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[bookmark: _Toc224851437]Coaching and Mentoring Skills in the Workplace
[bookmark: _Toc224851438]1.0 Introduction
Coaching and mentoring are widely recognised developmental practices used within organisations to improve employee performance, professional growth and knowledge. Both play a key role in individual development and organisational learning (Grant & Gerrard, 2020). However, although they share a developmental purpose, they differ in structure, duration and emphasis. Grant and Gerrard (2020) present coaching as a structured, goal-focused process, whereas Kolontari et al. (2023) emphasise the broader and more relational nature of mentoring. This distinction is particularly relevant in aesthetic education, where short-form training often prioritises immediate competence over long-term career guidance.
Within workplace settings, coaching is used to support skills development, reflective practice and improved performance. In the aesthetics sector, it is especially relevant because practitioners are required to develop not only technical competence but also consultation skills, professional judgement and safe clinical practice within a changing regulatory environment. These demands make workplace learning both practical and high stakes, requiring developmental approaches that are structured, responsive, and clearly linked to professional standards.
This report critically analyses coaching within organisational contexts, evaluates selected coaching models used in practice, and reflects on how coaching can support practitioner development and workplace performance in the aesthetics sector.
[bookmark: _Toc224851439]2.0 Defining Coaching and Mentoring
Organisations use both coaching and mentoring to help their employees learn and grow, but the two are usually different in terms of their goals and how they are set up. People often think of coaching as a more structured and purposeful process, while mentoring is often thought of as a more general, relationship-based form of support. This distinction is beneficial in aesthetic education as brief training programs often emphasise the swift acquisition of skills over enduring career guidance.
[bookmark: _Toc224851440]2.1 Definitions and Differences
Coaching and mentoring both involve communication, reflection, feedback and supporting development where both may contribute to building professional growth, such as gaining confidence (Grant & Gerrard, 2020). Within the workplace, both methods may overlap. Specifically, environments where learning continues and support is integrated into practice (CIPD, 2025; Garvey et al., 2018). Nevertheless, they remain conceptually distinct.
Coaching is regarded as a targeted, objective-driven process created to improve skills, behaviours, or performance through planning and reflection (Irby & Pashmforoosh, 2024) and is often associated with short-term development with a clearly defined outcome, such as improving a specific task or behaviour in professional practice. In the workplace, coaching claims to help learners see what and how they need to improve on, reflect on and move towards a more effective performance.
Mentoring, by contrast, is more a longer-term developmental relationship in which a more experienced person offers advice, support and professional insight to a less experienced colleague (Kolontari et al., 2023; Luong, 2025). Mentoring is more strongly associated with broader career development within larger organisations to help share knowledge and experience over time (CIPD, 2025; Nuis et al., 2023). 
In practice, particularly within specialist or small-scale training environments such as facial aesthetics, coaching and mentoring may sometimes blend where the coach may offer advice and guidance after the training. However, it may be considered whether the developmental approach matches the learner’s needs, the workplace and the structure of the learning environment. This is reviewed in aesthetics, where training often takes place over a brief period and where competence must be demonstrated quickly and safely.
[bookmark: _Toc224851441]2.2 Why Coaching in Aesthetic Education
Coaching is best suitable within aesthetic education because practitioners work independently or are self-employed, which may limit access to mentors within the workplace unless paid for independently. In addition, aesthetic training is often short, intensive and performance focused where learners are expected to develop consultation skills, knowledge and understanding, technique and safe practice. In this context, coaching is more suitable because it supports immediate improvement through demonstration, guided practice, structured feedback and reflection. 
Research suggests that workplace coaching can enhance performance, engagement, and learning when it combines structure with reflection on practice (Cannon-Bowers et al., 2023; Jagadeeswari et al., 2025). Sipondo and Terblanche (2024( suggest this is relevant in skill-based professions, where learners benefit from observation, structured practice, and reflective discussion. These features are important within aesthetics education because training must support not only their ability on in-date techniques but also safe practice, confidence and professional judgement.
Coaching is also suited to the trainer’s role in aesthetic education because trainers often collaborate with learners very briefly and should look to support visible progress within the time given. This makes mentoring less accessible because mentoring depends on a longer-term developmental relationship. Coaching, offers a more pragmatic and contextually relevant approach, enabling the trainer to support competence and confidence within the limits of a short training programme (Dhar, 2025; Cannon-Bowers et al., 2023).
Mentoring may still hold value in when building working relationships and longer-term career development, but as a primary developmental strategy, it is less suited to short-form aesthetic training, where immediate competence, safe practice and clear performance outcomes are prioritised.
