[bookmark: _Toc115768056]Chapter 5 Discussion & Conclusion (present)

The thematic findings captured in Chapter 4 summarised in table 5 overall contribute to a phenomenological description, that is, a common, shared meaning of HE educators facilitating HOTS. In this hermeneutic research study meaning is taken to be embedded in practices, feelings, and cognitions revealed through felt aspects of experience that can be partly shared through language (Dahlberg et al., 2001; van Manen, 2007). 
of the Five Phenomenological Themes
[bookmark: _Toc115636769]Table 5 Summary of the Five Phenomenological Themes
	
Theme description


	1. Threshold Aid: Educator as Threshold Aid to Authentic Agency
2. [bookmark: _Toc115768057]Conduit & Space-Maker:  Educator as Shaping The Environment for Context, Challenge, Connection, and Curiosity
3. Authentic Responsive Being: Educator as Attentive And Adaptive Role Model Navigating Paradoxical Zones 
4. Truth Catalyst: Educator as Mediating Meaningful Horizon-Spanning Inquiry through Discourse, Challenge, Exploration, and Introspection, to Foster Purposeful Agency
5. Self as Journey Sustenance: Educator as Gifting Self, Mentally & Emotionally and/or Physically, though Affective & Cognitive Disclosure and Sensitive Response




The five phenomenological themes describe how educators experience their higher-order facilitation work across a multitude of disciplinary and HE contexts. Theare no blueprint, recommended method, or strategy for HOTS facilitation,  In this way, the themes articulate what emerged as what it is like and what matters when facilitating HOTS, and aim to provide educators and their management and institutional support with a new language that reflects their common experiences. 


[bookmark: _Toc115768058]5.1 The phenomenological themes unpacked

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. HOTS development, the study reveals, is an experience that is beyond the teaching of the mechanics of argumentation and reasoned judgement. Whilst analytical thinking, as logical and rational, to support explanations, predictions, and problem-solving is recognised as important. An ability to weigh up particular theoretical truths, based on thorough evidence-based research does feature more prominently in some educators descriptions more than others, yet, it a more reflective and multi-dimensional thinking informed by some form of community interaction that appears as more essential to the phenomenon. 

Unlike the a dominant portion of the literature review on HOTS, there is no precision of definition. Higher-order thinking skill has a wide interpretation of thinking and applied in pursuit of various truths; objective and subjective. Students are encouraged to unpick and address personal false truth alongside a broadening of perspective, whilst there is also engendering the passionate pursuit of robust evidence-based arguments to strengthening position or claims, there is thinking that unlocks meaning, an also creativity potential. These are all more sophisticated thinking habits which seed hope for a more authentic existence, to allows student to move forward into their futures, better armed, to achieve their potential, to be true to their existence, to recognise and capitalise on their critical and creativity capacity, to have meaningful impact in that which they employ themselves. Unlike the literature, there is a low incidence of educators being orientated towards sharpening skills for the workplace. There appears limited judgement on how students will go forward to employ their truth, other than be capable to overcoming the perils of closed, bias, assumptive thinking. There is a much xxx.

There was no specific shared definition across the educators, not that was asked for – yet some essential common structures to the phenomenon – there was strong view that they are. In comparison to the definitions supplied at least between the various approaches. The skills honed in are not necessarily specific 



[bookmark: _Toc115768059]5.1.1 HE Educator experience of Intentionality when facilitating HOTS

Threshold Aid: Educator As Threshold Aid To Authentic Agency
· As Triggering Breaks In Habituated Patterns Of Thinking 

· As Nurturing Participatory And Dynamic Engagement With The World

· As Preparing Confident Negotiation Of Uncertainty, Risk, And Fear        
M
[bookmark: _Hlk112510417]make links this i what the educators want Critical’ comes from the Greek ‘kritikos’, able to discern, and ‘krinein’, to sift, judge, or separate. To separate, as in analyze or break down into component parts. But ‘discern’ also means to perceive or understand what is not immediately obvious or what might be beyond your previous viewpoint. It means to perceive, as much as possible, the whole or the truth.
Preparedness for work is not surfaced as the primary orientation, although, acknowledged along with Heidegger (1927,1962), as a concern of contemporary day-to-day life. Facilitating HOTS, for HE educators, is intentionality of actualising of another’s thinking capability, acknowledged as an episode in an ever-evolving journey of growth. They do not speak of comparing against standards or criterion, but how students arrive to their own learning.
In here there are traces of Foucauldian threads where the educators prioritize an authentic emancipation to students in which they develop their thinking capability beyond the perimeters of not just their own limiting beliefs or institutional framework, which are intimately entangled. Rather than facilitating the machine that churns out productive or obedient citizens conditioned to comply with social norms, they are incited to provoke and stir students out of there habitual thinking, not fill with new knowledge per se, as much as illuminate the 

