[bookmark: _Toc112541717]Chapter 4 Findings  (PAST)

Make sure tell readers how to engage with each part of the data

[bookmark: _Toc112541718]4.1 Introduction 

Beginning with a refresh of the research aim and participant sample, this chapter reports upon the analysis of a study on the lived experiences of twelve HE educators facilitating HOTS. Followed by rounds of thematic analysis and reflection as documented in table 3.1, an iterative movement from the whole to the part to the whole, and a continued and persistent focus on the concreteness of the experience, making use of Heideggerian ontological analytic and van Manen’s existential analysis, the findings  are presented in three parts:

[bookmark: _Hlk111209964]Part one houses the individual synthesis of the twelve individual participants’ lived experience of the phenomenon, and offers a generalised sense of the whole from the interview transcriptions. 

Honouring the individual stories, a capture of the variations in HE educator life-worlds as a collection of personas with anecdotal material and bespoke illustrations are housed in 12 vignettes to bring the dissected analysed experiences back into whole relief. These hermeneutic ‘mimetic dimensions’ of the individual stories bring a form of “evocation of experience in its reflection of and distinction to reality” (Gosetti-Ferencei, 2014, p. 4).  Mimesis allows for a  reflection of reality in its actual configuration and also its possible manifestation (ibid), the latter, as argued by Aristotle argues in the Poetics, as the disclosure of possibility (Aristotle, 1448b5).

[bookmark: _Hlk111209987]Part two collates the invariant themes unveiled from the phenomenological analysis of the whole collection of transcript, with presentation organised by the phenomenological themes.

Part three also unpacks the findings of the existential analysis of the experience of technology by HE educators facilitating HOTS separately. WHY – give some reasoning The findings document the tensions exposed through the educator experiences of technology when facilitating HOTS

[bookmark: _Hlk101614913]The section concludes with a phenomenological description of the lived experience of HE educators facilitating HOTS.

[bookmark: _Toc112541719]4.2 Refresh of Research Scope

[bookmark: _Hlk101545303]The purpose of this crafted hermeneutic phenomenological inquiry is to gather an understanding of the experiences of HE educators facilitating HOTS that can productively and pragmatically inspire and influence educator practice, educator management, and the professional support offered by their employing institutions. The aim of this research is not to provide a ‘definitive’ blueprint for a 21st-centur educator facilitating HOTS, but to ontologically understand, through a hermeneutic interpretative research design, HE educators’ lived experience of facilitating HOTS. An interview was designed to extract experiences of role-identity and practice which may or may not involve technology.

[bookmark: _Toc112541720]4.3 Study Participants 

[bookmark: _Hlk102078719]Each participant signed the university ethics committee-approved consent form (Appendix E) prior to participation in the study. All twelve of the participating HE level participants have formal teaching qualifications, with some also an instructional design background or support role in the classroom (appendix  C). Five participants had engaged at a lecturer level, and the remainder had teaching portfolios with assistant professorship (4) or professorships (3). They drew from multi-disciplinary disciplines having a breadth of subject portfolios, with overlaps in education and learning; enterprise, entrepreneurship, and business; design; digital technology and computing; and psychology. There was a unplanned 1:2 ratio (female/make) gender split amongst the experienced sample, and all had online and face-to-face pedagogic experience. All twelve participant transcripts were treated consistently with the steps represented in the crafted hermeneutic phenomenological method captured in table 3.1. 

[bookmark: _Toc112541721]4.4 Part One: Vignettes as representational of the potential variations in the life-world of educators facilitating HOTS 

The twelve educator participants were assigned numeric coding for the purposes of this study, as opposed to a randomly generated pseudonym (Allen & Wiles, 2016) to support data tracking across twelve 1-2 hour transcripts. In order of interview, the participants were assigned a macro #A1-#L12 code. Using mimesis as a hermeneutic lens, outputs of selective analysis which captured the variant sub-themes of the life-world of HE educators engaged in HOTS facilitation were developed into 12 personas (figure 4.1)

Figure. 4.1 
Mimesis Output: 12 Personas From Transcript Analysis
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Description automatically generated with medium confidence]

*Appendix H1-H12 provides the full set of persona cards at larger scale.

As detailed in 3.7 analysis the otherness of the participant stories inform 12 vignettes with illustrations to bring meanings to life, and evoke connection with the reader. As discussed in chapter 3, this final presentation design of the vignette was not the original plan, was developed through iterative manoeuvres of reading and reflection.

The summary findings are presented below as 12 vignettes composed of a five element format (figure 4.2)

Figure 4.2
Vignette Format
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[bookmark: _Hlk102078142]For potential use by educators, including early-stage careers to evoke understanding of the role and inspire practice. Additionally they may be used as a resource by academics and management to promote a holistic understanding of the demands of the role, and influence professional development support. As they would appear as discussion prompts, persona cards (with front and back images) are detailed an appendix H (H1-H12).

Add in a figure 4.3 here

[bookmark: _Hlk107483392]

[bookmark: _Toc112541722][bookmark: _Hlk102077588]4.4.1 Vignette 1: The Evidence-Based Dialogic Non-Conformist 

Educator #A1 (figure 4.4.1) experiences facilitating HOTS development as provoking independent thinking through evidence-based peer-to-peer discourse and review, with a non-conformist attitude.
[bookmark: _Hlk91178780]“I didn't set out to do it this way. I was a good lecturer, entertaining, liked. One day I looked  in the mirror and thought, you're a phony. It's a betrayal of trust. You know how people learn, you've studied this stuff and then you go and deliver an hour lecture. Now, I don't, I’m all blogs, peer-review, and discussion. But it is a huge pressure pushing up against the direction of higher education. I hear ‘herd them in, don't spend time with your students, get in and out of the classroom quickly as possible’. I feel they're crushing these kids.Figure 4.4.1
 The Evidence-Based Dialogic Non-Conformist


My students tell me my space is different, not like a normal class, it feels chaotic. Yet they know it’s planned this way. There was a girl who said I've never taken a class where I've actually had to do any thinking, this is hardest I’ve ever worked. They work much harder when they're writing for each other than they do for me, because they're evaluating each other's work. They decide which discussions they participate in, what topics are discussed, and take turns taking the lead. In other classes they don’t get to see work that's really good. It's all done in secret. Nobody knows what anybody else's grades are or really see what you are looking for. Sometimes I’ll sit and I'll participate in their discussions. I don't tell them what to read, or write, think or believe. I just give enough background to know what they're trying to figure out. I don't control the content. They do. I don’t even give them key papers. They'll find them, they're not stupid.

[bookmark: _Hlk91178743]There are some who don't engage. I let them know early on, you’re the adult. You decide. I'm not going to baby you along. I want to empower you. Sometimes I have to poke the bear. But usually it's enjoyable. I want fun but focused spaces where students learn from mistakes, develop perseverance and a willingness to self-correct. I want them to defend their evidence but also bring others to consensus. I ask they bring their own motivation and self-care.  I will challenge, provoke, point in a direction, but if they don't want it, I don't care. Sometimes I feel very alone, even isolated from many of my peers. It is lonely trying to convince people.” 

Persona 1 is a non-conformist rational thinker that is committed to the science of learning. HOTS development is facilitated through dialogic teaching, specifically peer-reviewed blogging and discussion that is underpinned with robust evidence. There is a need to create a fun but focused space where students can learn from mistakes, develop perseverance, and a willingness to self-correct. Affording independence in inquiry and self-management, students are given wings to fly.
[bookmark: _Toc112541723][bookmark: _Hlk102077624]4.4.2 Vignette 2: The Authentic Reflector-Crafter 

Persona 2 (figure 4.4.2) experiences facilitating HOTS development as sparking authentic thinking through bonded reflective communities, with openness, courage, and vulnerability.
[bookmark: _Hlk89348654][bookmark: _Hlk89374963]
“I’m fighting against a competitively-orientated, sterilised, limiting system that slots students in. I recognise I’m rebelling against my own broken experiences of schooling. I’m frustrated by a curriculum that moulds risk-averse students obsessed by grade point averages.Figure 4.4.2 
The Authentic Reflector-Crafter


My class has a reputation. I don’t babysit or protect students from emotional engagement. I want them to trust me, like a parent, to expose them to transformative learning, to face their inner obstacles. They need to be on a path with a heart. I ask they select a real-life issue, so they can, through their passion, create value. I’m giving them freedom and choice to create and lead their own learning context. Even if that means going off looking at elephants. I create safe spaces with enough runway for students to experience discomfort, learn and grow.. I step back to give them room to fail, and to deal with the ambiguity, and to then unscramble and make sense of it all. It can be a baptism of fire. When it’s tough, or there’s some disconcerting dilemma, it becomes authentic. 

I say to them, I need a deep understanding of who you are, and your willingness to accept who you are as a person. In return I’ll role model with my own vulnerability. I'm always very vulnerable when I teach. I share all of my faults. I ask my students to collectively come up with questions for me to reflect on. I become rich by spending myself. Good teaching cannot be reduced technique because we teach who we are. As a collective who trust one another, we engage in many rounds of reflection. It’s horizontal, vertical, and layered, and goes down to values, until we can face our own truth. There’s a lot of care, understanding and trust flowing through our bonded community. The deeper we go, the harder it gets. Some get stuck at the surface level, but I won’t walk away.  I try to reflect daily, live an examined life. I feel it’s taken courage, vulnerability and time to hone my craft to help students authentically. I have learnt to move my own fear out of the equation. What I have to give is freedom, not knowledge. Knowledge comes from the freedom to explore the boundaries between our inner and outer worlds.”

Persona 2 models an examined life with courage and vulnerability. HOTS development is facilitated through the nurture of reflective bonded student groups. There is a need to encourage students to engage in real-world challenges which ignite passion and support authentic competence. Access to experiential opportunities backgrounded with care, understanding, and trust, students are free to explore the boundaries between their inner and outer worlds.   

[bookmark: _Toc112541724]4.4.3 Vignette 3: The Impassioned Empowerer 

Persona 3 (figure 4.4.3) experiences facilitating HOTS development by modelling deep connective thinking, with passion and care.
Figure 4.4.3
 The Empassioned Empowerer  


[bookmark: _Hlk102077681][bookmark: _Hlk91518831]“I sometimes get frustrated getting students to think deeply about topics, to make the connections that they need. I spend hours walking them through thinking models or strategies. Being able to express initial ideas in their own words is the foundation for understanding the logical connections between ideas or between ideas and concepts. I get a much higher quality of thinking from their own understanding. But it takes constant effort getting students to up the ante in a sophistication of thinking. I try to push them out of their comfort zone safely; to walk out on that branch, but know if it breaks I’m here to catch them. I need time and space with students to get them questioning, and engaging in discussions where they can listen, probe and interrogate deeply. But a lack of time is endemic in the system, forcing superficial practice. 
[bookmark: _Hlk91517526]I’m very focused on my questioning and getting students to really think critically about topics and to understand the interconnectedness of everything. For any problem, I get them to investigate how that problem came about, and explain its current state and predicted future. I try to embed higher-order thinking in the context of solving real problems so they can demonstrate their power, passion, and humanity to be able to change the world. I get the creativity from them when they are naturally in flow. I can’t flip engagement like a switch. The quality of the collaboration matters. Students being able to comment on each other's questions, add value or disagree, that’s what takes the higher-order thinking up the next level.
[bookmark: _Hlk91518734]To be credible I role-model continuous learning. I have my own mentor that kindly strips my thinking down. To help others, I try to see ahead where I want to take them, and then come back and meta-cognitively develop a pathway to get there. It’s exhausting but I get a real rush. I go into this place in my head. I’m self-analyse my thinking. I’m looking up. Maybe it's the dopamine, but I get very passionate, very activated. I love my job but I am also so  physically, mentally and emotionally present, it can be very draining. I’ve suffered adrenal exhaustion. I get depressed when I have to work in a very structured educational setting and get upset about the souls being destroyed by institutionalized education.”
[bookmark: _Hlk108784366]Persona 3 passionately models critical, creative, and metacognitive strategies that support connective and sophisticated thinking. HOTS development is facilitated through exercises that bridge the gap between past, current, and future states, and fine-tune the ability to listen, question, and interrogate deeply. There is a need to push students out of comfort zones and into action. Affording opportunities to work on real problems together allows for students’ power, passion, and humanity to show through.
[bookmark: _Toc112541725]4.4.4 Vignette 4: The Pragmatic Challenge-Setter 

Persona 4 (figure 4.4.4) experiences facilitating HOTS development as setting demanding tasks to stretch thinking potential for real-world application, with a sense of discipline and duty.
“I want them to stretch their thinking. I want them to put the extra effort in, not want things to be easy. I’m preparing them for the real world, for future employability or whatever they want to do. I know I am a hard task-master, I know my reputation. They think I’m harder than the rest. They think I’m a perfectionist but they are bound for the real-world and I say they need to aim for 100 per cent. Their boss isn’t going to accept an unfinished job. Figure 4.4.4 
The Pragmatic Challenge Setter


I am flexible. Some students come in better prepared for the challenges than others. Regardless of where they start from, I help them. I pay attention to levels of self-motivation and target that they work through difficulties in independence, be willing to try things out. It doesn’t matter if they mess up, as long as they keep on trying. I can’t force them to do things correctly but I am not going to lower the bar just so they barely get by, just to make them feel more comfortable. I want them to raise themselves up. Improved thinking comes from them being able to help others. I’ll give students responsibility to hone their skills through helping others in the room. They can actually be the teacher, although it may be an a one-on-one or perhaps one to two situation. I’ll still make sure that they're staying on track, but they're given the responsibility.

I’m driven by a strong sense of duty to be a credible and authentic role model. I’m continually keeping up-to-date with my subject, to set an example and show I have the same struggles. I’m selling the mindset to continually improve because everything is always changing. Change and be flexible, or get left behind.

I like integrating story-telling type content in. I get caught up in the class when its wrapped around story. I try to find those things that I think maybe difficult to do, not really simplify but to try to make it things more understandable. It’s important to enjoy what you are doing.