[bookmark: _Toc224851442]3.0 Knowledge, Skills, Attitudes and Behaviours of an Effective Workplace Coach
Effective coaching depends on a mixture of knowledge, practical skill, professional attitude and appropriate behaviour. A coach should aim to support meaningful development rather than be overly directive or ineffective (CIPD, 2025). Cannon-Bowers et al. (2023) similarly argue that coaching effectiveness depends on factors such as organisational culture, coach competence and the extent to which learning is transferred into practice. This is particularly relevant in short, skill-based workplace settings such as aesthetic education, where coaching must support both immediate competence and longer-term professional confidence, otherwise the learner may feel overwhelmed or unsatisfied with their learning outcome. 
[bookmark: _Toc224851443]3.1 Purpose and Context of Workplace Coaching
One of the main purposes of coaching is to improve learner performance. The CIPD (2025) notes that coaching can help individuals achieve work-related goals, while Cannon-Bowers et al. (2023) defines coaching as a positive deliverable to organisational outcomes when it is structured and linked to clear objectives that support individual development. However, coaching depends on the quality of the interaction and whether learning is applied in practice, not just the presence of coaching.
Coaching should also look to support  motivation, engagement and self-efficacy. Tang et al. (2024) found that coaching leadership can improve work engagement, particularly where coaching encourages self-reflection and learner accountability. This suggests that coaching in organisations should not be viewed as a training technique, but as a leadership behaviour that can influence workplace culture and learner motivation. Similarly, Sipondo and Terblanche (2024) suggest that coaching can strengthen resilience, adaptive behaviour and professional confidence through feedback and reflective learning. However, if learners experience coaching as judgement rather than support, or if they are not ready to engage reflectively, this can create a negative impact. 
Coaching can also be a leadership function within organisations, as coaching-oriented leaders may support learning, engagement, accountability and reflective practice. In small professional settings such as aesthetic clinics, this is particularly relevant because the behaviours of trainers, senior practitioners, or managers help shape whether development is experienced as supportive learning or as performance control. In workplace environments where the coach is also the leader or manager, learners may perceive coaching as a form of monitoring rather than developmental support, which may reduce openness and reflection, and should be reviewed for the best outcome towards the end goal. 
In aesthetic education, these issues may affect learners’ development and confidence within their professional practice. In this context, coaching is most effective when it has a clear purpose, is responsive to learner needs and is linked to workplace performance requirements. This also raises questions: coaching effectiveness depends not only on structure, but on whether the coach has sufficient professional expertise, credibility and judgement to guide learning appropriately.
[bookmark: _Toc224851444]3.2 Knowledge and Skills of an Effective Coach
An effective workplace coach should have both occupational knowledge and up to date techniques or skills, and the coach must understand the task, role and professional standard being developed, because coaching is less useful if it becomes detached from the realities of practice (Dhar, 2025). In aesthetic education, this includes knowledge of consultation, treatment procedures, patient safety, infection prevention and legal or professional accountability. Without this foundation, coaching may become too generic to support meaningful improvement.
Effective coaching also depends on communication skills, particularly active listening, questioning, and feedback. These are central to coaching because they move the interaction beyond simple instruction and encourage learners to think critically about their own practice. Questioning can promote reflection and deeper learning, while feedback helps learners recognise strengths, identify areas for improvement, and apply learning more effectively in practice. However, the value of these skills depends on how they are used and in what context they are applied.
In short courses, reflective questioning may need to be balanced with more direct guidance, especially where clinical safety and legal accountability are involved (Department of Health & Social Care, 2025; Joint Council for Cosmetic Practitioners, 2025). In this sense, the coach should aim to guide learners on safety and professional standards within the course and they accept accountability. This is particularly relevant in aesthetic education, where the consequences of poor judgement or inconsistent technique may extend beyond the learner to the client.
Feedback is important for the learner to understand their level within coaching. Development-focused feedback can support reflective learning and skill improvement when it is timely, specific and clearly linked to observable practice. However, how feedback is delivered can impact the learners progress, such as how it is communicated and how the learner understands it (Atkinson et al., 2022). Feedback that is too critical or hard to gain clarity from may affect confidence rather than promote development. The coach will be required to find balance so that the learner’s skill and confidence are not affected. 
Goal setting is equally as important for effective coaching because clear goals provide direction, clarify expectations, and help learners monitor progress. However, goals should not become so rigid that they narrow the learning process. In practice-based education, confidence, communication and judgement may not develop at the same pace as technical skill. For this reason, coaching skills should not be viewed as isolated techniques, but as part of a broader ability involving judgement, timing and applying towards the work context of the learner. 