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)..
There is time between tapping into these day to day life moments and trials to tune into the power to be able to unite souls. This seems like a leap, but it’s revealed that the core essence  pulling through the all the efforts described by the eductaors, was not to so much to think better, but to connect better in the world.

Referring to Heidegger’s reference in Being and Time to Dasein as a ‘Lumen Naturale’ (a natural light) which lights up its Being-in -the-world’ , and Royle (2018) highlights the disclosure and relational awareness that understanding of Dasein brings, but not as “light switched on ‘out there’ in the world, rather, Dasein switches on a light for him/himself, in the doing, in his/her interaction with the world” (p. 8). In here I recognise my own shining a light in dark corners for other’s to assit others in this process [appendix x] and this is seen commonly across the participant transcripts. In this way there is a congruence with their sharing that that HOTS development can not be ‘done’ to students, the work is carried out in a more indirect way, as manifest in the remaining phenomenological themes that underpin s student’s journey mentorship into HOTS development. There is a recognition of the student’s own agency.

Pulling through the transcripts, to do engage in their roles in the way they need to unlock their students thinking, they need space and time, whilst recognising the importants of relations.
Accordinig to Heidegger, Dasein finds itself in a situation in which things matter to it.

 Dasein has the space to light up its own Being and is therefore disclosed with the world. Being duly ‘cleared’, for Heidegger, is a freeing process, in which Dasein becomes ‘unlocked’ and able to claim its Being-in-the-world-with-others.  (Royle, 2018).

[bookmark: _Toc115768060]5.1.2  HE Educator Experience of Learning Environment when facilitating HOTS

Conduit & Space-Maker: Educator As Shaping An Environment Of Context, Challenge, Connection, And Curiosity

· As Exposing To Risk-bearing Ambiguous & Uncertain Terrain

· As Cultivating Trust-Based Critical Communities

· As Sanctifying Time And Space For Inquiry And Creativity

Here cover is my caring sorge the same as caring thinking
Are overlap with  care, community trust, openness, and challenge and curiosity mentioned.



[bookmark: _Toc115768061]Community

HOTs development is not merely focused on the learner but a network of relations in which the learner is significant, but not solitary. The interactions enrich the development. Others are not just entities, they interface with,  and uniquely influence and impact any one learner’s journey. The fellow learners are as much a part of the journey, as the educator is. Knowledge does not evenly flow through the domain, learning opportunities  are made available to a greater or lesser extent, depending on the confluence of the myriad factors that pertain to any one student, context, or community. 
Central is that dialog is intrinsic to HOTS development.
Thinking development is not something one can do to someone but that, it is supported relationally. Where the teachers speak of trust and commitment, there is an illumination of its reciprocal nature, between the students and between the student and educator. 
Community builder is pulled through strong just as dicsused by Buber and Guilherme, A. & Morgan 2018)

But find a loving critic, not a friend. Falsity of friendships.
Nichols (2008) recover the place of friendship and community in Socratic philosophizing as an antidote to the alienating aspects of modern thought and Plato’s understanding of community as essential to human fulfillment” . Nichols demonstrates the contemporary relevance of Plato’s portrait of Socratic philosophy as an activity embedded in friendship and community.  Follow this thread.
Educators have a form of responding the needs of the students which may be alikened to Heidegger’s concept of care (Sorge), which may be contrasted with the more common conceptions of care, which conjures up looking after, and providing for someone’s needs. Heidegger describes the call of care as a form of silence and stillness that creates space apart from the networks of connections to other things and other people in the world (Royle, 2018).” Care affords space for Dasein from the ‘clammer and chatter’ of the-they, enabling Dasein to gain a freedom from habits and practices” (p. 10). In this way says, “care discloses previously untapped areas or resources of Dasein’s Being” (ibid.). COMPARE WITH CARING THINKING’
Gadamer also forgrounds the importance of care in praxis. For Gadamer, understanding and caring for others was conjoined, and in call for "sympathetic understanding" (Roy & Oludaja, 2009). 