[bookmark: _Hlk107261620]The work is really hard, it is easy to burn out. I have had to learn to switch off,  step away for some release, as a form of coping mechanism.”  
Persona 4 presents as a disciplined task-master, setting a high bar for growth. HOTS development is facilitated through demanding tasks in an environment where self-motivation to work through difficulties in independence is encouraged. There is a need to prepare students to deliver to the expectations of their future employers. Real-world expectations and authentic modelling amplify the need for a continuous improvement mindset fit for an ever-changing world. 
[bookmark: _Toc112541726]4.4.5 Vignette 5: The Artistic Entertainer 

[bookmark: _Hlk107261843]Persona 5 (figure 4.4.5) experiences facilitating HOTS development as breaking-through new thinking through interactive and playful engagement, with energy, passion, and paternal-like care.Figure 4.4.5 
The Artistic Entertainer

[bookmark: _Hlk77247263][bookmark: _Hlk102077703][bookmark: _Hlk77248953][bookmark: _Hlk107239774]“I approach thinking as a performance. I am physically all over the classroom. I wave my arms around; I notice I touch my heart. I am injecting energy. I want memorable moments. I need an interactive space packed with humour and fun, not a stage with a passive audience. To get them enthused, I navigate to games, creative video content, role-play, the classics, and classical literature like Shakespeare. I use analogy and metaphor and scenarios so students can adopt the lens of different characters, then discuss the impact of decisions and the emotions involved. I also do my own selections of contemporary plays or tv that students relate to. With a bit of artistic craft and artisan magic stuff I try to create value out of nothing, in a sort of subliminal way. It's what I'm doing when I’m in flow.

It takes a while to get to know and gain the confidence of all my students. Quiet moments like fireside chats work for some. A student shared I had improved the way she talks to her children. It brought a tear to my eye. I feel very paternal. I trying to build a caring environment, so they are sharing emotions and trust, necessary for the depth of discussions that help criticality.  

Some students just want to be filled up with information, it can be very frustrating. Getting some into that new space can be wearing. You see someone is putting in the effort and energy but for whatever reason it’s not worked. Like we are on different tracks. They are on the Northern line and I'm on the Jubilee line. I feel like higher-order thinking work is like a scouting situation, you must lead from the back, pushing them forward, and not get too far ahead that you lose them. I notice their vocabulary starts to change.

I was always on guard not to cause offence, dodging sensitive topics like religion but this is what they want to talk about. I love I am more confident in my skill and the relationships I build. I am talking from my heart. I genuinely love what I'm doing. This engenders a trust that is reciprocated. I'll go in and say yes this is blimming working, it's like this collision of serendipitous aspects of my life. A serendipitous breakthrough of thinking together. I get these lovely comments from students and it is a magical moment, magical feedback.”

Persona 5 crafts a creative and playful performance to engage students with new thinking. HOTS development is facilitated through engaging students in interactive activities that are safe, fun, yet challenging, and fit personal contexts. There is a need to encourage students to adopt varying lenses, for reaction, action, critical, reflective, and creative thinking. Exposing students to encounters that promote safe and open dialogue supports the required criticality.

[bookmark: _Toc112541727]4.4.6 Vignette 6: The Rhizomatic Sherpa

[bookmark: _Hlk77861097][bookmark: _Hlk91603576][bookmark: _Hlk102077713]Persona 6 (figure 4.4.6) experiences facilitating HOTS development as curating a rhizomatic thinking community that embraces complexity and uncertainty, with alertness and emotional transparency.
[bookmark: _Hlk78224938][bookmark: _Hlk76730885] “At the start, I don’t know who they are or where we're going. I’m still going to lead but it’s a negotiation of where we're going by getting to know each other. I’m not in charge of the learning, I am a Sherpa trying to help them get up their mountain, up the next level or further down their road, even fly away. It not a striated line. What I care about is getting someone to a new place inside of their ability to approach something. To be able to see seven sides of something at the same time. I feel like a canny mediator, mediating between the students and between the student and themself. Figure 4.4.6 
The Rhizomatic Sherpa


[bookmark: _Hlk91603852]I’m trying to them to break from habits. It’s terrifying. I’ve been there myself. But they have to be willing to take on something uncomfortable, be open to new perspectives. It’s deprogramming to reprogram.

[bookmark: _Hlk77846330][bookmark: _Hlk91603330][bookmark: _Hlk77848314][bookmark: _Hlk77852258][bookmark: _Hlk77854209]I’m always present, always on a high state of alert waiting for people to crack. I'm not playing with ideas as much playing with emotions. I also have to be emotionally transparent. It’s an emotional, exhausting and messy journey. I can't force creativity, or the ability to deal with uncertainty or independence on anyone, but it’s up to me to create the conditions for this. I want them to go beyond the letter of the text. Just because it’s written down, doesn’t make it true. I don't want my word relied upon either. I want uncertainty. I want them coming out thinking better for themselves.

[bookmark: _Hlk91604534]I don’t need to be liked. I want to irritate. I’ll make it safe but it’s got to be an environment of uncertainty. On edge and waiting, I tell myself I need to be patient, leave that quiet sit there. I get big rushes when I see the tell-tale milestones get hit, like when the shy person steps in or the dogmatic person realise just how mapped they are or stagnated in thinking. I get huge emotional rushes. I'm in it for those moments of realisation. Supporting rhizomatic learning feels like gardening, like parenting. I want an education system that lives in that kind of complexity and is actually worthwhile for our society. I am  constantly fighting right now against people who are trying to pull us back to the complicated. It’s emotionally exhausting.”

Persona 6 operates with emotional transparency, on high alert to respond with patient support or discomforting challenge. HOTS development is facilitated through a community of diverse connections that embrace uncertainty and rhizomatic thinking. There is a need to support students along individual non-striated pathways through the expected points of discomfort. Affording opportunities to break from habitual patterns and system boundaries, students may liberate their thinking, and see beyond the horizon of their own thinking limitations. 
[bookmark: _Toc112541728]4.4.7 Vignette 7: The Sense-Making Coach

Persona 7 (figure 4.4.7) experiences as facilitating HOTS development as coaching for real-world challenges pressured performance and reflective practice, with in-the-moment intuitive responding.
[bookmark: _Hlk99800864]       “I feel like a basketball coach. I don't sit on the side-lines but am on the court, mentally prepping them for higher-order thinking on real problems that are time sensitive and have constraints. I get them ready to go onto the court, pulling all that information together, working together, and ready for the complexity. Artificial situations don’t cut it. I get them to a choose a problem in their community. It's the right amount of pressure followed by reflection time that gets HOTS going. Students can fake the game writing essays. Figure 2.4.7 
The Sense-Making Coach


[bookmark: _Hlk79957760]It’s emotional. They get emotional when they're not sure. I spend a lot of time anxious alongside them as they try to make sense of things. It’s not always about motivating them forward, it's a stepping back so they play out their own game. Just in time learning. It’s hard not to intercede and present options. Not take the opportunity from them. 
I educate intuitively. An old teacher said to me I don't know what it is you do, but it’s magic. I like that. I think very deeply about what I am doing. I can feel the cognitive effort to hold that space, let them process, and wait to hear them. I get anxious I haven't connected. I want engaging and thought provoking situations but I’m constantly monitoring feelings, to check all is well. I role model metacognitive understanding. I share my solution processes and invite questions on them, discuss doing things in different ways, and to forecast what will happen. I am openly reflective about what and how I do things and consider different ways.
[bookmark: _Hlk102077764][bookmark: _Hlk107483315]I march to a different beat. Ask forgiveness rather than permission to do things. Teaching is an important job but I can struggle with my identity. Am I a researcher or educator? I’m both which is interesting but it’s racked with tensions. There’s extreme regulation around the job, like how I report and evidence everything, and it interferes with being agile. There’s more praise for the capacity to research than developing thinkers. Yet witnessing a change in creative or critical thinking skill is incredibly empowering and exciting. I feel so joyful.”
Persona 7 intuitively coaches on the side-lines for real-world preparedness, whilst role-modelling reflective practice emotional responsiveness. HOTS development is facilitated by engaging students in thought-provoking situations. There is a need to afford students the time and space for tackling difficult real-world challenges that are time-sensitive and with constraints. Pressured problem solving without direct intercession gives students the opportunity to articulate, question, research, test, and discover, for themselves, in an authentic way.
[bookmark: _Toc112541729]4.4.8 Vignette 8: The Critical Ship’s Captain 

Persona 8 (figure 4.4.8) experiences facilitating HOTS development as navigating a community of critical friends through collaboration and conflict to overcome cognitive dissonance, with a calm and synced brain-heart attentiveness.
Figure 4.4.8 
The Critical Ship’s Captain

      “If you want it to happen, you've got to design for it. I want a sense of rigor, a sense of challenge. Overcoming obstacles creates a sense of accomplishment. I want my students to experience the power of relationship and learning in communities, to experience genuine collaboration.
       I’m the captain of the ship, the Instructor of Record. I’ve got to keep the ship moving through the waves. I’m responsible for their safe passage. It takes planning. It means modelling learning, critical thinking, and leadership. I’m pushing people out of comfort zones, to experience cognitive dissonance. I temper my approach to suit need. I am heavy handed when they need frankness. For others, I’d crush them with force or pressure, so I can be more sensitive, more nuanced. 

I get them to select up to three critical friends to give and receive constructive feedback. I get some push back when I break up friendship groups as they tend towards group think or are just too safe with each other. I don’t want people yelling, but they need some conflict.

I used to judge success on how I felt things were going. Now I observe and listen more so students focus on their stories and contexts. I'm trying to be patient and not be the expert. I have to monitor for this as I'm trained to talk. They need reflection and quiet time. I pay attention to my brain heart connection, trying to get them in sync. I would get too emotional, almost irrational or swing too cold. I try and calm my heart and regulate my emotions. 

[bookmark: _Hlk102077795]I have a fragile ego. To empower requires handing over control. I still need to scaffold. I am a lecturer-holic and love my work. I hold a mirror up to myself, but the mirror sometimes lies, so I depend on critical feedback from the students. I try to model a growth mindset but there are days I get stuck in the mud. It requires constant vigilance to keep my mind open.”

Persona 8 is emotionally present whilst responsibly navigating students safely through the uncomfortable passage of thinking development. HOTS development is facilitated through a challenging learning environment, designed for a healthy level of conflict. There is a need to induce cognitive dissonance in a pressured environment that is calibrated to suit individual sensibilities i.e. that neither crushes nor disempowers. Working with a genuine community of critical peers who exchange honest and constructive challenges is an intentional design that can bring the required rigor to thinking.
[bookmark: _Toc112541730]4.4.9 Vignette 9: The Windsurfing Imaginative Meddler

Persona 9 (figure 4.4.9) experiences facilitating HOTS development as embracing uncertainty, and ambiguity to develop curiosity and embodied cognition for innovative thinking, with a free and rich flow of tacit awareness.
“The way I teach is perhaps under my own radar, my own awareness. I’m doing things because they feel right. I’m influenced by the feedback I get from students, past and present, on what they value most from me. I try and make sense of that, finding patterns in there. I rely a lot on alumni to create and innovate through their insights. Alumni also support real-life context role-play with students. Technology has changed engagement enormously. The students put up discussion threads on Facebook and alumni chip in. Students wants to be the alumni helping in the future. Figure 4.4.9 
The Windsurfing Imaginative Meddler


What I do doesn’t always translate to formal teaching language, resulting in push back from management. It’s a shock being pulled between the system and the students. I do the research to get the evidence to be able to continue. Exposing low-level learning in the system has pushed me to my boundaries. 

I feel like a skilled meddler. I will enter the class purposefully flustered. Acting. Feigning some incident which warrants a last minute change to the brief. I’ll dip in and out of the room, leave them hanging with more ambiguity, the equilibrium upset. I force divergent thinking. Everything’s revisited. I change the temporal lens so they dig deeper than their perception of the past, and project into multiple futures. I don’t want multiple ideas of the same thing with minimal change. I don’t set parameters that kill their creativity, I make them hungry with curiosity. Throwing curveballs, I have them shifting and able to unlearn. Students are emotionally challenged. It’s a roller coaster for me too. I feel like a lone spirit. It’s been a journey of faith and fear. I’ve overcome imposter syndrome and am now confident with uncertainty. 

It's like teaching windsurfing, bouncing on a board with a heavy sail on a wavy sea. The moment you pull the board with any strength, the wind knocks you off. I teach students to be confident, to bend their knees, take the wind in their sails, to pay attention to what’s going on around them. The ones who fall off the most and persevere get it. But not if they’re afraid to fall. It’s learning from muscle memory, not knowing what to do. The whole HOTS process is like this, whilst also being imaginative.”
Persona 9 is an intuitive visual-orientated creative disruptor who promotes imagination, open thinking, and emotional expression. HOTS development is facilitated through curiosity-led learning and real-life scenario-based design thinking and problem-based project work. There is a need for space for students to bring their own ideas to fruition before being weighted by theory, whilst being exposed to the risk and confusion of authentic learning. Exposure to pressure-inducing scenarios in ever-changing contexts,   helps students develop a temporal focus. 
[bookmark: _Toc112541731]4.4.10 Vignette 10: The Holistic Connector

Persona 10 (figure 4.4.10) experiences facilitating HOTS development as mentoring for transformative thinking through alternative reality immersive experience, with an appetite for exploration, connection, and reflection.
[bookmark: _Hlk102077810]“Helping others with critical and creative thinking is as much my journey as it is theirs. It’s a journey from me to we, from self to society. It’s about self-discovery and self-awareness as well as understanding society, social and the class systems, the economy and the environment. It’s about interconnections between us and society, how our actions influence the world.Figure 4.4.10 
The Holistic Connector

I want students to experience realities different from their everyday. It’s what triggers a different kind of thinking. It needs mentorship. I need to ask the right questions and connect students with opportunities for different perspectives. I push them out of their comfort zone. Immersion experiences, away from their familiar spaces and friendships, with head, heart, and hand, I believe is a precondition for higher-order thinking. People flower in new experiences. I’ve witnessed first-hand the transformation of thinking when immersed in new contexts. You figure out how little you know and how far your knowledge can take you, and that all knowledge is subjective. When there’s no budget, I’ll backfill with games, storytelling or simulations, as participatory as possible, but it’s never the same. I want my students to have first-hand exposure, to have the freedom, the learning from the discomfort. I’ve been there. I’ve discovered the world is beyond my own little isle and understanding. I’ve cried over trying to help people experience something new. I push myself to experiment with new tools to try to improve experiences online.  Human connection is important. For the development of critical thinking, creativity, innovation, expression, and communication, you have to be moving alongside them, giving feedback, pushing and  nudging along.
I was changed by studying art appreciation, seeing emotions and new perspectives. It's not that art has something to say to you, but saying something to you about who you are. I’m still asking questions about who I am, about the world and its systems, seeking a better alternative. I want to connect with, and connect people together. I want them discussing new topics, and broadening perspectives to make their world view more rich.” 
Persona 10 mentors for perspective enrichment, and improved self-awareness and social responsibility. HOTS development is facilitated through an exploration of the interconnectedness’ that unites one with society and its various systems. There is a need to provide spaces for immersive experiences supported by targeted questions and reflective inquiry. Encouraging students to experience life with their head, heart, and hand provides for a more holistic connection with the world.
[bookmark: _Toc112541732]4.4.11 Vignette 11: The Anti-Corporate Conductor

Persona 11 (figure 4.4.11) experiences facilitating HOTS development as conducting creative, curious, and critical thinking in a reflective bonded community, with unmasked authenticity and openness.
“I focus on nurturing curiosity and authenticity. They’re two key conditions for creative and critical learning. Curiosity goes hand-in-hand with criticality because they then need to explain to you why. I want my students to embrace authenticity and form their own opinions. Take their own path. I don’t want answers they think I want to hear. I take care with how I ask my questions. I spend a lot of time framing things in different ways, to ignite curiosity and encourage authenticity, all the time prepping for the real world. Figure 4.4.11 
The Anti-Corporate Conductor


[bookmark: _Hlk86510490][bookmark: _Hlk86164301][bookmark: _Hlk86434914][bookmark: _Hlk86510788][bookmark: _Hlk86165968]I share my vulnerability. I share my life experiences. And they're not always about success. I bring my authentic self. I give them a piece of myself. Communication is two-way. They share experiences and learning with me, and vice versa. It’s dignified. I love that. They challenge my thinking and expose me to new ideas. I don't lead, I invite them to share themselves first. I follow those threads. I’m not there to tell them things. I give freedom. It doesn’t just work on its own. I‘m the conductor bringing things together. Everybody has their own start points, so I track personal progression. I bring them together to find the common bonds for a strong learning foundation to build on. There’s a lot of reflection too. They argue, and they struggle with other commitments. I push them. It's not a continuous line, but everybody will make some sort of change. 

