interrogating the broader conceptual frameworks that shaped my understanding of education commissioning—such as what constitutes “need,” how demand is defined, and how organisational priorities influence interpretation of data. This deeper level of inquiry has strengthened my ability to engage critically with education commissioning processes and enhanced my strategic awareness, acknowledging that it is a core component in “cross functional” strategic workforce planning (KPMG, 2024).
During completion of learning area two, I also began reading about time management theories as I wanted to address the challenges I faced when completing learning area one. I particularly connected with Covey’s approach which refers to the “Time Management Matrix” and focuses on prioritisation of tasks by urgency and importance (Covey, 2013). I decided to apply the principles of this theory, which helped address the challenges of undertaking two job roles whilst also studying. I used each of the quadrants to assess and identify that I had predominantly been prioritising my energy within quadrant one (urgent and important). This highlighted opportunities for me to put time and focus into the other quadrants, such as reflective study, which reaffirmed the importance of using effective tools and techniques to manage goals to improve self-management. By acknowledging this, meant that I completed learning area two in a much more productive way compared to learning area one, and I identified new learning to take forward. 
According to Northouse (2004), leadership is the ability of an individual to motivate a group towards the accomplishment of goals. However, Bass (1997) expands on this and identifies four dimensions of transformational leadership - idealised influence, inspirational motivation, intellectual stimulation, and individualised consideration. Through critical review and evaluation of my actions and learning experiences related to learning area two, my progression in leadership development for education commissioning processes aligns with both concepts. My role began with supporting and influencing group discussions (aligned with Northouse’s view), co-ordinating the health board responses for all services. However, my recent practice demonstrates application of elements of Bass’ approach. Although positive for my own leadership development, I am aware that Bass’ concept may have limitations as it is presented around individual leadership. Therefore, my continued development needs must consider a wider range of approaches, to understand and respond to organisational context and constraints, to enable me to lead in a way that challenges boundaries (Gorden et al., 2023). 
The learning experiences identified in learning area one and two were foundational, marking the beginning of my knowledge acquisition in strategic workforce planning and education commissioning. Each learning area does not represent isolated areas of development, these opportunities continue to underpin my professional growth, providing a conceptual and experiential base from which my development has evolved. Producing my portfolio has emphasised that both learning areas are interdependent, supported by Health Education and Improvement Wales who acknowledge that workforce plans are used “to establish how many training places each year are required to meet the needs of the non-medical healthcare professional workforce” (HEIW, n.d.). NHS Education for Scotland (2019) build on this and recognise that workforce planning and education commissioning are reliant on each other to “ensure security of a supply pipeline of people with the right skills to ensure workforce sustainability”. 
Critically, engaging with these perspectives enabled me to synthesise my learning to highlight the significance of my role, highlighting how strategic workforce planning and education commissioning must operate cohesively to support long‑term workforce sustainability. In addition, it has reinforced my responsibility to continue developing the analytical and reflective capability required to contribute meaningfully to the development and maturity of workforce planning within the organisation. 
Overall, I feel the learning I have achieved through completing RAL has been significant. I have been able to critically assess it to understand the impact it has had, to identify opportunities and actions to influence my future development. Therefore, I will use the “Now What” stage of Borton’s model (Jasper, 2013) to guide transformative reflection processes, which Mezirow (1991) recognises is about changing identity, beliefs, values, and future practice. 
Given the challenges outlined in the previous stages of this reflection, I have engaged with Johari’s Window, developed in 1955 as a framework for personal development and interpersonal awareness (Luft and Ingham, 1955). The model continues to be used as a tool for enhancing self‑awareness (Oliver and Duncan, 2019), outlining four domains of personal insight and perception (Ravindran and Gopakumar, 2007). Reflecting on my own self‑awareness journey has emphasised the importance of actively engaging with all four quadrants to develop a comprehensive understanding of myself. Looking ahead, I see the value in formally integrating Johari’s Window into my ongoing professional development, using it as a tool for building of self-awareness skills. Doing so would allow me to continue assessing the practical usefulness of the model and would support the application of theoretical insights from wider reading into real‑world practice. I am also committed to exploring further tools and techniques to support continuous self‑development—an approach that will benefit both my own growth and the learning of others, through shared reflective practice. 
Tohme and Joseph (2020) identified that by being open and honest with yourself and others (authenticity) can promote higher levels of emotional intelligence. To achieve this and to build on using Johari’s Window, I now regularly find time to engage in honest self-reflection, so I am more aware of my strengths, weaknesses and to identify new learning. This has helped me make sustained changes to promote continued development and to manage my wellbeing needs. I also seek feedback from others, using it as a valuable mechanism to enhance self-awareness, which is helpful in complex work environments (Pellegrini and Lovati, 2025). To achieve this, I plan protected time to ensure that I can undertake personal development and self-reflection time every month. I will use this time to continue my journey in reflective practice, using critical thinking techniques and self-evaluation exercises to contribute to my growth to prioritise myself and protect my well-being. 
I also recognise that I can expand on these actions further to share tools and new learning with others. NHS Cheshire and Merseyside (2024) recognise the need to use reflective supervision, psychological safety and structured reflective practice as tools to support wellbeing, provided through a framework. This resonates with me because of its structured approach, its suitability for healthcare staff, and that it can be applied on an individual, group or organisational basis. It is something I am keen to take forward to evaluate its effectiveness and to share it with team members.