Collisions with others thinking

The pattern which emerged from the educators narratives was that critical dialogue with others persons has the potential to open themselves to the potential for thinking development. That it is through dialogue that truth may be uncovered. It requires an openness, a willingness to listen, be changed. Being open to other possibilities is a precondition to authentic understanding (Heidegger, 1927/1962). Other beings facilitate an openness to other possibilitie. It is through others that we can become more deeply aware of the limits and valifdity of our deepest assumptions. As ‘Collisions with the other's horizons’ (Rhose, 1996) there is an awareness of assumptions so deep-seated that they would otherwise remain unnoticed. This uncovering process helped these students along their journey.

Space
“Harrison Owen wrote that “holding space” is an act that is at once totally present and totally invisible. It is, like the Tao, an activity that is characterized by paradox. Holding space is about resting in the trust that self-organization, that force which created the universe and brought us to this point, will continue to work its magic...To hold space is to rest in the chaos that is darkness; a darkness that represents a vast field of unknown potential. It is this field that you are inviting to hum. From this field understanding will blossom, light will emerge, possibilities will grow” (Corrigan, 1996, p3).
“Getting out of the way allows people to fill space with their passion. Letting go of expectations leaves room for responsibility to come forth. All of this is integrity. Every piece of doing requires the strong presence of non-doing to anchor it. Stifling every impulse to intervene, to give directions and orders leaves space for others to design their lives. You can create a container and then stand by and watch it fill and teem with life. You don’t resist the natural movements of groups of people cocreating their futures. Instead you work on your own inability to be still, to want to own the outcomes, to want to invest your ego. This is not your show. You are holding space, embodying space and being empty and full at the same time. If they thank you in the closing circle, you have not done enough”. (Corrigan, 1996, p4).
[bookmark: _Hlk108377483]Time is valued by the educators. Time to do and time to reflect. Time to investigate and ideate. To reflect personally and collectively. To get to know each at deeper levels. It takes time for a the required thinking development which triggers a plethora of emotions. Spaces, with time afforded to flourish and self-actualise; to make sense of the world and its interconnectedness and to develop a deeper understanding of themselves and their relation to others and the world. All this is reflective of the work linking cognition and feeling and in paralleled to an embodied relational understanding (Galvin & Todres, 2013). This is explicitly discussed as a way of practicing with our head (knowledge), our hand (practice) and our heart (emotions) as shared by eductaors x and y  (Devis-Rozental & Farquhason, 2020). 

[bookmark: _Toc115768062]5.1.3 HE Educator Experience of Role-Identity when facilitating HOTS

Authentic Responsive Being: Educator As Attentive, And Adaptive Role Model Navigating Paradoxical Zones
· As Navigating Practice-Based Paradoxes
· As Motivating Through Lived Example

Says Aspelin (2010) influenced by Buber, “what really matters in education exists in an ontological and relational event” (p. 127). Continuing with the lens of Buber, a key role of the educator is the building and on-going sustenance of community, generating in the social world the required quality of relation that constitutes ‘the in-between’ (Avnon, 1993, p. 60). Buber’s ‘in-between’ referencing that which comes to be between individuals when they engage in I-Thou relations rather than being trapped in I-It relations (Guilherme & Morgan, 2018).  This moves beyond a mode of instrumental transaction i.e. the experiencing of others as an object external to oneself or through one’s own external perspective, and towards genuine dialogue through the encounter of another as a whole being (Sharp, 2014). It is in this space, that student critical engagement can thrive, supporting the development of Self in cognitively and socially critical directions (Bigger, 2011). Despite the strong support for a relational design, instead standardisation and regimentation remain a dominating fixture within education (Gergen & Scherto, 2020), 
According to Sandahl (2014) all teaching balances on a tightrope between legitimizing society with its political institutions and emancipating the individuals through critical thinking This line, or tightrope can take many form, the most obvious are role expectations and mediating current societal norms but also how to view the world and what is considered as appropriate behaviour and appropriate values (Børhaug & Christopherson 2012:14-1

A feature of this is reflected in the paucity of academic research which surfaces the ontological aspects of educator work.  (this is from my LR) so just as a not to tie in
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)


lInk this in with references triggered by rhizomnatci learning and own backgournd reading of Deleuze and Guattari. 
Brought me past seeing the characteristics of paradox, what this spelt out in terms of the difference ways to practice or behave with students, and closer to the phenonenen itself.  As noted by Deluzue states, In the Logic of Sense (2015, p.77), “the force of paradoxes is that they are not contradictory; they rather allow us to be present at the genesis of the contradiction”. 