[bookmark: _Toc224851445]3.3 Attitudes, Behaviours and Professional Judgement in Coaching
Coaching depends on more than just the coach's knowledge and skills, it depends on their attitude and behaviour. A coach at work should be open, patient, respectful and deeply committed to helping learners grow. These attitudes affect how people feel about coaching: it can be seen as helpful and growth-oriented, or as corrective and scary. Tang et al. (2024) discovered that supportive coaching relationships can enhance engagement and learning, indicating that attitude is integral to coaching effectiveness rather than distinct from it. 
In real life, these attitudes show up in how people act. Good coaching means listening without interruption, asking questions that have a purpose, giving support that is specific to the learner's needs and giving feedback that is based on performance rather than opinion. In professional training settings, such behaviours may build upon psychological safety, which is crucial as learners are more inclined to enquire, recognise errors and engage in reflection when they are not apprehensive of embarrassment or unjust criticism. This is especially true in aesthetic education, where students may feel vulnerable while learning visible practical skills in front of others.
Being aware of yourself is another important part of being a good coach. Moos and Spranz-Fogasy (2024) contend that coaches must acknowledge the impact of their assumptions, communication style and expectations on the coaching relationship. Feedback and reflection can also help people become more self-aware by helping them find blind spots and see how their actions affect other people. This is important because coaching is not about what the coach wants; it is also about how the learner feels about the interaction. Because of this, bias and power become especially critical issues.
Coaching at work is influenced by more than just coaching methods; it is also affected by beliefs, role expectations and how people see support (Stone et al., 2024). This is especially important when the trainer is also the person who grades the work. In these situations, feedback may be perceived as evaluative rather than developmental, potentially impacting learner confidence and willingness to participate. Woulfin et al. (2023) emphasise the influence of power dynamics and assumptions in developmental relationships on engagement, whereas Steyn and Barnard (2024) propose that explicit, objective feedback centred on observable behaviours may mitigate this risk. 
Boyatzis et al. (2024) underscore the significance of empathy, self-awareness and emotional regulation in achieving favourable coaching results. This means that good coaching is not just about using the right tools; it is also about using them with good judgement. A coach may possess the skills to enquire, listen and establish objectives, yet still provide ineffective coaching if they do not acknowledge learner anxiety, depend on judgement, or fail to alter to suit their needs. Cannon-Bowers et al. (2023) discuss structured coaching as most effective when tailored to the specific subject and mapped towards the training objectives. Psychological safety is frequently regarded as crucial for reflective learning, referred to by Maslow’s hierarchy of needs; however, this may be challenging to achieve when the coach has time limitations. In these instances, the developmental objective of coaching may be compromised by the learner's perception of judgement and power disparity.
The Johari Window can also help you understand how feedback and reflection work in coaching (Spennemman, 2023). Coaching can help learners become more aware of how others see their communication, decision-making and how they behave by helping them reflect and receive feedback. In aesthetic education, this may be useful during consultations, where students may not realise how tone, body language, or uncertainty can affect a client's confidence.
 Professional judgement in coaching also means knowing how important safety standards, supervision, bias reduction and emotional boundaries are. Supervision lets the coach reflect on their work, question their beliefs, and make sure that everything is done fairly and consistently. This is especially important in aesthetic education, where the trainer may also be the one who grades the work and where differences in power can change how feedback is understood. Regular supervision may foster reflective enhancement, increase bias awareness, and reduce the risk of coaching becoming overly subjective or inconsistent (Ratlabala & Terblanche, 2022). Emotional boundaries are also especially important because coaches need to be supportive without becoming too dependent on them or going beyond their professional role. When coaches collaborate with clients, clear professional boundaries and safety standards help keep the focus on development, safety, and accountability instead of personal influence or informal judgement (Collins et al., 2024). 
[bookmark: _Toc224851446]3.4 Workplace Culture, Motivation and the Relationship
An effective workplace for coaching and mentoring is not only one that gives them chances to grow, but also one where they feel safe enough to learn, ask questions and say they do not know something. Workplace culture is important because it affects how people give and get feedback, help, and challenges. When trust, openness and learning are valued in a culture, learners and mentees are more likely to be honest, think about what they do, and use feedback in a helpful way. 
On the contrary, coaching and mentoring can start to feel more like monitoring than development when the culture is too judgemental, too hierarchical, or not supportive. This can make people less open and limit their learning (CIPD, 2025; Patil et al., 2023; Wang, 2024). This is important when building a relationship between the coach and the learner. 