Some managers expect me to just do as they say, not challenge back, and be managed. I won’t wear the  corporate hat. I appreciate professionalism but I won’t wear the mask sometimes expected. I feel lucky to be one of few allowed to be themselves but I’ve earnt my freedom simmered away in the background getting results. It's a real tightrope walk being authentic. I’ll support management as they have accountability for me but I’ll positively challenge. I’m perceived as a lone ranger but am seen to work in a positive way across all departments. I share my knowledge. I help bring the ecosystem together. When I doing this it feels like being part of an Olympic team, or going to the best party. It's just brilliant, so energizing.”

Persona 11, freeing from corporate thinking, orchestrates students’ authentic and reflective engagement. HOTS development is facilitated through a bonded group’s frank conversations and is supported by creativity-inspired curiosity-enabling questions. There is a need to create    community of self-disclosure which use common bonds as a learning foundation. Drawing upon the inputs of a community that contributes honestly on personal life contexts and trials expands student knowledge and enriches thinking.
[bookmark: _Toc112541733][bookmark: _Hlk102077829]4.4.12 Vignette 12: The Critically-Reflective Agitator

Persona 12 (figure 4.4.12) experiences facilitating HOTS development as addressing habitual thinking through contentious material, with a critical openness and somatic attentiveness.  
  “I help people think about their assumptions, morality, and the effects of their behaviour and actions, to move them out of familiar thinking. I use contentious topics. They get a lot from well-structured discussion, that’s where the light bulbs go on. I encourage questions and reactions as we go along. Recently I had to deal with someone trying to troll the group. I didn’t back down but built a case as to why it's important to think critically. Yet I’m always discombobulated by this type of pushback, like I'm on the verge of losing control. I have to step back and remind myself of the natural rhythm of learning, it’s not that I'm failing. I’m constantly learning about my own practice. I have a somatic intelligence now, more comfortable staying in the moment when challenges arise, acknowledging the dissonance. It’s taken a long time. I don’t know what they bring to the class. Control is mythological.Figure 4.4.12 
The Critically-Reflective Agitator


I like modelling exercises. I’ll begin a workshop by a fairly lengthy autobiographical disclosure and also expose how my own attitudes, instincts and habits have led me to commit some microaggression. I'm modelling a self-reflective critical orientation about my own personhood. I’m also really interested in the quality of student questioning. It’s a good in-the-moment take on how well they’re grappling with the material. I’m constantly monitoring reactions. There’s pushback because it’s personal and threatening. Higher-order thinking isn’t just a cognitive activity, it's deeply emotional. I’m always tuned in to audience reaction, going with the flow or lack of energy. Even when they aren’t displaying emotion they’re probably feeling at sea, intimidated, or worried. Sometimes it feels I'm dragging my feet through mud due to the resistance, hostility, or apathy. I can get demoralised, and want to huddle up in a corner. But it’s also about my reactions. Once a student said something so powerful I started to cry. I remember fighting it, then thought this is insane. Self-disclosure is a teachable moment. Keeping up a facade of perfection and calm objectivity is exhausting. I prefer team teaching even when it doubles my workload. A colleague to step in when I need to say with the discomfort. It’s an inbuilt support system, and with whom, you can just vent.” 
Persona 12 models a somatically aware self-reflective critical orientation. HOTS development is facilitated through questions and discussion on contentious topics. There is a need for space to deep dive into assumptions and the associated links to morality, behaviours, and actions, which can result in emotional turbulence. Encouraging emotional openness and awareness of the mind-body relationship through points of discomfort and uncertainty can move students out of their familiar way of thinking. 
[bookmark: _Toc112541734]4.5 Part Two: Phenomenological (invariant) themes  of educators facilitating HOTS

[bookmark: _Hlk101615207]Part two explicates the findings of the Heideggerian ontological existential analytic which identified 30 sub-themes clustered into the first five phenomenological themes, the sixth focusing on technology is presented in part three.

The existential analytic of Dasein (Heidegger, 1926/1962), is s a theoretical framework formed from a theory of the human being as ‘Being-in-the-World’ (In-der-Welt-Sein)(Donnelly, 1998). It is an interpretation that begins with the existential situation in the everyday world where the human being finds himself/herself immersed (Joensuu, 2011). The existentials  naturally flow through the participants’ experiences creating their life-worlds.

Sub-themes as collated table 4 more richly explain the phenomenon and account for the nuances of how the 12 educators make sense of how they experience the phenomenon in their own contexts.Where influencing the researcher interpretation, Heideggerian terms are identified in bold, with original German translation in italics. It is noted that these themes and sub-themes, alike the existentials themselves, aren’t necessarily discrete, and may cross-over.  Whilst Heideggerian terms are removed from final phenomenological theme statements , they are left in the presentation of the findings to give traceability as to how they have served as insight cultivators [listed the Heideggerian Glossary in page x], a drawing down on Heidegger terminology and interpretation of “the being of beings” (1927/1962), and the service in helping overcome the human natural tendency to overlook meaning, to look through it to the entity (Sheehan, 2014, original emphasis).

The findings are intended to be read as influenced by the hermeneutic circle. There is no superior theme, as like Heidegger’s own work, that the themes constantly interact, within interpretation and implication interwoven. That readers, considering a specific piece of text take into account its position within the study’s whole.

ADD IN WHY HEIDEGGER THINKING WORDS ARE USEFUL AND OPEN A NEW WAY OF THINKING ABOUT THINGS.
Brief explanations are provided, followed by the essence statemen  - explain how it structures

[bookmark: _Hlk101993446]HE educator experience facilitating HOTS appear a) as threshold aid supporting student 'potentiality-for- being' b) as cultivating a community/’Being-with’ (Mitsein) structured by 'care' (Sorge), trust, and challenge, and fuelled by curiosity and thirst for discovery c) as openness to the tensions of a paradoxical and multi-dimensional ‘Being-in-the-World’ (In-der-Welt-sein), d) as a world of tact, trials, and technology with which to assist 'the leap into Thinking’, and e) as sensitive responding through an authentic, affective and cognitive ‘disclosedness’ (Erschlossenheit). 
 REVISE   explain why I remove the german terms in final theme statements

Explain use of AS words.  Sheenan 2014 p264  ADD 
  Sheehan, T. (2014). What, after all, was Heidegger about? Continental Philosophy Review, 47(3-4), 249–274. https://doi.org/10.1007/s11007-014-9302-4 to refs

The researcher made heavy use of Heidgegger’s Being and Time - Being and Time’s goal was to articulate the openness that allows for all meaningfulness

The “as” or “as suitable for” indicates a possible relation between a thing and its meaning, or a tool and the task; and such a relation requires a “space” between the relata. Hence I can think and act discursively only by metaphorically “traversing the open space”85 between the tool and the task or the thing and its meaning. That “space” is the clearing. 4. But the clearing must be always already operative in order for there to be an “as” or an “as-suitable-for” at all. 5. Hence, the ever-operative, always-thrown-open clearing is what allows for all cases of meaningfulness (ontologically: all instances of das Sein). The thrown open clearing is thus the “thing itself” of all Heidegger’s work.

ADD IN PN mag stuff




.Table 4.1 
Themes and Sub-themes of the Lived Experiences of HE Educators Fostering HOTS

	Sub-Theme Category
	Aub-themes 	
REMEMBER to update these with new theme labels in abstract, intro and other areas
	Theme 
HE educators, experience facilitating HOTS development:

	1 Educator’s intentionality 

	· As actualising learner possibility 
· As preparing students for a world of uncertainty, risk, and change
· ADD FREEDOM one
· ADD shift out of natural attitude / habituation
· As facilitating a participatory and dynamic ‘co-respondence’ (Ent-sprechen) with the world 
· As accepting of Thrownness (Geworfenheit), to be neither in control nor master of any situation; but that multiplicities of scenario may unfold.    

	as a threshold aid supporting student 'potentiality [ability]-for- being' (Seinkönnen)

	
2 Educator’s environment 

	
· As cultivating a hopeful, caring, and trusting community environment 
· As curating a fluid and ambiguous worldly learning terrain
· As shaping shapes for curiosity-fuelled inquiry through interaction with others 
· As providing experiential and/or immersive activity for engaging and exploratory sense-making 
· Authentic learning contexts


	
as cultivating a community (Mitdasein) structured by care (Sorge), with trust, and challenge, and fuelled by curiosity and thirst for discovery


	
3 Educator’s Role Identity


	· Authenitic leadership through role-model
· As shifting roles
· As disrupting rules and codes and embracing non-conformity to avoid ‘inauthenticity’ (Uneigentlichkeit)   
· ADD REBELLION/disturbance
· As role-modelling attentiveness and reflection: ‘knowing-oneself’ (Sichkennen)  
· As inspiring ‘wonder’ (Thaumazein) to enrich the quest for truth and potential for transformation 
· As sensitive and contextualised responding to others 
· As acting as a conduit of human connectivity
· As providing ‘in-the-moment’ attention to Being, a mindful presence (think JoD)



	

as openness to a paradoxical and multidimensional ‘Being-in-the-World’ (In-der-Welt-sein)



	4 Educator’s Practice 




	
· As ‘letting-be’ (Gelassenheit) and ‘letting learn*’(Lernen lassen) linked to a ‘stepping back’ (Schritt zuruck) from students, affording space to deal with the uncertainty thinking 
· As practicing and promoting mindful thinking
· As promoting the process of ‘unselfing’, a movement outward from the egocentric towards an attunement to the surrounding world, and its interconnectedness 
· As creating opportunities for challenge and creativity, through questions, discourse, and reflection
· As intuitive responding 
· As Need here or in RI – patterns/ interconnectedness
· As fostering 'thinking beyond the tools'


	as a world of tact, trials, and technology, to assist 'the leap into Thinking’


	5 Educator’s Managing Self  

as sensitive responding to others through affective & cognitive ‘disclosedness’ (Erschlossenheit)



	· As recognising the ‘self’ as constantly evolving 
· As investing cognitively, physically & affectively of time (Zein), care (Sorge) and attention 
· As authentic sharing in spite of tensions and challenges 
· As acknowledging the primordial mood of ‘anxiety’ (Angst) may bring forth important and authentic possibilities 2 sources…. Self and of students
· As sensitive and contextualised responding to others 
· As passionate committing to others which may yield joy
· As being open to personal vulnerability and risk



	as sensitive responding to others through affective & cognitive ‘disclosedness’ (Erschlossenheit)
· 

	
	[bookmark: _Hlk102078219]



Note to Alex and Louise THIS TABLE IS CONSTANTLY BEING REITERATED FOR A perfect fit – it will remain at 30 themes but may be slightly distributed after some further digestions and reading
Each one of the five phenomenological themes are unfolded. Due to word-count limitations, interspersed between interpretative writing and paraphrased comments from participants (coded for traceability) are selected examples of vocative text. 

The phenomenological themes are expressed in ‘as’ statements to illuminate the way in which the phenomenon, the facilitation of HOTS, is experienced ontologically.

This theme is interconnected with all the other themes which provide requisite components parts of the phenomenon: what the educator projects towards (theme 1), the type of environment the educator crafts (theme 2), and how the educator’s role-identity plays out (theme 3). Theme 4 focuses in on how  educator practice manifests.
Whilse Heideggerian terms were employed as insight cultivators, it is the phenomenon that shapes the theme statements. A noticeable pull for the researcher was a sense of supporting ‘becoming’ as opposed to ‘being’, and pulls towards more xxx
explore the educators experiences has revealed,  in the process, their problems, paradoxes and dilemmas in facilitating HOTS. “I concur instead with the central hypothesis of Spinelli’s latest book on the practice of existential psychotherapy: that there is a link, and a significant one, between being and becoming, between the structured, ‘particle-like’ world we create for ourselves - perhaps in order to survive, or create a semblance of safety and meaning (what Spinelli calls worldview) - and the fluidity of ‘wave-like’, experiential interdependence (what he calls worlding).” Bazanno, 2009  
  Bazzano. M. (2009). Brave new worlding: a response to: Practising Existential Psychotherapy: The Relational World by Ernesto Spinelli, pp. 216, 2007 London: Sage. Existential Analysis, 20(1), 9–.

(these paragraphs need sharpening to the 6 sub-themes statements)

[bookmark: _Toc112541735][bookmark: _Hlk108891255]4.5.1 Theme 1: Educator intentionality appears as threshold aid for a ‘leap into thinking’ to unlock student potentiality-for-being (as disclosure to the word’s light? PN8) Aboutness PN article – this is not a focus on employability as such – linked to what educators believe/care about/are directed towards.
The educators don’t  explicitlt refer to  as Heidegger would term, the mundane or “intrawordly” entities but to more existential potentialities, and are distanced from employability terms??? 


Thinking development as an evolving journey (a process of ongoing growth [involves a degree of pain]). In educator’s scope/sphere of influence is potential of 'transformation’. Supporting students through a series of crossings, to thinking beyond convention, to make truth one’s own
Note windsurfing – and Heidegger focused on being and D&G becoming.
W/s draws out relationality to a wider connecpt than being with others, but being in the world.