. At the core of Palmer’s 1997 thoughts on methodology is the principle of paradox. While appreciative of the scientific advances that a binary system of thought has given the world (p.64), Palmer reminds us that paradox is an essential tension in teaching, just as paradox is an essential practice in breathing [7]. Perhaps the paradox that most deeply touches any educator is Palmer’s recognition that “the knowledge I have gained from the thirty years of teaching goes hand in hand with my sense of being a rank amateur at the start of each new class” (p.66) [7]. Teaching is immersed in paradox. Teaching requires the intellect and the heart to work in concert. Teaching requires intentionality to merge with flexibility. Teaching honors the individual stories of students and the corporate stories of the disciplines. Good teaching supports solitude and embraces community (p.77) [7]. These paradoxes are as essential to methodology as state standards are to outcomes.
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. 

Emphasise the existential
#explain literature re: getting stuck – experience of paradox https://www.frontiersin.org/articles/10.3389/fpsyg.2021.700150/full#:~:text=Paradoxical%20tensions%20emanate%20from%20contradictory,et%20al.%2C%202019).
The most common paradox being that between safe spaces which invite student’s openness, and the difficult dialogue necessary to challenge student’s thinking bias. This, a ‘participation paradox’,  can generate moments of difficulty (Gayle et al., 2013). As pointed out by Boostrom, 

"if critical thinking, imagination, and individuality are to flourish in classrooms […] teacher need to help students recognise that [they need] to hear other voices in order to grow. . to  be able to respond to those voices, criticize them, challenge them, and sharpen own perspectives”. (1998, p. 407)

To complicate matters, thinkers such as Heidegger and Sartre reject the alignment of the concept of identity with the human self., preferring the term, ipseity (Selbstsein, ipséité), given human beings are not “identical” (“the same”), instead, they are, or can be, themselves (Heidegger, 1962). Accordingly, a phenomenological interest in role-identity during HOTS facilitation does not seek to generalise, categorise, or downplay the otherness of the educators' experiences (Čapek & Loidolt, 2021), but has potential to foregrounds the lived experience of the educators through their expressed sense of role-identity or identities in the act[s] of HOTS facilitation. Furthermore, suggests Farrell, understanding role-identity is important in supporting teachers as they engage in professional development because these role-identities are central to the beliefs, assumptions, values, and practices that guide them.  (justification for vignettes)

The main phenomenological theme linked to the theme of role-identity was the HE educator experience as openness to the tensions of paradoxical and multidimensional ‘Beingin-the-World’ (In-derWelt-sein). In Heideggarian terms, they are on guard against ‘the-they’ who restrict possibilities of Being, and which risks a fall into inauthenticity. The educators experience a number of tension on a number of dimensions, between being professional and being human, as an employee and their authentic self, and are consciously aware of the restrictive forces which can lead to a 'leveling down of all possibilities of Being'.  Through authentic practice and authentic role-modelling, the educators are focused, with whatever means they have, on empowering students to grow towards their potential.

Authenticity 
The word “authentic” originates from the Greek word “authentes” meaning “one acting on one’s own authority” (source) i.e. that we are the writers of our life story, the authors of our actions and behaviours. Being authentic is being and acting consistently with who we hold ourselves to be; for ourselves and others. Authenticity is a concept with a long philosophical history, and  commonly touted as an important or  respected virtue (Bialystok, 2015), yet it can be difficult to secure what that means in practice for an educator. It can refer to character traits, being ‘true to oneself’, or even alludes to one’s realness to others, furthermore there is no confirmed between authenticity and effective teaching (ibid.). Northouse (2019) describes an authentic leader as one who builds legitimacy through honest engagements with followers. The educator raises authenticity to be a founding or framing element of their pedagogic practice. A sense of self-disclosure to students important to the building of rapport with the students. Linking in with the work of Brown (2013) and Cain (2022) the power of vulnerability for creative purpose strongly illuminated. The eductaors have their own person stories of fight, failiire and surviva, pain and light which they draw from more intently than the moments of success. The reserachers own experiences of fracture, through loss and death supporting possibility for new thinking. As John O’ Donhoue expressed,  neeed to be torn away from yourself to come home to yourself……

As Royle (2018) highlights that Heidegger does not state inauthenticity as an imperative, but instead emphasises two model of Being with different emphasis on ‘mine-ness”. “Authenticity relates to the Lumen Naturale – the lighting-up of Being – whereas inauthenticity conceals or covers the light of Being in its acquiescence to the ‘foresight’ of the-they” (p. 9).