Motivation is just as important. Both the coach and the person being coached or mentored need to be willing to take part in the process for it to work. The coach or mentor must possess the motivation to dedicate time, attentively listen and build development with patience and consistency, while the learner or mentee must be receptive to feedback, willing to engage in reflection, and prepared to implement their acquired knowledge. 
Recent studies indicate that supportive developmental relationships can enhance confidence, resilience, engagement, and initiative-taking behaviour; however, these outcomes are more probable in workplaces that prioritise support and growth over mere performance control (Hammer et al., 2024; Sipondo & Terblanche, 2024; Yang et al., 2024). Research on mentoring indicates that individuals are frequently driven to mentor due to a desire to assist others and contribute to the profession; however, this motivation may be diminished by pressure, workload, and insufficient organisational support (Kakyo et al., 2025). 
Culture and motivation are closely related: a positive workplace culture fosters the trust and commitment essential for effective coaching and mentoring relationships, whereas a negative culture can hinder even proficient and well-meaning developmental practices.
[bookmark: _Toc224851447]4.0 Application of Coaching Models
Coaching models help to build structure around training; however, not all models are equally are useful within all organisations. In aesthetic education, coaching takes place within brief, skill-oriented training environments, so the most effective models are likely to be those that are structured, practical and adaptable enough to support both competence and confidence. This can align goals with the view that coaching is most effective when it is evidence-informed, relevant and linked to clear developmental needs (CIPD, 2025; Cannon-Bowers et al., 2023; Antoni & Tatar, 2025).
4.1 Application and Evaluation of Coaching Models in Aesthetic Education
The GROW model is a useful framework for individuals to learn about aesthetics because it provides structure in short training sessions. Whitmore (2017) says that GROW is a framework that is based on four things: Goal, Reality, Options, and Will. Importantly, GROW makes coaching more focused and useful which is helpful in aesthetic training, where students are often expected to learn practical skills, how to consult with clients and gain confidence in a short amount of time. 
GROW could help a trainee who can do a treatment but is not sure how to talk to a client about it. The goal might be to do a safe, clear and professional consultation on your own. The reality stage would look at where the learner is right now, like how unsure they are about explaining contraindications, managing client expectations, or talking about aftercare. During the options stage, learners may watch an experienced practitioner, practise important parts of the consultation, or use a structured checklist. The will stage would then turn this into a plan of action that the learner can use in real life. This agrees with what Antoni and Tatar (2025) said: that coaching works better when learning goals are clear and connected to action. 
GROW is helpful because it gives short training sessions structure and makes things clear, but its staged logic can make learning too simple when confidence, communication and clinical judgement grow at different rates. Therefore, its value is not in strict adherence, but in how flexible it is. GROW can also work well with SMART goal setting, which is when goals must be clear and measurable (Müller & Kotte, 2020). Setting too many goals, can make learning harder and less flexible. Learners in aesthetic education often need help not only with finishing a task, but also with building their confidence, communication skills and professional judgement. 
This defines a flaw in GROW. It may be too linear for learners who are anxious, overwhelmed, or not experienced enough to find realistic options on their own, even though it gives them a useful structure. In these instances, coaching may necessitate a more prescriptive approach, especially concerning clinical safety, infection control, informed consent, and legal responsibility (Fey et al., 2022). This is especially important right now because the rules for non-surgical cosmetic procedures are changing, and the government is paying more attention to practitioner competence and public safety (Department of Health & Social Care, 2025; Joint Council for Cosmetic Practitioners, 2025). Ben-Hador (2024) says workplace coaching is influenced by those involved in the workplace, which suggests choosing a model is ineffective if the dynamics of the workplace are not considered, as this may affect the support and attitude provided.  
[bookmark: _Toc224851448]4.2 Comparison of GROW with Other Models
Although GROW is a strong main model for this context, other approaches may also be useful. OSCAR may be particularly helpful for learners who are anxious or overwhelmed because it focuses on solutions and directs attention towards strengths, progress and achievable next steps. This may be valuable in aesthetic training where lack of confidence affects either technical performance or communication with clients. In situations where confidence-building is a priority, OSCAR may offer advantages over GROW. Conversely, where the main objective is to structure learning around a clear and measurable performance goal, GROW may be more effective (Grant & Gerrard, 2020).
NLP may be used to influence communication and confidence development, but it is less convincing as a coaching model in the aesthetic education. The evidence is more mixed, and in short practical training the immediate priority is usually to help the learner perform safely and competently rather than to explore deeper patterns of thought or language (Passmore & Rowson, 2019). It would place constraints towards time and resources if LP were reviewed. For this reason, GROW and OSCAR appear more appropriate for aesthetic education because they offer clearer and more practical structures for coaching in workplace learning settings.