Existence instead is a (process of) becoming—a continuum of pure changes (Williams 2003, pp. 63–69).
· Explain educator/teacher intentionality.
· Intentionality of supporting student’s ‘becoming’ development – discloses a belief in ability to influence/impact, even if in a marginal way. Educator are purposed to awake students self, freedom and independence
· Betrays this is not a contractual role responsibility – they would seek a way even with role constraints., 
· This will is strong, as illuminated by willingness to disrupt, be ostracised, not be popular.
· In terms of potentiality discloses that its no guarantee, exposes lack of control and the free will of the agents. There isnt necessarily a plan or blueprint
· Not doing to students, alongside them supporting, thinking is a personal thinking and can never be fully disclosed to the educator
· Is not stages, no necessarily scaffolded.. highly personal and contextual..

Facilitating HOTS, for HE educators, is intentionality of actualising of another’s thinking capability, acknowledged as an episode in an ever-evolving possibility of growth. They do not speak of comparing against standards or criterion but how students arrive to their own learning. 
Educators are supporting students, through crossings or challenges, to encourage thinking and seeing beyond what they already know. 'potentiality-for- being' (Seinkönnen); that which is possible for Dasein but has not become actual (Beistegui, 2003, p. 27). The educators find meaning in their work, that they support ‘an aspect, at a point in time, of their student’s becoming’
Influenced by Heidegger’s own description of the phenomenological reduction offering a ‘leap’ to ‘an other beginning’ (1999, p. 53), the researcher interprets educators appearing to invite students to embark on a journey during which they may take a leap across an ontological divide of thinking, and this has potential to be experienced as ‘transformation’ (Ehrmantraut, 2010, p. 119). 
We shall never learn what “is called” swimming … or what it “calls for,” by reading a treatise on swimming. Only the leap into the river tells us what is called swimming’ (Heidegger, 1968, p. 21). 
They come thinking differently
Never before thinking like this
All come out with sone change
1.1 As actualising learner possibility 
1.2 As preparing students for a world of uncertainty, risk, and change
1.3 FREEDOM – as a goal (rather than practice)
1.4 shift out of natural attitude / habituation
1.5 As facilitating a participatory and dynamic ‘co-respondence’ (Ent-sprechen) with the world 
1.6 As accepting of Thrownness (Geworfenheit), to be neither in control nor master of any situation; but that multiplicities of scenario may unfold. – as being in flow?   

Make a note that this is not an economic thing – realsiing the economic potential of a student, and it is accepted as non measurable. Paradox in this that the lecturers are preparing for the workforce, students often come to univerisry for the extra pieces of paper that give them access to better jobs. There is core tenet that is anchored to human well-being. Alike Heidegger there is no explicit account of a quantitative representations of potentiality-for-being yet implicit prerequisites may be deduced (Sanni, 2017). Dasein is constantly influenced by its ‘concerns’ and ‘care’ for itself and, arguably, others (Heidegger, 1962, p. 199). Potentiality-for-being points to the fact that Being is always a potential which is waiting to be fulfilled, and this potentiality is based on what Dasein ‘cares’  about. Even well-being is multidimensional and comprises different potentialities or capabilities (Sahn & Young, Sanni, 2017).
Existenece is paradoxical. Unlike theories which try to classify neatedly, this way of understanding tries to call attention to the messy, unstratiated, rich bundling that educators bring alongside the mentorship in thinking work, and that is is not a defined or explicit goal, but a type of impossible approximation to support others towards potentiality that comes form an unconscoious and conscious directedness to support a widening capacity for life in some way, that they be supported towards authenticity and better positioned to see beyonf their own biases and limittaions and stretch further towards …. Where this comes from is another study, but there are common thematic structures to be found across the transcripts. 

What I have to give is freedom, not knowledge. Freedom proceeds knowledge of one's self. Knowledge comes from the freedom to explore the boundaries between our inner and outer worlds [#B2]

A threshold sometimes considered a border, offers a type of gateway. In etymological terms, ‘a point of entering’ (source). Meyer &  Land (2003) consider the threshold concept as akin to a portal, opening up a new and previously inaccessible way of thinking about something. All educators adopt a journey-perspective orientation (happens in stages… better description than marking out specific stages) towards HOTS development as the opportunity to experience, see something anew. With each student there is opportunity to explore new ground with fresh eyes, new terrain to negotiate, inner obstacles to transverse. Metaphorically the educators visualise movement through the air, and over land and sea, in physical and virtual spaces. They describe paths, roads, tracks, zones, mountains, fields, bounded and unbounded spaces, waves and waters, and flight paths. Some spaces or places, that are neither physically inspectable, or easy to visualise. “What I care about is getting someone to a new place inside of themselves” says educator #F6. They speak of boundaries, tree boughs, bubbles, levels, obstacles, changeable conditions, roller coasters, side-lines, regulations, weights, pressure-points that all need to be faced, negotiated, addresses. The spaces and places that structure the learning terrain for the HE education with HOTS as one of their target goals. Accordingly, the essence of the phenomenon begins to take on a form of texturology; the phenomenon of the thinking being developed beings to reveal itself through spatial and material metaphor, associated with journeying, changeable conditions, and multiple pathways, inviting a new panoptic. Furthermore, contrary to analytical thinking which is considered a linear step-by-step process, CT and HOTS is there a reveal that is neither simple, easy or in a continuous forward progression, marked by changes in learning rates and plateaus. 
“I wouldn't say it's an upward thing. It's all over the place. It isn't a continuous line” [K28].

(this is what they want to achieve) The metaphor continues by receiving the concept of momentum and direction. Fundamental to the development journey is the address of thinking that is habituated in ‘comfort zones’. In spite of the variability of practice, all educators share the belief students needed supported intervention to cross over the boundary of comfortable or engrained thinking, to be encouraged to explore ‘inner and outer worlds’ [#B2]. Being unshackled from habituation, a form or lethargic or closed thinking (GIVE QUOTE EXAMPLE), the educators all navigate towards the breaking of assumptive routines, and convinced of the utility of [LINK PN ARTICLE] the stretching impact of challenge, and self-awareness and growth stimulated by the exfoliating attributes of reflection. All interventions are orientated towards supporting to achieve more sophisticated levels of thinking  which will afford them with more freedom, choice, opportunity, and chance of an authentic existence. The educators, all in their own way, experience their work as accompanying their students on personal and collective journeys in which they  walk out of limiting beliefs and assumptions and towards a more hopeful existence. 

The educators all visually imply some form of terrain or pathway that offers access to a new mode of representation or fresh perspective on reality. Thinking development is not done to students but requires students to be complicit in, and care enough to engage willingly. 

There is a directedness towards disturbing a ‘natural attitude’ towards every day thinking. This is described as thinking that is more independent, authentic, transformative, connective, less habitual and rhizomatic. The educator act may improvise as a conduit or directive source that may guide, provoke [#A], spark [#x], stretch [#x] , or enthuses a different way of thinking, of being. This is pragmatically operationalised through manoeuvres that invite a break in habit, a shift in engrained behaviours, a break in the chains of perceptions, which weigh down, exude negativity or entrap in a closedness state of mind.  The discomfort of cognitive dissonance [PN ARTICLE] is targeted, but not the end goal. As noted by Gergen (2009), cognitive dissonance is not targeted to reduce inconsistency amongst thoughts but to access a new world rich in resource and ‘potentials for action’ (p. 135).

Within the educator’s sphere of influence, there is faith in facilitating some form of developmental change in all students supported, yet the extent or nature of each change remains in the hands of the students. The educators are neither in control nor master of any situation, recognising multiplicities scenarios may unfold across the various student contexts supported.
“I will help you think about the things you are doing, come up with better comments, but if you don't want it,  I don't care [A5]. You're paying for it. You decide whether you are going to do something with it [A67].”  Swap with alternative

The educators believe students must take responsibility for themselves, HOTS development cannot be ‘done’ to them, with educators #A1 and #D4 making explicit statements which recognise limitations of influence, learners functioning and engaging at the lower levels is pre-requisite to HOT development.
“Some of them are interested, knowing that somebody cares about what they're doing.. but if [they] don’t care to develop, I don't care …I say you're an adult. You decide what you're going to do. I'm not going to hold your hand and I'm not going to baby along… if you don't want it,  I don't care” [#A1].

[bookmark: _Hlk76554405]“We have students with the level that they come which may actually be beyond what we're trying to teach. And so you can add to those students, if they have the right mindset, they are still going to be teachable. Other’s don’t but it is not my job to force them to do it correctly because they're grownups” [#D4].
Educators, as threshold aids, experience facilitating HOTS as leading by example; as a modelling of the authentic engagement encouraged. For the educators facilitating thinking development is a robust preparedness to meet future challenges of  a changeable, uncertain, and challenging world. There is a tuning inward of focus to the student inner world, as a pre-requisite to projecting their energies out to the world. 
Whilst there is intentionality, the actions are subsumed into the will of the world. There is an maturing knowledge to give into the forces of nature rather than try to control or fashion them. It is a confident falling or leaning into the  unknown, which has high contrast with the rigidity of control. Abandon the idea of control and adopt a more practical outlook. Lean into life’s inevitability, settling into its mystery. The anecdotes reveal an active targeting of hardened values, assumptions and beliefs built up over time. There are exercises focuses on weakening or diluting their resolve.
They inspire others engagement in the world. Like its their world and they have a meaningful role to play in it. In one sense they may or may not be prepared for employability at all. But to have influence in their engagement with the world. 
There is a common strain of character threading through the personas. It is more than benevolence. There is a sense they want to leave a legacy of some sorts.
There is a hopefulness. No matter where they have come from…
1.3 linked to agenda of being free: Freedom pulls through all transcripts in two ways. Educators highly prize the freedom to practice authentically, to be themselves, to bring their own sense of self, values and experiences to shape their interventions. The act of facilitating HOTS itself is experienced as overcoming barriers and resistance to more innovative practice.

1.6 take out others than it can work with the windsurfing analgogy – with the environment – so its less anthroprocentric!
Educators as a resource. Heidgeer humans as a resource.

The meaning of what it means to develop higher-order thinking may be unique. Each educator as their own personalised lived meaning, yet there is a a commonality of a plan to achieve some form of  awakening, based on some form of change or  transformation and, therefore, carries with it the taste of risk. There is a noticing of the psycho-affective rhythm of transformation. The eductaors are aligned in their experience of defensive or aggressive emotions from students asked to justify or delayer their assumptions. To support others in flux, as they draws upon their energy, it requires vigilance and sensitivity. Yet there is a sense of separation from another’s be-coming. Whilst the educator exerts towards,  through a nudge, pressure, force, a disconcerting dilemma, there is an acceptance there is too much complexity and resistance to move another’s student into action, or in to a state of flux. The student remains the their own living centre. All eductaors either acknowledge the limitations of their interventions. ‘I don’t have any control’ [#A1], ‘I can’t force them..’ [#D4] or accept that to do so would “take the opportunity away from them# [#G7].

Reflection importance: Clear the filters that cloud our perception: our opinions, judgements, stereotypes, needs

4.5.2 [bookmark: _Toc112541736][bookmark: _Hlk108891324]Theme 2: Educator environment appears as a cultivated community structured by care, built on trust, openness, and challenge, and fuelled by curiosity  - 

remap it is the call to stimulate a ‘taking care’ of Daesin, - it is a form of supporting students againt to be awakened, to be stirred to care, to wake up to their full potential and its own finitude, and to awaken from a state of societal conditioning, of a reality that they may be held as a type of conditioned slave
              In the state of Sorge Dasein grasps his own reality as projection of the world horizon and, at the same time, as radical finitude. The Dasein who manages, in this sense, to care realizes his responsibility as the unique source of meaning in the world and realizes, in the same instant, his own nothingness as finite being. (Langan, 1959, p. 53)
[bookmark: _Hlk112419605]Recognised as the most basic existential structure of human beings, the notion of Heidegger’s care (Sorge) is of a practical relation to oneself, as a being that relates to its own existence (Rasmussen, 2015, p. 141). In this ways educators interpret HOTS as a supporting students to act as “caretakers of (our own) being” (ibid). The journey is a form of preparation for this care in independence, after they have left the stage of the journey with them, reocgnising too that it is will demand an ongoing state of the student’s attention.
In this way, the educators prepare a place for ‘unconcealment to occur’, “a place into which Dasein can throw the light of his questioning to illumine the things that are and thus bring them out of the darkness” (Russell, 1967, p. 5).
The human is not confined in the present but projects towards the future. A thoughtful invitation to enlightenment, to deepen thinking through access to new worlds, and in relation with others (Mitsein) - the practice of thinking being a shared undertaking. Threshold experiences require trust and courage, to leave the familiar and comfortable to transverse to the new. In a world of distractions, there is a call for in -the-moment* attention to Being.

[bookmark: _Hlk77848328]2.1 As cultivating a hopeful, caring, and trusting community environment   - ‘the call to take care’ -
2.2 As curating a fluid, ambiguous and uncertain worldly learning terrain – add discomfort and risk
2.3 As shaping curiosity-fuelled inquiry through interaction with others 
2.4 As providing experiential and/or immersive activity for engaging and exploratory sense-making 
2.5 As championing authentic learning contexts  - blend with 2.5?
(NEED TO make sure all key words   care, community trust, openness, and challenge and curiosity mentioned.
Unpack caring -is this the same as ‘caring’ thinking’ and not the same as a educator ‘caring for’ a students.
Environment Is Key – not just a process which hangs in space, not just activities, items stacked on a learning platform or self-administered – this does not occur in a vacuum  - in another sense the educators are the learning environment
Use to inform the theme statement more: Adding in the penchant for peer to peer criticlaity and the critical friends, Heidegger’s ‘Being-with’ (Mitsein) that is structured by ‘Care’ (Sorge) gives way to Heidegger’s later term Mitdasein (literally ‘‘Being-there-with’’) which is more than being with, but as a human openness, an interpersonal togetherness. The going along with is pulled through all the transcripts. The possibilities that are brought with everyday being-with others that is not possible alone and also enrich the environment with the required uncertainty. Being-with as a relation to others is not merely proximal or spatial. In fact, non-social Dasein makes no sense (Darbyshire & Oerther, 2020). 
For educators facilitating HOTS, there is a need to create safe yet risk-bearing spaces that allow students to push against and through the boundaries of their thinking; to deepen thinking, and access new worlds. 
A safe space, bit a ‘betwixt and between space’ where one is vulnerable but exposed to opportunity for transformation and empowerment. Places that host ambiguity and tension but offers freedoms for experimentation, risk and growth. 