Role-modelling 

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. 
Role-modelling vulnerability is expressed as is the willingness to engage in and share outputs of depthful reflection – they are keen to role model: Acceptance of Fear/Courageous
Authenticity
Metacognitive ability (incl CT)
Emotional awareness
Vulnerability
Leadership
Qualified/Certified/practitioner experienced
Creativity
Reflective Practice
Self-corrective
Coping with failure
To be comfortable not knowing everything

In addition to accompanying role along the students learning journeys, the invariant themes pulled through included being orientated to act as authentic-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. 

Reflection
All educators are reflective about their HOTS engagement,. They take notice of, and think about their own thinking, consciously modelling what is to probe deeply into their own mental processes, in not just a responsible but deeply honest way.

. 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. Through the collection of transcripts there is a flood of paradoxes which the educators manage throughout their HOTS work. These paradoxes bring a number of tensions of learning, organizing, and performing
There is an explicit link made between education and democracy, critical thinking and active citizenship as called out by Giroux and Freire. There are anti neo-liberal vibes which intonate that the system is a force which undermines HOTS work. That it in some way reduces, constrains and disempowers educators to more fully invest in developing creative, imaginative, curious and critical minds, that it creates an invisible force of resistance, they have to work in despite of,  a force ‘against’ the prevailing. That what they do, is in spite of the system which is set up to develop human minds. They remind me of Margaret Wheatley’s (2005) warriors who focus their lives and work on making a difference and respond to a sense of service that responds to the human spirit and its capacity yet is concerned with how the system can thwart the very endeavours it is ascribed to deliver upon.
[bookmark: _Toc115768063]5.1.4 HE Educator Experience of Practice when facilitating HOTS

Truth Catalyst:  Educator As Mediating Meaningful Horizon-Spanning Inquiry Through Discourse, Challenge, Exploration, And Introspection
· As Attuned In-the-Moment Presence
· As Mediating Interconnectedness & Sense-Making
· As Igniting Creativity and Curiosity Through Discourse, Challenge, Exploration, And Introspection


Creativity

A word match with Ockuly’s Top 50 Words Associated with her Lived Experience of Creativity found a direct match with 43 words across the 12 HE educator transcripts, with the remaining 7 being traced to synonyms or metaphorically similar interpretations.   BLEND IN MORE
[image: Text
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[bookmark: _Toc115768064]In the doing: 
The practices of HOTS development is a doing exercise. Thinking, like swimming, cannot be learned theoretically, or in advance to be exercised at a later date. Rather, HOTS development is achieved through the activity of thinking work. The degree of development is contingent on the commitment and motivation of the student, as much as it is to an individual’s hidden growth capacity.

Practice is experienced as creativity is present, and combined with critical thinking– whether it be to develop original thinking, being imaginative, to move beyond the obvious, to discover the world through varying lens, to see the whole and the interconnectedness, all of which corroborates with the literature on creativity in the curriculum e.g. Jackson et al. (2006), but what is revealed by the educators is that the encouragement of these behaviours are some times draw on their ‘disruptor’ selves; the penchant to behave authentically in their practice rather than adhere to the expected educator behaviours… e.g. leave the class bewildered, to support the taking of risks, which may be outside the comfort levels of the institution, as Jackson & Shaw, 2006, p.91 express, working at and across the boundaries of acceptability…exploring new territory and taking risks. Alike Susan Cain (2022), there is a positive draw on the educators life experiences, which include period of sadness, struggle and discomfort. 
Practice is experienced as act of vulnerability  - exposing your whole self, not leaving the whole self at the door. 

Interconnectedness
Link with building trusting relationships – as well as seeing a connectivity in the world.