Moving forward, I recognise the need to adapt my leadership style to foster a more balanced and sustainable approach, acknowledging my personality type. Northouse (2021) describes situational and behavioural leadership theories and highlights that leadership tailored to a personality type can improve motivation. Through completing RAL, I can identify that my leadership style suits my role and the outputs expected of me. West and Chowla (2017) advocates for application of compassionate leadership in healthcare settings, which I am confident that I apply, however I recognise that these principles are limited in respect of being compassionate to myself. This has highlighted that I need to be committed to practicing self-kindness, which Neff and Germer (2018) highlight as a core leadership competency to prioritise wellbeing, motivation, and performance. Therefore, through scheduling time to regularly apply Goleman’s Emotional Intelligence Theory, I will seek to evaluate each of the four domains, working towards achieving the twelve competencies (Goleman, n.d.), with a view to continue developing my leadership approach. 
As a result of completing RAL, I feel invested in developing my competence in reflective practice, using it as a tool to strengthen discussions to develop shared understanding. I recognise that this may help to build resilience within the team, to identify key learning to help inform team priorities. I also appreciate that reflective practice is not just an academic tool, it is something that is embedded through everything I do and can help with all aspects of life, to help support growth and the development of personal and professional identify (Boud et al, 1985). I also believe that reflective practice is something that evolves over time and I am committed to exploring a wider variety of reflective models to further improve my own skills and knowledge, include practicing metacognition, to create new knowledge through evolving my reflecting practice through deeper level thinking that doesn’t just consider what was learned (Raelin, 2008), also using “reflection-in-action, reflection-on-action, and reflection-for-action to enrich the process of knowledge development” (Patel and Metersky, 2021). 
Using Kolb’s model for the two learning areas has enabled me to apply the principle of reflection-on-action, as well as reflection-for-action, to support a more intention al prioritisation of my development needs (Schön, 1991; Kolb, 2015). However, as identified as part of wider reading for this my portfolio and this essay, I can identify additional development opportunities in relation to embedding sustained double‑loop learning. Argyris and Schön (1978) state that double‑loop learning requires individuals to move beyond adjusting actions, to focus also on interrogating underlying assumptions, values and beliefs that shape practice. When I consider this, I recognise that while my use of Kolb’s model supported actionable learning, opportunities to further develop remain, which could be achieved through by challenging the beliefs, values and attitudes that inform my professional identity. Cartwright (2002) highlights that beliefs and values play a fundamental role in shaping behaviour and judgement; therefore, engaging more consciously with these dimensions is critical to facilitate deeper learning and continued professional growth. 
Although I have previously undertaken a self-assessment of my learning style, since completing learning area one and two I have also participated in a colour works exercise (Jung, 1971). This provided an opportunity to assess my personality type, which highlighted ways in which I can work more effectively with others. It also helped improve team communication through improved understanding of one another. I am committed to regularly undertaking this, or similar assessments with my colleagues, as I recognise the benefits it can have in enhancing teamwork, reducing conflict, and improving collaboration (Barrick et al, 2001).
The most significant change I have, and will continue to make, is the establishment of professional and personal boundaries, which is needed as a resilience strategy to prioritise wellbeing and reduce burnout (Skovholt and Trotter-Mathison, 2016). To achieve I have used strong communication skills to develop a shared understanding of the challenges I have faced with my line manager. This has resulted in scheduling protected study time and self-development opportunities, which will not only benefit myself, but the wider team and organisation also. I will continue to practice effective communication approaches with my manager during one-to-one meetings, being open and honest throughout. Had I not been through the process of completing my reflections, I feel as though I may not have been able to address areas of weakness, to enable me to make positive improvements (Mann et al, 2009). 
The learning I have achieved as part of the processes described has been taken forward to enable me to complete a Learning Needs Analysis (LNA). As a result, I can identify opportunities to continue developing, and it has facilitated a structured, approach aligned to SMART (specific, measurable, assignable, realistic, and time-related) objectives - a widely recognised method of developing goals and objectives (Bjerke and Renger, 2016). Within the LNA, I have included objectives related to improving my self-awareness and self-perception skills, which Gallrein et al (2013) recognises is a complex subject and acknowledges that individuals can have a limited knowledge of themselves. This highlights the importance of being invested in development of hard and soft skills, with continued understanding that self-awareness is one of the skills that is essential for leadership development (Higgs and Rowland, 2010). I agree with this view and through development of my LNA, I have integrated opportunities in acknowledgement that my self-awareness journey is multi-layered, and very much an evolving process dependent on internal and external factors (Lemmetty and Colin, 2019). 
In conclusion, because of undertaking RAL, I have learned so much about myself. Through reflecting on mistakes I have made, the challenges faced, and drawing on positive experiences, I am now able to take meaningful action to develop myself and those around me. The RAL module has influenced the way I view myself and others, achieved through reflective practice (Boud et al, 1985). This has made me feel more positive and inspired in my approach and has improved my feelings of self‑worth. I feel grateful for the learning that has taken place and believe that this module has given me the foundation needed to continue developing personally and professionally. I recognise this is an ongoing process from which learning cannot take place without reflection, but reflection alone is not enough, and it must lead to meaningful action and change in practice (Bassot, 2016).
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