This reinforces the importance of adapting coaching to the learner; the skill being developed and the practical readiness of the training environment. In aesthetic education, the most effective approach is likely to be GROW due to its flexibility while OSCAR is more of directive feedback are used to support safe practice, learner confidence and professional development. 
[bookmark: _Toc224851449]4.3 Contracting, Supervision and Evaluation of Coaching Effectiveness 
Formal coaching in organisations must receive contracting, suitable supervision and reliable evaluation methods (Vitzthum, 2023; Jarosz & Cartor, 2025). Contracting is important because it makes clear what the goals, responsibilities, limits, privacy and review points are. This is especially important in aesthetic education, where the coach could also be the trainer or the person who grades the students. Learners must comprehend whether a conversation is developmental, evaluative, or both (Mand et al., 2025). If there is not a clear contract, coaching can become unstructured, and students may not be as willing to admit mistakes, uncertainty, or doubts.
Supervision is also important because it helps keep the quality of the work, helps coaches grow, and encourages consistent practice. It gives the coach a structured place to think about tough situations, see if bias has affected their judgement and keep their emotions in check. This is important because coaches might not mean to make their support too directive, inconsistent, or emotionally unclear. Supervision in aesthetic education also helps keep safety standards high and makes sure that everyone follows professional, ethical and client safety rules (Ratlabala & Terblanche, 2022). 
Assessment is equally significant. Coaching is more effective when it is associated with clear objectives and quantifiable developmental results (Nicolau et al., 2023; Stojanović et al., 2024). Learner feedback can offer valuable insights into the effectiveness, clarity, and relevance of the coaching process, especially when learners actively engage with and apply the feedback received (van Wijk et al., 2024; Lipnevich et al., 2025). Another sign is whether students reach their goals, which could show up as better consultation, better technical skills, or more professional confidence. But self-reporting should not be the only part of evaluation. Competence assessments, repeated performance data, and workplace-based observations can furnish more robust evidence of the significant impact of coaching (Mand et al., 2025; Jarosz & Cartor, 2025). 
In aesthetic education, this may manifest as enhanced consultation practices, more secure clinical decision-making, fortified infection prevention and control measures, and increased consistency in treatment administration. Other important indicators could be client safety outcomes, measures of confidence and proof that professionals are doing their jobs more consistently over time. These steps are important because coaching in this situation should not only make people feel more confident, but it should also make their professional practice safer and more responsible. Consequently, evaluation must be multidimensional, incorporating learner perceptions alongside observed outcomes and established professional standards. This supports the idea that coaching works best when it is seen as a developmental process that includes contracting, supervision, reflection, and evaluation (Cannon-Bowers et al., 2023).
[bookmark: _Toc224851450]4.4 Recommendations for Coaching in Aesthetic Education
Coaching in aesthetic education should be structured but flexible. The MoSCoW framework can be used to prioritise what matters most (Agile Business Consortium, n.d.).
Must have elements include clear contracting at the outset, alignment with organisational priorities such as safety, consistency, and service quality, and evaluation through learner feedback alongside observed competence.
Should have elements include separating developmental coaching from formal assessment where possible and using the GROW model flexibly according to learner readiness and clinical context.
Could have elements include supervision for coaches and trainers to support reflection, consistency, and awareness of bias.
Using MoSCoW in this way helps ensure that coaching remains focused on safe practice while also supporting learner confidence and professional development.
[bookmark: _Toc224851451]5.0 Conclusion
This report has explored the role of coaching and mentoring in organisational contexts, with a particular focus on coaching within aesthetic education. Although coaching and mentoring both aim to support professional development, coaching is more structured and short term, with a stronger emphasis on improving specific skills and performance outcomes.
The analysis suggests that coaching can play a key role in workplace learning by supporting skill development, motivation, engagement and reflective practice. Effective coaching depends on key competencies such as communication, feedback, self-awareness, empathy and professional judgement. These qualities contribute to learning environments in which individuals can reflect on performance, build confidence and improve practice.
The evaluation of coaching models indicates that structured approaches such as GROW are particularly useful in skill-based training settings because they support goal setting, reflection, and practical improvement. However, their effectiveness depends on the context in which they are used, including organisational culture, learner readiness, the coach’s competence and the safety demands of the workplace.
[bookmark: _Toc224851452]Overall, coaching is more defensible than mentoring in short-form aesthetic education because it aligns more closely with immediate competence development. However, its value depends on whether it remains genuinely developmental rather than merely evaluative. In this context, GROW is most effective when used flexibly and combined with supportive feedback, confidence-building and more directive intervention where safety requires it. 
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