Letting Learn

German philosopher Martin Heidegger stirred educators when in 1951 he claimed teaching is more difficult than learning because teachers must ‘learn to let learn’
5.1.5 [bookmark: _Toc115768065]HE Experience of Managing Self when facilitating HOTS

Self as Journey Sustenance:  Educator As Gifting Self, Mentally & Emotionally And/or Physically, Though  
Affective & Cognitive Openness,  Attentive Presence, and Sensitive Response
· As Committing Mentally, Emotionally And/or Physically, To Cognitive Openness & Attentive Presence 

· As Embracing Non-Conformity     

· As Co-Evolving Through Ongoing Reflective Practice And Development   

The educators recognise their role is not netrual – they bring their own selves to the role. They are not neutral agents. Quay on analysing Heidegger’s thoughts about teaching point to the role of the teacher in Being and Time (1926/ 1962), to be one that will leap ahead of  him [or her] in is[or her] existential potentiality-of-being” (Quay, 2016, p. 4). This manoeuvre is not to abandon concernful care but “pertains to authentic care”. That which, helps the student “become transparent to himself in his care and free for  it  (Heidegger, 2010, p. 119). The educators have their life experiences to share, and often mapp out pathways and processes, they leave traces.
The demands on the teacher may actually be greater in an emergent classroom than they are in a hierarchical one. Preparation requires anticipation of a wide range of possible directions. Implementation requires close on-going interaction with students, as well as a substantial degree of flexibility. On the other hand, taking emergence as the norm rather than as something to be fought against offers teachers themselves the opportunity to participate in and enjoy the extraordinarily rich and generative capabilities of a distributed system. Planning then becomes a process of imagining experiences and facilitating interactions that will lead to relevant, but to some extent unknown, outcomes. The classroom thus becomes a place for discovery not only by students, but by teachers as well. Most importantly, teachers become role models for the kinds of inquiry in which we want our students themselves to be engaged.  (FROM 
There is no learnt formula to thinking. It’s a constant battling through and monitoring. Once original assumptions and presumptions are brushed aside, new ones are forming. It is a continuous sloughing off layers, a constant grappling. I am reminded of the phenomenological practice. That even if you think you have something figured or solidified, be prepared to kick it underfoot again. I am drawn to the stories of Buddha, Socrates and Jesus and their bold quests to liberate thinking whilst challenged the power structures that existed at the time. In today’s parlance they were radical and rebellious, pushing against the grain of social “norms” that perpetuate cycles of suffering takes nothing short of a rebellious streak. The educators experience a need to practice with freedom that push up against the system in which they operate. They are confined to it, as without it they would not be practicing. Their words dominate with words of authenticity. They operate with compassion but seek depthful meaningful, which brings withit challenge and discomfort. Their point of practice is to expand their student thinking capacity for connection and transformation. They reocgnise that we also need freeing from ourselves, out own bias, assumptions and learnt behaviours, and need help with out seeing and our relating. A phenomenological take on HOTS practice has broadening understanding of the scope and practice of HOTS facilitation. 

Educators do not frame HOTS as a standard but an arrival of their own learning and or a level of ? not sure this is true – as #5 says he wants it 100% right?

There is a sense of disruptor or disease in the system and they wish to rise above any aspect of education which dehumanizes or reduces the required complexities [#F6]. There is an element of expectation though in how learners are expected to participate in their learning. There is no experience disclosed of criterion, other than being stressed by deamans placed on them to produce reports. referenced assessments. There is a sense that many of the educators are, at some point assailed by some mood, in which Heidegger’ they are challenged by expectations of the status quo or ‘the they’. There is a conjoined awareness of the discomfort and energy involved in the trials and tribulations of steering own’s own authentic thoughts or when long-held believes are shaken or refuted (LaTour, 2018).

Recognising “the sphere of influence of the ‘other’” (Royle, 2018, p.8), there is a sense that the ‘system’ may underline the student’s own agency in thinking. “To act merely by virtue of the perceived injunctions of the the-they risk of what Heidegger calls ‘inauthenticity’ (Uneigentlich). Also known as unowned. ”There is an explicit overlap with educators who discuss expected to ‘wear the mask’, (#?) act inauthentically, or being driven to disrupt the system to support their own or other’s authenticity. Without the challenge back of the educators it is they risk being “levelled down” so that “everyone is other and no one himself” (Heidegger, 1962, p. 165).  Educators feel this …#9, there is a sense that corporate mask maybe aligned to . Hannah Arendt was criticism of Eichmann’s bureaucratic mentality, there is a moral obligation for humans to engage in deep thinking, and one that requires criticality and judgement, of one’s self and others (Tubali, 2018).

Emphasise the existential corporeaility
The lived experience of a HOTS facilitator is certainly demonstrated as one that draws on the “whole fibre of one’s personality/physical body/consciousness/emotions as well as actions are involved” (check B&B or Davies). 