2.1 The experience of facilitating HOTS is involves cultivating the right environment as a pre-requisite for skills development that will support improved criticality and creativity. Skills that cannot be directly administered but need to be nurtured with care-based community. “I’m constantly curating the building of a community” states #F6. It is an invitation to engage in some discomfort, a catalyst for growth, aided by a support community. With others (Mitsein); the practice of thinking is inevitably both a personal and shared, active and reflective undertaking. 
Early on during the analysis stage, two Heideggerian terms triggered in the interpretation of the descriptions which prioritised the learning environments purposefully shaped by the educators – a collective drive to cultivate a learning terrain which offers  ‘Being-with’ (Mitsein)  structured by ‘care’ (Sorge) exposed. All participants pay significance to the role of others in HOTS development. For example, there is benefit from bonded working groups. As shared by educator #A1, “they work much harder when they're writing for each other than they do for me, because they're evaluating each other's work and they read each other's stuff”.  First digestion would seem that students, gifted with the fuller access to each other’s learning, are seemingly more motivated to perform for each other than they would for the educator. Yet the tracing of relational themes reveals a more potentially more powerful point. Whether it be in a release of more compassion and creativity or honest and authentic feedback from the critical peer, there is a sense that a critical community which maintains a critical focus maybe is a crucial piece. 

It is through others learns may enrich their understanding, of themselves, of others, and their engagement in the world. 

Whilst individual needs, contexts and goals are recognised, they are more than a collection of separate entities on individual pathways, but play a part in a connected whole. There is a turning away of centralising the individual’s development towards the meaning of Being-in-the-world.  This aligns strongly with Dasein, in Being and Time, as always both “communal” and “individual” (Ehrmantraut, 2010, p. 140). 
2.1 Upon further digestion, care as nurturing and protective gives way to a more parental like abiding concern, that students take the opportunity to bond respectfully, and make use of their relation and potential for critique to awaken more fully to themselves and the world. This drills deeper into the wellspring of possibility that may only appear with a more authentic community engagement.
“they work much harder when they're writing for each other than they do for me, because they're evaluating each other's work and they read each other's stuff [#A1]

[bookmark: _Hlk91185510]And, you know, and that's the sort of environment that we were actually operating with, very, very caring, understanding, all around space. I have those sorts of relationships with students…that extends beyond I think you're a good person, they are bonds that become unbreakable. There is a group sense- making. All stages are shared. They read each other’s work, and compare and contrast their feelings [#B2]


“I don't think of learning as accountable like in learning analytics or that it’s replicable, because we're sharing each other's learning experience or life experience. We're sharing our life experience. Having people will forever disagree with you, say I really hated that, let me tell you why. It’s a really important part  of that community” [#F6]

Although it is not formed automatically. Aligned with Hultgren’s work on developing a class of phenomenological writers (1995, p. 374), who describes the experience of sharing oneself in caring community which “beckoned forth our "being-there" together (Dasein) in all of our humanness”, there is an illumination of the required depthful sharing which brings its own tensions, required. Quoting Heidegger (1962, p,27), "To work out the question of being adequately, we must make a being - the inquirer - perspicuous in his own being... The being which each of us is himself and which includes inquiring as one of the possibilities of its being" (Heidegger, 1962: 27). 

The educator is responsible for the creation of such a space and practice for the “being and the time devoted to it” (Hultgren, 1995, p.375). 

They fall out
 they argue
The process demands a type of prescence from one-another

2.1 This is more than fielding students together for collaborative work built upon a care structure. #E5 states that it’s a “caring environment that I’m trying to build”. It’s utility is not as a comfortable and shielded terrain, but means to build a meaningful ‘real world’, encountering of others as “as they are in their being- in- the- world” (Heidegger, 1992, p. 240). 

All the educators reveal social cognition. There is firm acknowledgment they are but just one agent amongst others who enrich the learning terrain with the knowledge, motivations, experiences and critique that they contribute. All the educators are ground in their human reality, that they we are all of the world, we live socially, and engage in the world. Whilst personal reflection and application is encouraged, the students are not left to their own devices, to study in isolation, no matter how capable they maybe, neither do they engage solely with their educator mentor. Active and social learning is intentional by design; it has function. Whilst achieving consensus is valuable for a  functioning society, there is no pressure for an alignment of view. There is sense that this is the training ground for an awakening of senses, access to stimuli for new thinking and acting. It may be a reconstitution of innate abilities of wonder which have been covered over through a life lived, or even a closed or broken education system. It is intentional awareness of not just what but why think and act in specific ways, and the implication of this on the wider world. As John O’Donohue (1998) expresses, the most intimate community is the community of understanding. the community can challenge us to inhabit to the full, our individuality.
Critical communities are favoured, the ones that speak the truth, which are distinguished from the sensibilities of friendship groups or the perils of echo-chambers. The subliminal and overt messaging of competitive world that partly frames the modern education system in which most of the educators have felt trapped by, damaged by or in conflict with is an obstacle to overcome. There is a sense of need to overcome a self-contained individualism and open up to a world purpose. To see and engage in the world as a shared world. There is paradox element to a critical community. It is one in which you are expected to trust and be trusted, and to be vulnerable with your flaws and open to having your core beliefs and values deconstruct without taking it personally. Putting faith in its restorative qualities.  We must face others and in doing so face ourselves. Educators subconsciously know that reach down into the depths of ourselves can face some resistance of sorts; there is need from assistance from another human being. It requires some interaction with the world. Our relations and connections with others test our boundaries. Until we test these, face ourselves, we can’t not grow. Yet the students are exposed to the reality of the real world learning environment.

2.2 Thinking development requires an active consciousness, or else an engaged mind which ‘reaches out’ and into the world. Struggled with the use of ‘community’ as it is seen as a key source of responsible critique, but it is a central component of safety which is required to support the difficult or risky aspects of growth. Whist individual capabilities of students are acknowledge by all educators, limits may be treated as imaginary. They encourage students to use their time together to free themselves of their imagined limits, to purge deep. Their growth environment is one for safe over-reach:
“I hold the space for them [C100]… to walk out on that branch, and know that if the branch breaks that we're there for them to catch them” [C106]

2.2 Educator #I9 further reflects on the emotional connection and motivation of learners with regards to the challenges experienced as an “emotional messy journey” [F73]. There is an expectation of discomfort and uncertainty that triggers emotional outbursts. There must be challenge and exchange. Learning takes place through interaction and a caring community space [F69] as the process calls for something human and co-constructed. There is a feel of a collaborative, reciprocal process, co-constructing understanding, with dominant voices mediated out [F54]. It is important that learners have independence of thought, that they engage with others, not content, for higher-order thinking growth, which is labelled as a ‘growth mindset’ [F29]. The experience of supporting HOTS is focused not on knowledge alone, or specifically constructing knowledge, but on constructing one’s own map, and in to unknown territory, which requires an openness to change one’s habit or adopt a new mindset. 
“Communities [are] better than networks because people care about each other [F84]. We… negotiate where we’re going to go to, by getting to know each other and having that grow out [F21]. I’m calling it growth mindset. Because I know it’s a language that people that are comfortable with them give or take with the research around growth mindset” [F29]. A willingness to take on something we’re uncomfortable with and change our perspectives on something at the beginning [F30]”.

Here there is an embrace of discomfort in the learning environment, to not be all ‘cushy-cushy’ [F31] and caught up in ‘habit’ [F26] and ‘patterns’ [F27]. A recognition critical and higher ordered thinking bring discomfort, irritation and even some anxiety, but it is in those things that we get to ‘another level’ [F26].

2.2 Educators create spaces where they may explore the possibility and value of functioning at the extremes rather than the more general synthesis between the extremes. There are places for calm, quiet, reflection and think time, but also the drive to create demanding disruptive, emotive, controversial spaces. All of which has a taxing effect on the educator. Overall, whilst there is a duty of care to provide safe spaces to encourage a free to fail mentality. There is a sense of adopting a tough attitude to prepare students confidently and maturely for an increasingly complicated, ambiguous, and ever-changing world. 

2.2 Consequently, educator ’12 accepts the journey towards HOTS/critical thinking can fairly be interpreted as a ‘threat’ [L67] by students given the way it may deeply unsettle the paradigms through which students have to date made sense of their world, and in some cases, call their ‘identity 
“People committed to eternal verities can withstand years of dissonant experiences and mountains of contradictory evidence that call these [beliefs] into question.” (Brookfield, 2006 p. 218) and resist going to new places, especially places where beliefs might be held more tentatively.

2.3 This range from being able to calibrate their own assumptions and beliefs against those they learn along with, to extending past familiar environs and into immersive experiences with in others that are socially or culturally different. Exposure visits are organised so that people living in one place can visit another location to observe and learn from the other community’s development activities “A life experience shapes reality and makes them think differently about the world, about the economic systems, about livelihood, about their food, their stereotypes, about food, what is knowledge and what is not.  It’s an important precondition to developing critical thinking” [#J10]. Here HOTS development is experienced as facilitating the opening up of thinking beyond one’s own lived-through reality, an expanding of  horizon. This is not to avoid but to embrace risk, and know if they run into trouble they have the back up and support. The holding space expresses an environment which gives breathing room to express, open up, and simply ‘be’ who they are.
To push against and through the boundaries of one’s thinking is to cross new thresholds. To leave the familiar and comfortable behind require trust bonds, courage, care and support, and a self-sustaining thirst for discovery. 

2.3 The educator A standing back, not for students ‘to be done to’, but as educators responding freely to whatever it is they need to learn. HOTS requires some degree of discomfort. It calls upon students wrest away from that which is comfortable. It is a fight against the ‘they-acceptance*, average everydayness, and inauthentic being. students supported to sense and construct meaning through discourse & communal interaction, which amplifies openness, and wrests from unhiddenness* (towards truth). To think beyond the technological tools, an awareness on how technology may frame/process our world.

2.3 In the stories shared by the participants the ideal thinking development terrain is made up of agents that are intertwined and interdependent. 
Curiosity 

Educator #I9 experiences facilitating HOTS as overcoming the ‘killing’ of ideas [I28}. The educator links interest and enthusiasm for content following student use of their own ideas. Students’ intrinsic motivation for theory is surfaced after they have invested in the thinking process, which allows theory to become more relevant and interesting. Curiosity leads the work and is facilitated through questions that elicit further questions. Educator #9 encourages a wondering phase, about what worked or why they had a problem. Questions [I51] and open thinking [I16] encourage imaginative proposals for potential solutions. Educator #9 also makes use of ‘threshold concepts and troublesome knowledge’ [I29].

The experience of facilitating HOTS for educators is to motivate students to follow their own reading, research, or inquiry pathways.
“That curiosity goes hand-in-hand with critical because they then need to explain to you why” [K8]. 

Educator #I9 doesn’t front-load theory into courses, preferring student to discover that which is appropriate to their own contexts themselves. There is no commitment to listing literature or recommending core books [I9]. Instead educator #9 experiences a felt responsibility to design a learning experience that targets self-motivation for inquiry and curiosity, manifesting as an appetite for discovery. 

2.4.Educator #11 likes the work of HOTS/CT developments as to ‘follow those threads’ [K24].. looking for links of meaning or understanding. Alice in Wonderland curiosity adventures are brought to mind, reinforced by the importance of fostering curiosity alongside critical thinking. “That curiosity goes hand-in-hand with critical because they then need to explain to you why” [K8].
follow many threads, is an act of curiosity and following threads spark curiosity

2.5 This is the real world and as such provides an authentic and meaningful contexts of reference. Without others, drawn from the full tapestry of life, this community would be disingenuous and “the world qua context of significance would not be possible as such” (McMullin, 2003, p. 142).  




[bookmark: _Toc112541737][bookmark: _Hlk108891384]4.5.3 Theme 3: Educator role identity appears as paradoxical and multi-dimensional 

on guard against the 'they"* who restrict possibilities of Being* and risk a fall into inauthenticity i.e. tensions between being professional and being human can lead to a 'levelling down of all possibilities of Being' With contexture and through role-modelling, a demonstration and fostering of sensitive responding to others.
Authenitic leadership through role-model
As shifting roles

List these as paradoxical manouevres
3.1 As disrupting rules and codes and embracing non-conformity to avoid ‘inauthenticity’ (Uneigentlichkeit)   
3.2 ADD REBELLION/disturbance
3.3 As role-modelling attentiveness and reflection: ‘knowing-oneself’ (Sichkennen)   LINK with work on role-modelling GERGEN 2009 p 136  and also self-reflection PN mag
3.4 As inspiring ‘wonder’ (Thaumazein) to enrich the quest for truth and potential for transformation 
3.5 As sensitive and contextualised responding to others 
3.6 As acting as a conduit of human connectivity
3.7 inward and outwards: As providing ‘in-the-moment’ attention to Being, a mindful presence – stepping back (think JoD)

Structure tart with 1st paradoxical 2nd multi-dim

Through the collection of transcripts there is a flood of paradoxes which the educators manage throughout their HOTS work. Paradox denotes contradictory, mutually exclusive elements that exist simultaneously and for which no synthesis or choice is possible nor necessarily desirable (Cameron & Quinn, 1988, p. 2). For the educators These paradoxes bring a number of tensions of learning, organizing, and performing:

· creating safe, calm and quiet reflective spaces vs. opportunities for risk-bearing transformative change
· fun and games vs pain and growth
· care communities vs critical peers
· conflict vs common bonds
· flow vs equilibrium
· a stepping back vs active meddling
· push vs letting be

Maybe too hard to blend with themes but can at least give a quote.

Paradoxical
The word safety is used paradoxically. The nature of shifting thinking requires entry into unsafe spaces, unknown territory. There is a recognition there has to be some form of stressor to have something shift, move. There is a correlation with a perceived cognitive difficulty and its potential to shift something. Without it, you are locked at a lower order of thinking. Yet safe and thinking jar. No one appears to play their practice ‘safe’ although committed to  pedagogical duty of care, for the well-being of others, well-being but to themselves. 
According to Heidegger should develop “comfort with paradox,” so that we resist the urge to solve the paradox and more so Heidegger suggests that we focus our attention to embedded paradoxes, the “things that don’t go together,” because we might find that they inform each other more than we see at first glance. (Gould, 2021).
Meditative thinking is particularly useful for conflict workers because it can be so easy to overgeneralize a solution to a problem, when it would be wiser to affirm that certain differences will remain, and must continue to inform a dynamic, fueled by an ongoing paradox, embedded in the differences between us. Finally, Heidegger suggests that we focus our attention to embedded paradoxes, the “things that don’t go together,” because we might find that they inform each other more than we see at first glance.
Help the disputants explore the layers of difference between them: beyond positions to interests, values, roles, and ongoing dramas. Conflicts generally start with two polarized positions. Deconstructing these positions usually leads to an array of differences that combine to trigger the intensity of conflict. Identifying and isolating these differences can lead to acceptance and accommodation.
Gould 2021

The experience of facilitating HOTS is experienced as an openness to the tensions of paradoxical and multidimensional ‘Being-in-the-World’ (In-derWelt-sein).The 12 HE educators share experiences of facilitating HOTS with students of mixed abilities and levels of motivations which draw on a compendium of pedagogic knowledge, skill, competencies and life experience. For HOTS development, the study reveals, is an experience that is beyond the teaching of the mechanics of argumentation and reasoned judgement. They experience role-identities which are multi-dimensional, and packed with paradoxical manoeuvres.

