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“a formalised process based on a “We define coaching as the provision of have evolved from hierarchical models of skill
developmental relationship between two individualised, collaborative and ongoing transmission to relational and contextually situated
persons in which one person is more professional development for an educator forms of professional learning (Clutterbuck, 2014;
experienced (mentor) than the other (mentee).  that facilitates their growth or learning of Lofthouse, 2019).Within education, mentoring now
The mentor provides support, more specifically  job related skills and practices in order to

career, emotional, psychosocial, psychological, support children’s learning and development.”
and academic support, to promote and facilitate  rage, Eadie & Elek (2024)
student success, competence development, and

career development.”
Nuis, Segers & Beausaert (2023)

Mentoring and coaching

functions as a collaborative process that supports
not only induction but also the development of
reflective, ethical, and autonomous practitioners
(Kemmis et al., 2019).This shift situates mentoring
within a broader understanding of professional
learning as socially constructed and transformative
rather than directive or procedural.

Aspect Mentoring Coaching
Focus Holistic growth, career development, Specific skills, performance, goals Effective mentors and coaches require
professional identity relational intelligence, critical reflection, and a
Relationship Often long-term, flexible, developmental Usually structured, short- to medium-term commitment to ethical and transformative practice.
Role of leader | Guide, role model, advisor Facilitator, questioner, accountability partner Central to this process is the cultivation of trust
and psychological safety, which enable openness,

vulnerability, and authentic professional dialogue
(Smith 2025).

Emotional intelligence (El) underpins these
relationships, allowing mentors to recognise and
regulate emotions, demonstrate empathy, and

promote motivation and resilience (Goleman, 1998;
Boyatzis, 2018).

Mutual respect, clarity of purpose, and
collaboratively developed goals—often guided

by SMART criteria—further enhance mentoring

effectiveness (Clutterbuck and Megginson 2017).




Active listening, constructive feedback, and
reflective questioning foster a dialogic relationship
that supports professional growth (Van der Hoon
et al,, 2024). Responsiveness to mentees’ evolving
needs ensures that mentoring remains adaptive and
contextually relevant.

Effective communication is widely

Effective communication is widely recognised as a
foundational component of successful mentoring
and coaching practice. It extends beyond the simple
exchange of information, encompassing active
listening, empathetic engagement, and the ability to
both offer and receive constructive feedback. Zhang,
et al,, (2023).

Together, these elements promote mutual
understanding and coherence between mentor and
mentee, reducing the potential for misinterpretation
and ensuring shared clarity around expectations and
developmental progress.

An effective mentoring or coaching relationship

is best understood as a nuanced and evolving
collaboration that requires ongoing investment and
thoughtful engagement across multiple dimensions.
Within professional learning and development,
these partnerships are influenced by interpersonal,
reflective, and environmental factors, each of which
must be purposefully supported to enable genuine
and sustained development.
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Kolb’s Experiential Learning Cycle
(1984) highlights learning as a process rooted in
experience and reflection, structured around four
iterative stages: concrete experience, reflective
observation, abstract conceptualisation, and active
experimentation. This cycle fosters continuous
professional growth by linking theory to practice
(Kolb, 1984).

The GROW Coaching Model (Whitmore,
2017) provides a structured framework for
coaching and mentoring, guiding practitioners

through goal setting, situational analysis, option

generation, and commitment to action. It promotes
reflective dialogue, autonomy, and solution-focused
professional development (Whitmore, 2002).

Social Learning Theory Bandura’s (1977) Social
Learning Theory suggests that individuals learn

new behaviours and skills by observing, imitating,
and modelling the actions of others. Learning is
driven by four key processes: attention, retention,
reproduction, and motivation.Within mentoring
relationships, these mechanisms are activated

when mentors model effective behaviours and
practices, enabling mentees to learn through guided
observation and imitation.




Transformational Leadership Theory
Transformational leadership centres on the
leader’s ability to inspire and elevate others by
engaging four interrelated components:

Idealised Influence: Demonstrating behaviours
that establish the leader as a positive Influential
figure.

Inspirational Motivation: Communicating a
clear and inspiring vision that engages and
motivates others.”

Intellectual Stimulation: Developing critical
reasoning, creative insight, and practical
problem-solving abilities

Individualised Consideration: Offering tailored
support based on individual needs

By applying these principles, leaders can motivate
and develop their teams, encouraging coaches to

think creatively, challenge assumptions, and explore
innovative solutions. (Bass & Avolio, 1994).

Kemmis’ Theory of Practice
Architectures (2019) highlights how
cultural-discursive, social-political, and material-
economic conditions shape professional practice.
It emphasises praxis, illustrating how contextual
factors enable or constrain professional learning
and collaboration, and encourages practitioners to
transform their practice critically.

Refloct”

The integration of reflective frameworks,
particularly Kolb's Experiential Learning Cycle
(1984) and Bandura's Social Learing Theory (1977),
underscores reflection as a central mechanism for
professional learning and transformative practice.
Importantly these models foster metacognitive
awareness, enabling practitioners to critically
examine their assumptions, experiences, and
professional actions from multiple perspectives.
While structured models such as GROW and
Kolb’s cycle offer valuable guidance, their
implementation must be contextually sensitive,
accounting for emotional, temporal, and cultural
factors (Bandura, 1977).

Schoén's (1983) concept of the reflective
practitioner further emphasises learning through
iterative engagement with challenging situations,
integrating experience into informed action.
Complementing these frameworks, Kemmis et al,,
(2019) Theory of Practice Architectures (2019)
posits mentoring is positioned as a key site for
critical praxis, where dialogic reflection between
mentors and mentees extends beyond technical skill
acquisition. Furthermore cultural-discursive, social-
political, and material-economic conditions shape
professional practice, illustrating that reflection does
not occur in isolation but is influenced by broader
organisational and societal structures. By combining
reflective models with an understanding of practice
architectures, professionals can critically engage with
both their internal assumptions and the external
conditions that enable or constrain practice,
fostering adaptive expertise, ethical decision-making,
and sustained professional development that
benefits both practitioners and those they serve.