Multidimensionality
Multidimensionality is an umbrella term that encapsulates individuals’ bundles of attributes and social relations (Liu et al., 2019, p. 197). All the educators use language which reveal an  accompanying role along the students learning journeys. The roles vary to include guides like sherpas and mentors, and a supply of care and nurture, alike a parent or carer, but never a baby-sitter. They coach, act as task-masters, and also build and facilitate different types of bonded or critical community. They perform, entertain, co-celebrate, yet also provoke, chastise and call to account. 
The educators are attuned to a multi-dimensionality of self. They are not working with beans or word… for machines. They all recognise the breath of the starting points, the individuality of the student ability, experience, context, and also bridge this to individual passions and sensibilities. There is a lot of individual attention, an application to different contexts. The work is revealed as demanding and almost unconaiable inside set parameters. Yet they are expected to work within a systems, within lines.. while there student needs and abilities require differentiation and unstraited paths.
They will devolve responsibility. They devolve the lead where they can, knowing like a parent, the plan is for independence, self-management but until that point of release, a module close, they are ultimately responsible for the safe passage and success of learners. Possilbly this makes for exhausted beings.



3.1 They educators are types of rebels [#B2] of the system [#I9] and to their peers [#B2]. Educators who dump a corporate mask due its dampening effect on creativity and critical thinking, and dilution of personal authenticity [#K11] or as educator #I9 shares, a drive to ‘expose’ [I11] that the establishment prioritise ‘low level learning’ [I11] over HOTS.


3.1 Institutionally accepted or not, there is a collective sense of rebellion given all educators, albeit to varying degrees, leak some form frustration, criticism, condemnation or critique of conventional education, with some more explicit with their language.  Words that include ‘crushed’, ‘cheated’ [#A1],    in an  education system that is ‘competitively-orientated’, ‘limiting’, ‘sterlised’ [#B2], ‘institionalised [#C2] , or ‘soft’ [#D4] feature across the transcripts to xx xxxx. 

3.1 There are lonely crusaders [#A1; #K19] who are push up against the systems norms [#A1] wish to avoid the same broken experiences being repeated [#B2] sharing experiences of challenging management [#I9]. There is a sense of what they do is different to the norm across all the participants, and this all contributes to a de-instutitionalizon of thinking, a freeing of minds from constraints, including those of institutionalised boundaries, a  processes of unbinding of their thinking and outside of system constraints. The educators want to gift sight or an awareness or wakefulness in the world. With a wider span of seeing that they open up, there is a high chance of the students flexing and adapting in the  21st century world and the challenges it presents. 

3.3 For all the HE educators authenticity is prized, and demonstrated through an openness and commitment to authentically role-model expected behaviours. Models have been one the most “important pedagogical agents in the history of education, tracing back to the Plato who highlighted  the role model in forming moral consciousness” (Bucher 1997, p. 620). Hobbs (2000) writing on role models in ancient Greek culture, suggests they are helpful long after reason is formed, as they appeal to the ‘non-rational elements’ of the soul (p.60). 

Jesus has  been the ultimate role model from ancient times, through the middle ages, until modern times. Educator #9 explains his movements as “looking over shoulders guiding, advising and just mentoring”.  The students are not to directed or filled with information or theory at the start [I28] but thrown raw into real-life contexts with the role of educator to stand by, drawing on wide ranging professional and life experience. 
(need to pull this out of conclusions more strongly- the journey mentors commitment to the role is more than a contractual commitment_ they live it.! They teach who they are, this is deep commitment)


[bookmark: _Hlk108376313]3.3 Role models Whilst the educators vary in emphasis on what they role-model, there is common essence of authentic leadership in their respective learning domains. Across the transcripts there is emphasis on role modelling a courageous acceptance of  fear, and the ability to cope with and build on failure. They demonstrate emotional awareness and the ability to be self-corrective. Role-modelling vulnerability is expressed as is the willingness to engage in and share outputs of depthful reflection. They are also keen to demonstrate an appetite for learning, often investing lots of time in keeping up to date with their professional credentials. To sustain the journey themselves, most of the educators describe the importance of reflection.
models? Dasein is the kind of being for whom things matter and show up as important. Being a parent is not therefore an external ‘role’ that one enacts or performs. In Heidegger’s account, parenthood is not primarily a social or biological event but a way of being ‘attuned’so that particular things show up as important. Heidegger calls this ‘affective attunement’, ‘Befindlichkeit’ (Sheehan, 2001: 161)
- this is linked to something greater than practice/context but man’s existence in the world.

3.3 They all highlight the experience of being a role model. Sharing strategies, wisdoms or past experiences. Yet they all continue to battle very humanly with all matter of challenge, from the ego through to self-examination
Need a reflective piece here emphasized

“n to the degree of self understanding which man achieves. If my only access to the world is through myself (and how can we possibly deny this?) then the more transparent I am to myself, the more clearly I see others and the world around me. Dasein-recognition frees me from egocentrism for the assumption of my place in the unity of Being.” Russell, 1967, p 80.  Importance of self -reflection an the link from me to we.

3.4 : All educators exude a strong  vocational commitment to their HOTS development endeavour. Their role identity, all shaped by their own personal values and convictions, emancipates students from a more limiting, less hopeful and less authentic existence. There is no fixed measure or distance planned, the variation in student contexts, skills and motivations; thinking itself multi-dimensional and too complex to define. 


3.5 Responding to students: Common to ever single participant is the experience as a continuous source of support to students. Affording students enough space and time [runway] to develop [#C3], they are present to reorientate, take questions [#A1], encouraging from the side-lines, nurturing and inspiring, yet on high alert [#F6] primed to step in and guide through moments of stress or failure [#C3]. They are present for the emotional messy moments [#F6]; pushing and nudging [#J10], open with their vulnerability [#K11], and dispensing personal from the heart advice [#B2].
Educators need to be patient – time spent with students – rather than rushed through SHORT MODULES? Build a knowing patient relationship.

Linked to 3.5 and 3.7
Importance of waiting
The world of becoming is here the one in which we become ourselves; the world where our understanding, expression, and creation takes place; the particularly human world in and through which we become more human. "What is waited for" in the mechanical and natural worlds is clear and distinct. But in the world of becoming the object of waiting is more elusive. Or, even granted that the purpose seems discrete at a certain time, it may nonetheless change as time goes on into something totally opposite, become indistinct.
Waiting is only possible on the condition of a tacit trust in the natural power or process, which is independent of human intervention
manipulation. In the world of becoming, however, the demarcation line between waiting and operation is subtle. For example, an "inspiration" may suddenly hit us while we are resting, doing nothing in particular but drinking tea or taking a bath Anecdotes of such experiences are abundant in the history of discoveries and inventions. Thus, the commonplace distinction between waiting and operation, a distinction which is valid in both natural and mechanical worlds, is not valid in the world of becoming. Rather, waiting and operating, resting and working, penetrate each other to form a holistic process of becoming. In a weak form we know this connection already: sleeping is as important as playing or being awake for a child's development, relaxation is as important as concentration in creative thinking, etc. To better understand waiting in the world of becoming, we may need a good metaphor, one which could get at the mode of being that is prior to the usual separation into operation and waiting. It must be a metaphor which could refer to the productive waiting-working continuum as distinct from the unproductive counterpart which is neither waiting nor working. In any case, waiting FROM VM 2016 p 132
The articulation of the modes of waiting is intended to be of some help to our becoming more mindful of the manifold ways of waiting, of our own and of others, especially for educators in the present context of overwhelming technologization

3.7 STEPPING BACK For educator #G6 the point of non-intercession as experienced as difficult, striking the overall balance between support and challenge requires some effort. Shim and Walczak (2012) assert that the right balance of cognitive challenge and support for critical thinking development necessitates good facilitation skills. This experience suggests that this may be an ongoing conflict and requires ongoing management or discipline. This further reveals a heightened state of awareness one’s almost physical impact on others’ [the students] and their own internal systems [thinking]. Represented as taking the body a step back or physically standing back out of the space, but closer enough to be able to spot any required point of intercession/intervention. Educator #7 makes use of the word ‘intercede’ : 1570s, "to come between in space or time" (obsolete); c. 1600, "to interpose on behalf of another  (https://www.etymonline.com/word/intercede). There is a subconscious lure to support students fought back by a pragmatic conscious effort to thwart a learning opportunity. The ‘balancing act’ as a metaphor to encapsulate the considered movements between stepping or standing back and a forward play of intercession. 


3.7 Without reflection, we go blindly on our way, creating more unintended consequences, and failing to achieve anything useful.
My students need to be on a path with a heart #B2… add in 
Paradoxly all the educators offer moments of challenge.

Summative statement on relationality or lived other is the experience of relating with others maintained within the interpersonal and shared space. “In Relationality included two thematic categories illuminating the experiences of older adults: managing connections and empowering oneself and others. The thematic structures associated with managing connections are seeking and establishing or re‐establishing connections; fostering relations; shifting of support; severing connections; and alone but not lonely. While the thematic category empowering oneself and others was revealed through the following thematic structures: freedom to express; being private in public situations; and going the extra mile” (Castillo et al, 2021)
[bookmark: _Toc112541738][bookmark: _Hlk108891430]4.5.4 Theme 4: Educator practice appears as balancing a world of tact, trials and technology to assist 'the leap into Thinking’

A standing back, not for students ‘to be done to’, but as educators responding freely to whatever it is they need to learn. HOTS involves fight against the ‘they-acceptance*, average everydayness, and inauthentic being. students supported to sense and construct meaning through discourse & communal interaction, which amplifies openness, and wrests from unhiddenness* (towards truth). To think beyond the technological tools, an awareness on how technology may frame/process our world.
Opposing reflection and interaction  ans split into tact, trials and  tech
4.1 As ‘letting-be’ (Gelassenheit) and ‘letting learn*’(Lernen lassen) linked to a ‘stepping back’ (Schritt zuruck) from students, affording space to deal with the uncertainty thinking   TACT
4.2 As practicing and promoting mindful thinking  TACT
4.3 As promoting the process of ‘unselfing’, a movement outward from the egocentric towards an attunement to the surrounding world, and its interconnectedness  TACT
4.4 As creating opportunities for challenge and creativity, through questions, discourse, and reflectionTRIAL
4.5 As intuitive responding TACT
4.6 As fostering 'thinking beyond the tools'  TECH

The educator takes a form of leadership role, they take accountability, although not for the student’s role. There are references to leading or guiding 
“If you don't care to develop yourself. I don't care if you develop. You're an adult. You decide what you're going to do” [#A1].
The invitation tendered by the educator to journey along with them on their course, is not an automatic pass into ‘thinking’, as a jump from one virtual space to another, a flick of a switch  for entry to a higher thinking. There is no guarantee.  There is an invitation to have faith, to trust in the process, if one is prepared to commit to openness, vulnerability and self-care. The theme structure reveals educator practice as an invitation to students to cut away from their current mode of representation, whatever state that be, and take a ‘leap of faith’ into a world of trial, discomfort and hard work, with the potential return of developing their thinking.

Again there is correlation with "doing" phenomenology through letting learn .“To that end, there will be some tension (anxiety and comfort) that each of you will have to resolve about a "first leaving" (familiar paradigm) and a "first entering" (new paradigm) explains Hultgren (1995, p. 371) on supporting students with their phenomenological journey. This applies not just to the context of phenomenology but to the context of developing HOTS skills.

The philosophy that “’being with’ suggests to be more transformative than ‘doing for’” and manifested as taking the time, to slow down, be present, and “be with” our student (Russell, 2016).
4.x In this way educator #1A supports the development metacognitive abilities, thinking about thinking, the questions encourage reflection, an opportunity to unpick the metacognitive strategies employed in the learning situation, an elevation of new questions, and processing information over the recall of information. Quality questioning is prioritised and resonates with the ideas tracing back to Socrates who spent most of his time asking deliberate and organized questions about people’s beliefs and value. “Through questioning, Socrates encouraged his students to explore prior-held beliefs and subsequently to build stronger and more scholarly views” (Nappi, 2016, p30). Educator #1A shares the experience of facilitating CT/HOT supporting students to grapple with complexity and understand different perspectives of any one topic. The experience of facilitating CT/HOT, for educator ‘#1A is taking students incrementally up a level of transmission, build in increasing order of difficulty.

“It's also it's a stepping back too... that's really hard as well, because you're used to problem solving… standing back and watching them try and do it for themselves, know[ing] when not to intercede...” [G6], “to come up with their [own] solution [G7].”

Organise all indents properly.

1 Trial
.
[bookmark: _Hlk91177616][bookmark: _Hlk91179173]“They knew they'd be challenged, they had volunteered to be there. They were prepared to give it a go, deal with this ambiguity. There's discomfort for me and there's discomfort for them and that's a space that we can both grow from. There are these moments, of challenge and discomfort. But they're happening in a trusting place [#B2].”

There is use of stimuli, test and challenge-scenario to help students deconstruct, deprogram and push past limits (trials), all of which elicit varying degrees of discomfort, disorientation and stretch. This is not a residual effect of anger or frustration, resistance and apathy but seen potneital representation of judgement, insecurity or exhaustion of some form of fog lifting or exhaustive peeling away of assumptions and belieers.

2 Tact 

The educators are not solely challenge-centric, as the common and explicit reference to discomfort may belie. Educator practice is undergirded with care and trust with an orientation to maintain good relations and good behaviour to avoid offense even when strong critique and criticality is encouraged. Criticality is not left unchecked, and is monitored and managed by the educators. This is not as a “dodge around sensitive topics” [#E5] but to ensure a healthy balance of unconditional support and unconditional critique. In this way educator’s experience role-modelling for an inner-sense of respectful challenge, as others they engage in community of provocative questioning and critique without judgement.
 (Give example from transcripts – not put up with bad behvaiour)

Throughout the transcripts there is leaning towards uncertainty, which frame the educators’ worlds and practice. Tension is palatable. Yet is not a free fall. It’s planned and can’t be left unchecked. There is still of sense of accountability, to the students, to their management and employer, to themselves. It may present as chaotic but it’s ‘planned [#A1], orchestrated [#11], monitored [#F6]… add more examples in. There is an alertness, to be scanning for dangers or falls, within the communities and across the terrains. 
“I am always on that state of high alert”
Almost like the life guard scanning the waters for imminent danger, across all the depths and swimming competency. Danger lurks but it cannot be closed down, without a sense od real worldliness, it would nullify authentic growth ambition.

“Tacit Knowing as Embodied Knowing” - Michael Polanyi characterizes tacit knowing as a relationship between a focus and its subsidiaries, a relationship that is Ronald Bontekoeoe says “present in all knowing, [since] every act of knowing is just that, an action, and all action involves a focal attending toward the end of the action and a subsidiary or tacit awareness of [all else we go through] to achieve that end.”p3. In ‘The Tacit Dimension’ (Polanyi, 1967) says “We can know more than we can tell.” In this, Polanyi endows the process with an aura of both mystery and uncertainty, that this is a component of practice that cannot be codified in any objectively meaningful way. In pedagogy, specifically, “a personal and vital component is present in the acts of both teaching and learning that contributes an intangible, but nevertheless valuable aspect to the lived experience of both the teacher and the taught”. Educator #9 explains “ways that I had been teaching that perhaps were under my own radar, my own, you know, awareness, things I've been doing just because they sort of felt right” [I5]. This presents as a recognition of teaching at the surface level of awareness, a sense of being self-direct by what feels right rather than known to be right. In this way, the experience of facilitating CT/HOTS, is in part at least, operates from an innate awareness, ‘accessing’ or ‘tapping into’ the unconscious as a method of teaching. That this unconscious space may open up new possibilities for teaching. “I had to do a project remotely...so I decided to…It was more of a hunch” [I68].  Educator #9 further reflects on his pedagogy “I don't think about, you know, any theoretical underpinning that might be there”, yet, “when I read back I suddenly realise all the things I've taken for granted, that the way that I taught, is actually covered by a lot of Gestalt theory, the bi-association of Koestler', people like Kolb”[L43]. There is a sense of the facilitating CT/HOTS  is linked to the educators’ own originary sense-making in the world as a whole as opposed to being influenced by specific theory. An approach which underpins the attitude to how students should make use of theory. The expression of the “taken-for-grantedness” leaks an illusion of the naturalness or common-sense approach.

Thecapacity to synthesis, make connections and see new patterns and relationships contributes to a higher-order level of sense-making is valued, to see  and understand the whole, which draws down on both inductive and deductive thinking.
4.3 Key view – senses as windows which colour our being in the world. Transport/carry impressions between ourselves and the world. There is intentionality in use and promotion of the senses to make sense of being, and our relation with the world. There is an awareness that there should be a harmony, balance , in sync. Some participants are explicit with thiis balance, describing a deliberate attention to head, heart and mind for example.


[bookmark: _Toc112541739][bookmark: _Hlk108891462][bookmark: _Hlk108891220]4.5.5 Theme 5: Educator managing self appears as sensitive responding through an authentic, affective, and cognitive openness 

Educators invest their whole selves, - knowledge, experience, energy, compassion & attention, with energies spent over time. Angst, the human existential experience, challenges comfort and familiarity and opens up the opportunity for a higher level of existence, of authenticity.
. The transcripts revealing a number of physical, mental and emotional modes during the course of their HOTS work
Amplify the authentic life / profession
5.1 As recognising the ‘self’ as constantly evolving 
5.2 As investing cognitively, physically & affectively of time (Zein), care (Sorge) and attention – link to embodied e/g exhausted
5.3 As authentic sharing in spite of tensions and challenges 
5.4 As acknowledging the primordial mood of ‘anxiety’ (Angst) may bring forth important and authentic possibilities 
5.5 As sensitive and contextualised responding to others 
5.6 As passionate committing to others which may yield joy
5.7 As being open to discomfort, personal vulnerability and risk
5.8 being in flow - energy

A strong them as  the educator as a vessel or conduit of openness. Heidegger refers to disclosedness* (Erschlossenheit). Educator #9 invites vulnerability – which creates fear and mix of emotions…emotionally challenging?. This is the embrace of the risk of innovative practice.

openness and unveiling

ADD MESSY Quotes
The educators commonly use the term care.. in this – this is a form of existential care and interest in their being. Quay (2012) reflecting on Ehrmantraut’s (2010) analysis of Heidegger’s Philosophic pedagogy points to the phenomenological understanding of teaching, which concerns an “other’s way” of being, open to the authentic care of the other as an ‘existentiell can-be’ (p. 27, original emphasis).

5.1 continuing OWN JOURNEY: The educators, while a journey companion on (projected towards)  each of their students journeys, as individuals and as collectives, are aware they continue along, in parallel, their own journey. Committing their pieces of who they are to the phenomenon, their own journeys naturally unfolds. 

[bookmark: _Hlk91186123]“I become rich by spending myself […] the satisfaction I feel from helping others makes me feel truly alive” [B68]. 

5.2 Tension, pressure, and anxiety reported. There is a sense of a high emotional load. Whilst there is joy and passion for the work, there are consistent signs of physiological and psychological signs of stress. Fatigue, loneliness, tears, anxiety, excessive working, depression.. The educators role in various maniaueves of various weigted loads, from nudges to openly antongnistic. Sometimes I have to poke the bear [#A1]. Stoke the bear.   Which one agitates. F?, there is a clear wear and exhaustion of psychological responsibility. As they mind the care of their student population they are  managing themselves.

My physical movements are all over the classroom, and I kinda do it on purpose to inject energy into the room. [#E5]

There is an not insignificant expenditure of energy by the educators, who elect to work over and above contracted hours to deliver the best experiences. Or is there a link to workload? high…[implications sections]. This is not a study of causality. The signs are there to read.  

5.2 They gift pieces of themselves. They spend themselves in the process. The educators invest their whole selves, - knowledge, experience, energy, compassion & attention, with energies spent over time.
5.3  Angst, the human existential experience, challenges comfort and familiarity and opens up the opportunity for a higher level of existence, of authenticity.  
5.2 An example of the challenging assumptions work involved educator #1A emphasizes the time invested in encouraging students to regularly reflect upon what assumptions were strengthened, clarified or challenged, and what triggered the change. 
 “In every one of my assignments is an instruction that reads something like what assumptions that you held about the topic were strengthened  or clarified or challenged? What new assumptions were suggested to you about the topic? What new perspectives or information that caused you to think differently did you uncover while drawing the topic? [L29]. And then the final thing I ask, and students often think they can ignore that. What new questions have arisen for you around this topic. I always say, I can't give you a grade until you do that [L31]. The thing I'm most rely on  is the quality of the questioning in the class. I break students into small groups to discuss a topic. I don’t want to hear reports of what is talked about, but one or two questions that were raised in the discussion [L34]. The quality of those questions is a fairly good read on how well students are grappling with this material and understanding its complexity, and understanding that there are different shadings here, different perspectives, and there's some ambiguity [L35]. If the questions are all about, can you repeat or re-explain then we're still at a fairly low level order of transmission mode where they're just soaking it up. I do believe it's an incremental process [L36]”

5.5 passion/commitment. They bring a personal passion into their learning spaces - teaching from strengths and demonstrating to learners how following passions can lead to learning. This is more than role-modelling, there is energy which is consciously projected into the learning space. Educator #E5 to a crowd that's picking up and liking what you're doing. It's fantastic. I’m not in my own bubble  Too way, the . I'm very much going with the flow of energy or lack of, that I'm feeling you know from the crowd.
In a similar way, the emotions are drawn for effect.

5.5 Judging the success of the intervention to trigger or support HOTS through an assessment of ‘connection’ is an intriguing one… the encouragement of students to make connections to a real-life situation and identifying patterns are commonly cited as means to support HOTS but the importance of the educator as the conduit lesser so. This potentially reveals a skilled delicacy or sensitive alertness to the process of facilitating HOTS experienced by the educator who prioritises HOTS.  Beyond the willingness, and a desire  to support HOTS there is an ongoing monitoring and reflectivity that influences the students experience. Decisions made in the moment by the educator, manifest in a form of pedagogical tact leading the learner towards growth (van Manen, 1991) and supporting subtle judgements on appropriate points of intervention. There is an illumination of an educator overt skill to be actively and deliberate know sense their way through the act of facilitating HOTS. This suggest possibly an intervention more purposeful, however subtle the moments may be, than a more broader conceptualisations that affords for example, of an educator’s intuition as to know what to do when supporting HOTS. Sinclair (2011) offers a view of intuition in its broadest sense: as direct knowing without conscious information processing. Furthermore that there is a sense that this draws on the educators limited cognitive control.  In the act of supporting HOTS, educator #7 has to “think very deeply about what I am doing” [G13]. “I end up sort of stopping of when I’m going to say something” [G13], a recognition, compare to when “you teach and you talk to people…this…takes a lot more cognitive effort” [G13]. Educator #7 thus experiences the facilitating CT/HOTS as consciously trading the amount of cognitive control they afford, moving between deep thinking and direct engagement with the students. This paints almost a sweeping back and forth movement from the more resource draining cognitive thinking which claims some introspection and the engagement with the student(s). This may highlight a unique phenomenality of the educator supporting and tracking the development of thinking of others, that it requires another layer of control and skills to be present in one’s own space whilst they attend to its development in others, that it indeed may draw exhaustively on their mental resources and the level of introspection require.

5.7 For educator #12, the experience of student resistance is significant, failing to dilute in its disorientating effects over time. “The chief emotional response [from students] is …a lot of pushback and a lot of resistance” [L3], which is “very, very challenging” [L5]. . “They push back. I expect that pushback. But I am always bothered by resistance“ [L5]. “I will never, not be a bit discombobulated by that kind of pushback” [L5].  

For educator #12 the source of the resistance can be traced to the discomfort in having beliefs that have served them well for so long being called into question. For students, being challenged on ingrained beliefs mean “they're feeling at sea, threatened, intimidated, worried. There’s a lot of emotional turbulence going on”[L67]. “That's typical with critical thinking efforts, particularly when questions of your own identity come into play…that is so personal” [L4].  Thus for educator #12, facilitating CT/HOTS is experienced as purposely steering students into personal territory, exposing them to questions or reflections linked to their sense of identity and self – opportunities for self-discovery “that assumptions they have about their own perfectibility might be flawed” [L4].

Consequently, resistance is considered by educator #12 as both validated and expected [L68]. Assured by this point, over time, learning to face this confidently and with purpose “[I] say to them [students] now as we go into this exercise, you're probably going to feel uncertain, maybe threatened, feeling like whatever you think or say is going to be wrong. And just let me reassure you this is completely normal and predictable“ [L68]. “I now know enough as an educator to expect it and not to feel that resistance and anger. are a sign that I'm failing” [L6].   


5. 8 The educator experiences with HOTS facilitation leak back into their own life-world and continue to shape their identity. A holistic view of the 12 snapshots of educator lives would inform a visual map that may present as chaotic, messy and stressful. Many learners with different motivations, speed, direction of the potential movement in any one collective of students at any one time, the educators life-word. The educators oversee multiple trajectories across ‘non-striated’ [F6] pathways and  a lack of congruence of destination can materialise. “Like we are on different tracks. They are on the Northern line and I'm on the Jubilee line”  says educator #E5.

5.8 This is also about slowing down. Time is clearly a key factor in the quality and ambition of any thinking breakthrough with thinking. There are messages of slowing thinking down, quiet spaces of reflection. Time to process. Think with depth. Educators give away hints as to the paradox of the profession into which they are all anchored. It’s unlikely any all them would have access to students outside the instutionts. To to their work they must exist in the systems in which they rebel against, ‘marching to a different beat’ [#G7]. Some have an ongoing battle with the silence, the quiet time [#H8, #L12], contradicting with they feel paid to do [#12]. It can be stressful and  exposing, whilst understood to be productive and liberating for thought, and allows one to attune one’s own senses as well as the and not just reserved for reflection time. [point to call out at end -]

5.8  THIS MAY BE MINDFUL PRESENCE 3 OR PRATICE 
OR 1  ASPIRATIONAL FOR STUDENTS TO EXIST LIKE THIS? BE AT ONE…
CONSIDERED EMBODIED


Education experience is far more rigid [I56] in contrast to the fluidity of the moves of the windsurfer. “Translated into windsurfing, thinking inhibits what’s going on in the real world. Attention provides you with the important information, while thinking when sailing locks your awareness. Therefore, your attention should be on the present action” (Hofman 2021, online). “Muscle memory” is a term employed to convey the “sort of embodied implicit memory that unconsciously helps us perform various motor tasks we have somehow learned through habituation, either through explicit, intentional training or simply as the result of informal, unintentional, or even unconscious learning from repeated prior experience” (Shusterman, 2021, p91). … “In demonstrating that intelligent mind extends beyond clear consciousness, muscle memory also makes manifest the mind's embodied nature and the body's crucial role in memory and cognition” (ibid.). Here there is an expression of the act of HOTS having an embodied nature. There is a need to be present with what it is we are engaged in at any one time; an embodied, subjective experience

In windsurfing, you have help from teachers but you strive to arrive at a level of independence, you have to go solo. “The teacher’s intention must be to liberate the disciple” (Hofman, 2021 online). 
This conveys the educator considering HOTS development about widening the range of one’s awareness. And if awareness is mainly an unconscious act does not then require a new or at least new conscious attention. 
As one Windsurf website, RIWmags 2017 suggess  ‘if you’re not able to move attention into different awareness levels, then you are stuck’. 

Entering into HOT is like learning to windsurf.

Learning curve of windsurfing can be very long and slow compared to other sports because the conditions in which windsurfing is practised are forever changing making it difficult to allow for the simple repetition of gestures to learn manoeuvres. Windsurfing is a sport that requires unusual devotion as it requires one to deal with the unpredictability of the wind. The learning manoueveres requires something possibly both delicate, a competing balance between courage and humility, also  strength and tenacity to work with the constantly changing conditions. And to err, could be fatal. The windsurfer takes a  pathway of continuous development to improve their skills, whilst calculating and minimizing the risks. 
(RIWmag, 2017, online).

Finding balance across a number of these elements requires a windsurfer “to ripening from unconscious instincts to some real capacity of awareness” (RIWmag, 2017, online).