In conclusion, effective mentoring and
coaching emerge from a synthesis of reflective
theory, dialogic engagement, and contextual
responsiveness, fostering environments
characterised by trust, professional agency, and
sustained learning.
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Handbook Reflective Analysis:
Mentoring and Coaching in Professional Practice

This reflective analysis critically evaluates the theoretical models that inform the mentoring guide and
explores the rationale for their selection. Mentoring and coaching function as foundational practices
within professional learning, yet they differ in purpose, structure, and developmental orientation.

Mentoring is commonly defined as a developmental relationship in which an experienced practitioner
supports a less experienced colleague through career, emotional, psychosocial, and academic guidance (Nuis,
Segers and Beausaert, 2023). Coaching, by contrast, emphasises the facilitation of specific job-related skills
through individualised, collaborative, and ongoing professional development (Page, Eadie and Elek, 2024).While
mentoring promotes holistic professional identity formation, coaching focuses more closely on performance
improvement and targeted skill acquisition. Both practices are central to contemporary professional learning
but must be understood within the broader context of relational, reflective, and organisational influences.

Historically, mentoring and coaching operated within hierarchical structures in which expertise was transferred
from senior to junior practitioners (Clutterbuck, 2014). Over time, however, both practices have shifted
towards relational and contextually situated forms of learning (Lofthouse, 2019).This evolution aligns with
increased recognition of professional learning as socially constructed, dialogic, and transformative rather than
procedural.

Within this paradigm, mentors and coaches act not as authoritative instructors but as facilitators of inquiry,
enabling practitioners to develop autonomy, criticality, and reflective competence (Kemmis et al., 2019).
Relational intelligence, emotional intelligence, and psychological safety underpin effective mentoring and
coaching interactions. Emotional intelligence, as conceptualised by Goleman (1998) and expanded by Boyatzis
(2018), enables mentors and coaches to recognise, regulate, and respond empathetically to emotions within
the professional relationship.

The ability to foster trust, openness, and psychological safety enhances willingness to engage in vulnerability,
reflection, and honest dialogue, all of which are essential for professional growth (Smith, 2025). These relational
conditions create the foundations for constructive feedback, shared goal-setting, and the co-construction of
meaning.

Communication, therefore, operates as a central mechanism for learning. Active listening, reflective questioning,
and dialogic engagement promote shared clarity around expectations, challenges, and progress (Zhang, Parker
and Formosa, 2023). Feedback, when delivered constructively, supports cognitive and behavioural development,
enabling mentees and coaches to review performance, challenge assumptions, and consider alternative
approaches (Van der Hoon,Van Braak and Timmers, 2024). The relational nature of communication ensures
that mentoring and coaching remain collaborative rather than directive, reinforcing the shift from hierarchical
models to relationally grounded professional learning.

Several theoretical frameworks provide valuable lenses for understanding and improving mentoring and
coaching practice. Kolb’s (1984) Experiential Learning Cycle situates learning as an iterative process involving
concrete experience, reflective observation, abstract conceptualisation, and active experimentation.Within
mentoring and coaching, this cycle structures guided reflection, helping practitioners translate experience into
theory and informed action.The GROW model (Whitmore, 2017) similarly offers a structured framework for
professional dialogue, supporting goal setting, situational exploration, option generation, and commitment to
action.These models contribute clarity and focus but require contextual sensitivity to emotional, cultural, and
organisational factors.

continued



Bandura’s (1977) Social Learning Theory further illuminates the mechanisms through which learning occurs.
Through observation, modelling, and imitation, mentees internalise effective behaviours demonstrated by
mentors, activating cognitive and motivational processes that support skill development.Transformational
leadership theory also enriches understanding of mentoring and coaching by highlighting the influence of
inspiration, intellectual stimulation, and individualised consideration in fostering motivation, creativity, and
professional agency (Bass and Avolio, 1994).

Leaders who adopt a transformational orientation create conditions in which professional learning becomes
aspirational and developmental rather than compliance-driven.

Crucially, professional learning does not occur in isolation but is shaped by broader cultural-discursive, social-
political, and material-economic conditions. Kemmis’ Theory of Practice Architectures (Kemmis et al., 2019)
conceptualises mentoring and coaching as forms of praxis embedded within organisational structures.These
architectures enable or constrain actions, shaping the extent to which reflective dialogue, experimentation, and
collaborative learning can occur. Understanding these conditions encourages practitioners to examine not only
personal assumptions and behaviours but also the systemic factors influencing professional relationships.

Reflection emerges as a unifying mechanism across all models and theories. Schon’s (1983) reflective
practitioner framework positions reflection-in-action and reflection-on-action as essential to navigating
complex professional situations.When combined with Kolb’s experiential learning and Kemmis’ practice
architectures, reflection becomes both an internal and external process—simultaneously examining experience
and interrogating organisational context. This multidimensional reflection enables practitioners to develop
adaptive expertise, ethical judgement, and informed professional agency.

In summary, effective mentoring and coaching integrate relational, reflective, and theoretical dimensions

within contextually responsive practice. Mentoring supports holistic professional identity formation, while
coaching enhances specific skills and performance. Both rely on trust, emotional intelligence, and dialogic
communication.When informed by experiential, social, and transformational theories of learning, mentoring
and coaching become powerful drivers of sustained professional development, supporting practitioners and the
wider communities they serve.
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