Progresses is having fun, learning from mistakes and gradually increasing self-confidence turning challenge into an art form, “until there is an instinctive physical alignment, psychological and spiritual that eventually can’ be extrapolated from the sport itself and can’ also serve as capacity’ balance to cope then many other difficult situations in life are extraneous to the sport itself” (RIWmag, 2017, online).

The knowing mind, the knowing heart (emotions) and the knowing body as considered to be one, which chimes with the work of Bell (2011) who shared teachers experiences as an embodied practice. 

WHERE NO CONTENT – DELETE OR COLLAPSE THEMES.













































[bookmark: _Toc112541740]4.6 Part Three: Educators experience of technology through a life-world existential lens   

each section must have adequate data to ground the summaries
.
Part three  unpacks the findings of the existential analysis of the final theme, technology, which reveals the lived experience of technology by HE educators facilitating HOTS. An existential reduction was carried out on the educator particpants’ disclosure of experiences of technology. Van Manen’s five life-world existentials include temporality, spatiality, corporeality, relationality, and materiality (2014) (figure 4.3). The results of this analysis are organised by existential below. 

EXPLAIN WHY HIGHLIGHT TECHNOLOGY IN THIS WAY NOTE FIR CONEXT – WHY THIS IS IMP OR USEFUL – WHY I USED THE 5 LW existentials rathe than stuc with the reduction – do I need to back up and overlay the existentials over the findings of the 5 secstions….relationality stands out.

[bookmark: _Toc112541741][bookmark: _Hlk108894543]4.6.1 Theme 6: Educator experience of technology appears as augmenting or diminishing opportunity for thinking development

Technology  pharmakon?

The HE educator’s lived experience of technology when facilitating HOTS is as simultaneously presenting promise and challenge, potentially augmenting or diminishing opportunity for thinking development  . Relationality pulls strongly through.

Add here comments that there was variants in use but overall there was a tension and a concerned use  introduce figure
Figure 4.3.2
Existential Lens into the Experience of Technology when Facilitating HOTS Development
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Whilst this research invited educators to reveal the use of technology it does not seek to measure or prove whether technology does nurture HOTS. In response to the prompt to share experience technology, the range of specific digital technology in their examples tendered by the educator participants included back-channeling, blogging, hackathons, Internet Search Engines, mobile Phones, MOOCs, networked computers, podcasts, online discussion, video, video games, and whiteboards. Whilst these technologies do not contribute to the core structure of educators’ experience of facilitating HOTS, all educators referred to use of some form of digital technology in their learning environments.

Analysis of the experiences of the educators exposed revealed a number of variant themes, which were further clustered into those as potentially augmenting and/or diminishing opportunities in the way they could facilitate HOTS development. These were then analysed for their invariant phenomenological properties to shape an overall tension descriptor. 

This was deemed to represent the phenomenon more genuinely. Each of the twelve educators could identify with one or both of the augmenting and diminishing clusters and illuminated the potential tensions that may exist for educators adopting technology in the course of facilitating HOTS. Heideggerian terms are emphasised in bold. Typically one or more existential will dominate (van Manen, 1990), in this case all existential provided understanding the experience of technology, although technology was not pivotal to the broader understanding of the phenomenon.

GET RID OF ALL BULLET POINTS INTHIS SECTION.











4.6.1.1 Experience of technology mapped to relationality (Lived Other)

Relationality refers to interactions and relationships with other people, but it can also provide the basis for self-knowledge: ‘We are literally what others think of us and what our world is’ (Merleau-Ponty, 1962: 106). To reflect on relationality in lived experience, one may seek out reference to meaningful others or a sense of self, derived from being in the world with others (van Manen, 1997).

Educator #9 recognises and accepts limitations of personal knowledge [both own and that of their students] and works to broaden student interface with other stakeholders. Technology is sometimes experienced as value-adding in this area, improving links with others, and specifically “to accelerate that interface between the alumni and the students” [I58]. “[Technology has] meant that the engagement with alumni changed enormously…responses from them in 24 hours…a topic under discussion is put up on Facebook, and alumni ‘chip’  in” [I58]. Here HOTS is mediated socially, with interaction with extended learning networks. 
Existential analysis revealed in relational terms, technology may be experienced augmenting opportunities for HOTs development:
These need to be paragraphs now
· As connecting: a people network interface, generating connection
· As enabling & extending real-time human contact: linking the geographically dispersed, in and beyond class-timetabled contact
· As amplifying reach: bridging educator and their students to the wider world beyond their immediate world  SAME

· As facilitative of ideas exchange between peers: facilitates discourse within and beyond the supported student group 
· As new collaborative opportunity: extended access and scenarios to practically engage with the wider world e.g. alumni

· As conduit to patterning

· As means (tool) to share questions that stimulate thinking
However, there is caution it can also diminishing opportunities  for HOTS development: 
· As interference with authentic connection: a challenge to authentic 'being-with-others' 
· As inauthentic representation*: - a tool to hide, mask or mispresent oneself

“Ultimately, at the end of the day, you can have as much technology in the world as you want, but it is the power of people and people's passion that makes the difference, and makes the world what it is. When thet took the technology they did amazing things with it. But in the end, it comes back to that humanity.There was a lot of higher order thinking there too, to ask the questions they did of these specialists, to take that information and then to translate that into a technological solution. It was the humanity they brough into it that mattered] [#C3]

4.6.1.2 Experience of technology mapped to Spatiality (Lived Space)

“Lived space may be regarded as the totality of the space that a person prereflectively “lives” and experiences, with its situations, conditions, movements, effects and its horizon of possibilities – meaning, the environment and sphere of action of a bodily subject.” (Fuchs, p. 426). “Lived space is a category for inquiring into the ways we experience spatial dimensions of our day-to-day existence” (van Manen, 2011d). Dasein’s spatiality takes account of the functional implications of space and distance, and is largely unnoticed, revealed only when there is some difficulty or rupture to activity. When reflecting on spatiality one may notice how the built environment makes a person feel, or how things are arranged spatially in order to facilitate or obstruct practice. Space, meaning and emotion can be closely interwoven. Educators comment upon feeling constrained and need to break through, past and beyond boundaries. The language used indicates pushing past system constraints and offering unbounded paths for students, with one educator highlighting their non-striated [#F6] design. Different types of space are need. There are communal spaces, quiet or reflective spaces, safe spaces and also a call to take students in to the ‘field’ for immersive experiences. Technology may assist in widening access to the world beyond the day-to-day and system constraints. But also recognises as hiding, luking and dangerous and cover over inauthenticity.
Existential analysis revealed in relational terms, technology may be experienced augmenting opportunities for HOTs development:
Technology may be experienced augmenting opportunities for HOTs development:
· As overcoming physical boundaries: bringing students together irrespective of physical limitations: 
· As new space for community engagement: potential for increasing community through access to shared spaces 
· As space to authentically investigate other social reality*: to expose students to other realities 
· As a means to reenergise the learning space: the ability to infuse multi-modal resources and stimuli to broaden thinking 
· As opening new terrain for challenge and stretch: extending the 'space of possibilities'* 
· As space for practical experience: a space to experiment and practice skills and concepts 
· As terrain to experience the modern technological world: prepping students to deal with big data, to extract insights and actionable information from data 
· As a creative channel 
· As a space to connect thinking with the real-world 
· As potential to redistribute power and voice in discourse activities As administrative support offering space to 'let learn'*
And/or diminishing opportunities  for HOTS development: 
· As means for institutions to trap knowledge inside 'boxes': can centralise knowledge and reduces human autonomy 
· As a form of control: can feel like one is engaging in territorial spaces 
· As a battle ground: strong voices can negatively colour the space and where negative behaviour can be amplified 
· As a dangerous space to navigate students through: pitfalls require monitoring and intervention
As Phenomenological Descriptor: The educator may experience technology as opening up new pathways for HOTS and/or being influenced by thinking pre-ordained by others
4.6.1.3 Experience of technology mapped to Corporeality (Lived Body)

[bookmark: _Hlk101708510]As a  ‘vehicle for being in the world’ (Merleau-Ponty, 1962, p.82), bodies are also able to perceive the world. Maurice Merleau-Ponty (1908-1961) was a key existentialist figure in the development of phenomenological thinking who traced intentionality back to its source in bodily processes, including perception. The body mediates our communication in the world and, as embodied beings, we experience space in relation to our bodies, standing in a living, dynamic relationship with time, and we see others as embodied and lived others (Dahlberg et al., 2001; Heidegger, 1962; Rich et al., 2013). When reflecting on corporeality in lived experience, it can therefore involve sensing, action, and bodily self-awareness (van Manen, 1997).

PLACEHOLDER FOR excerpts of transcript examples
Existential analysis revealed in corporeal terms, technology may be experienced augmenting opportunities for HOTs development:
Technology may be experienced augmenting opportunities for HOTs development:
· As a tool to opening up new worlds for the senses*: opportunity to sense space differently
· As a stimulant of interest: interceptive activates can stimulate student interest and thinking
· As linked with human expression: a channel through which to reveal or express emotions
· As a conduit for transformative experiences
· As a reliever of pressure: e.g. reducing non-value adding work
And/or diminishing opportunities  for HOTS development: 
· As a barrier to authentic* engagement: “the hasty setting aside of all distances brings no nearness"*
· As a source of physical pressure: e.g. raises expectations of work outputs contact
· As a brain blocker: tools can interfere with free flowing criticality and creative skills, bringing answers too easily
· As encouraging over-reliance on tools which dull thinking work
· As potential to enchain: overreliance leaves us *unfree and chained to technology'*
Phenomenological Descriptor: The educator may experience technology as re-prescencing for, and/or an interference, with authentic engagement with the world

4.6.1.4 Experience of technology mapped to Temporality (Lived Time)

Temporality, the existential of lived time can be understood as time as we experience it. Subjective rather than an objective understanding of time, temporality is not about linear time, but a temporal way of ‘being-in-the-world’ (Miles et al., 2015). As expressed by Engelland (2020), “time gives us presence, a presence that bleeds forward into an immediately absent future and backward into an immediately absent past (p. 85). Constraints, freedoms, and demands placed by time can also affect how we feel (Rich et al, 2013). 

For educators #A1 and #H8 technological tools free up time their educator time from engaging in low-order thing tasks. “I don't have to worry about grammar, I can really focus on the thinking, like really assessing and spending some time to give comments”  says educator #H8. Technology can facilitate students with being more independent in the preparation stages. “They need to know a few concepts so I can use technology for low-level cognitive load online” shares educator #B2. “For me, it’s about how the technology can capture the learning that's important. If you're doing discussions with your kids, stick an iPhone or a phone in the middle of the table. Record it, and get them to send it to you. And you can listen to it while you're having a glass of wine at night. The little things that you were wanting to assess, you know, the technology allows you to go back and do that [#C3]. 

Existential analysis revealed in temporal terms, technology may be experienced augmenting opportunities for HOTs development:
Technology may be experienced augmenting opportunities for HOTs development:
· As enabling & extending real-time contact: linking the geographically dispersed, in and beyond class-timetabled contact
· As mitigating time pressures: tool to improve work productivity
· As 'authentic noticing': a tool to capture significant 'in the moment'* details
· As administrative support freeing time for high-order thinking

Lack of time itself can contribute to superficial engagement.  Time pressures can lead to “doing things so superficially across the curriculum… not getting the students to engage in deep levels” [#C3]. Technology can support regular  time, check-ins, but it is more so the quality of the relation-building  that supported that will impact on whether the technology is experience as value-adding. Technology has a negative aspect. “The screens, they're addictive, and I'm sure everyone has the experience of having a look on Google and going down the rabbit hole, and they ended up on Facebook and three hours later realising that it's three hours that they're not going to get back again” [#E5].
And/or diminishing opportunities  for HOTS development:
· As influencing superficiality: productive efficiencies and short-cuts tendered can dull thinking and creativity 
· As a time thief: think time can be traded away by its distractive qualities 
· As discouraging meditative thinking*:- - requires a distancing from technology to allow for Gelassenheit *(slow thinking, releasement, letting-go, letting learn*)
Phenomenological Descriptor: The educator may experience technology as re-orienting attention towards more authentic HOTS, and/or the promotion of inauthentic superficial thinking.
4.6.1.5 Experience of technology mapped to Materiality (Lived Things)

The existential theme of lived things is materiality, and “may guide our reflection to ask how things are experienced with respect to the phenomenon that is being studied (van Manen, 2014, p306). Engaged in reflections with this  theme one might consider “How are things extensions of our minds or bodies? How can things be experienced as intimate or strange?” (van Manen 2014, p. 307).


PLACEHOLDER FOR excerpts of transcript examples

Existential analysis revealed in material terms, technology may be experienced augmenting opportunities for HOTs development:
· As familiar: humans have always had some form of technology 
· As 'a way of understanding the world'* - offering new experiences 
· As extending access to the world: access to a wider array of knowledge and ideas in different formats 
· As access to new interpretations 'of being'*: access to multiple perspectives 
· As access to multiple representations and models: more options for accessing and applying knowledge 
· As means to expose the 'interconnectedness of things': to consider/reflect upon the broader connectedness of the world 
· As a tool for shared reflection: supporting capture and share of reflections
And/or diminishing opportunities  for HOTS development: 
· As potential interference with creativity: can compromise ability to be creative 
· As enframing*: potential to overinform, shape, or direct thinking 
· As potential to promote superficial thinking: can create artificial dependencies, and dull the act of thinking 
· As potential to prematurely articulate understanding: short-cuts tendered can dull thinking and creativity 
· As compromise to HOTS if focus on speed and efficiency 
· As an instrument of power: embodying a 'specific way of revealing the world'*
Phenomenological Descriptor: The educator may experience technology as opening up of new worlds to extend opportunities for HOTS, and/or being enslaved by directed thinking.


Summary
Educator #E5 is also clear that technology is no panacea; instead experiences technology as means to ‘access the human’. “I start with my students and say I'm a human being first, practitioner second, and educator, or academic, third” [E31]. The experience of facilitating CT/HOT must start with elevating one’s humanness in the process. The work envelopes around creating conversations around subjects that lie close to the heart of what means to be human and identity; “sensitive topics like religion, which is very naturally one of the subjects that the students want to talk about when it comes to critical thinking” Tech isn't always the solution to stuff…there’s the human aspect…you can't simply take the human out of it, and expect some clever, high production value game experience replace what teachers have done through millennia. I’m totally prepared to drop the technology…I don’t need it to do the work”[E54]. 

In relational terms, the educator may experience technology as a freeing of authentic connection to enrich HOTS and/or inviting inauthentic representation.#
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