Recall reading about Pixar’s Docter reflecting on developing the character behind Riley. The real reason for our emotions – all out emotions is to connect us. The literature review reveal a huge disconnect from thinking and the affective dimension. Referring to his consultant Keltner in his book Born to be Good (2009) he calls attention to the “compassionate instinct” – that we are all hardwired to respond to each other’s troubles with care. Susan Cain in ‘Bitter Sweet’ (2022) refers to the power of sadness to unite us and specifically our willingness in times of shared sadness, the willingness to show our vulnerability. 

In this way HOTS is about connectivity with our emotions – love, fear, anger and anxiety….and using the power of these to unlock thinking. We already know positive emotions like love, gratitude and optimism increases our awareness, social connectedness, and out thought-action repertoires.  Emotions serve an adaptive role.
www.mindshealer.com/mental-health/the-power-of-emotions/

A sub-theme is that eductaors are all emotionally, physically and mentally invested in their role, and experience a continuous managing of self, a sensitive responding through affective & cognitive disclosedness* (Erschlossenheit)   

Link to an ongoing reflection – educators talk about ongoing feedaback, reflection , from students, on themsleeves….
Xxxxxxx
	
Anxiety

Remind that the study is not about the student’s experience of Daesin, but the educator’s experience of their HOTS facilitation role. In their being as an educator. In their work to support Care, iss revealed their experience of anxiety (Angst). It is linked to discomfort expected through the trials (4) and provide the pathway to understanding Dasein, that is, opening us to question of what we really are (Bergo. 2020). Anxiety is to be distinguished from fear, orientated towards something, but concerns our existence in its totality (Rasmussen, 2015). Anxiety is a mood (Stimmung). Fear is something the eductaors which to overcome themselves, and role-model this to their students. What is recognised is the anxiety, experienced and framed as discomfort, which may point to Heidegger’s disclosure of  Unheimlickkeit’, translated as uncannyness ( and also carries the meaning of ‘unhomeliness’ or ‘otherness’. This may characterise the often ineffable feeling of discombobulation one experience when one is  faced with a challenge to our everyday normality. As expressed by Powell (2018). he uncanny is not an easy realm in which to be, and our brains try very hard to kick us out.  The discomfort could also related to the mental strain of deep thinking and reflective thought which when confronting new tasks or demanding challenges (Tubali, 2018). 





[bookmark: _Toc115768066]Embodied

The experiences shared by the participants confirm that experience and embodiment interwoven, which on one level sounds obvious, but on another, reveals a certain take-for-grantedness of how much is invested in the act of facilitating thinking work….. All educators give of themselves, physically and mentally. Accessing insight into the corporeal aspects of the HOTS facilitation was personally illuminating, as I sensed something more than empathy when they shared the joys and pain, and registered similar “felt senses” (Gendlin, 2003). These are a combination of emotion, awareness, intuitiveness, and embodiment, and may often present as a vague awareness rather than specifically verbalized. 

A form of self-efficacy. Think Brene Brown and Socrates. Indeed did Jesus, Socrates etc – display a vulnerability in their approach – google. Cross check with Wounded Heroes: Vulnerability as a Virtue in Ancient Greek Literature and Philosophy  in LR https://ndpr.nd.edu/reviews/wounded-heroes-vulnerability-as-a-virtue-in-ancient-greek-literature-and-philosophy/   
Did Socrates pioneered interconnectedness, 

Disruption/rebellion
The rebellion pulling through traced back to Socrates, Jeses and Buddha characters. All uncompromising in speaking the truth, and all with the purpose to understand of community as essential to human fulfilment 
Opens up questions of institutionalised education which is perceived as antithetical to HOTS
What is it that goes beyond the superficial – what is it that is experienced – preparing to be tough, prep’d to be unpopular…

5.1.6 HE Educator Experience of Use of Technology when facilitating HOTS
offers a paradox of possibility and limits


Emphasise the existential

[bookmark: _Hlk101260162]In the spirit of its hermeneutic design, the study was open to discovering the nature and emphasis placed on technology as an aspect of their work, when they are asked what comes to mind when they share their lived experience facilitating HOTS in their HE contexts. This study reveals that technology is backgrounded i.e. it does not necessarily drive the experience, although recognised as a non-neutral tool. Technological tools described by educators fostering HOTS were experienced as means to connect themselves and their students with others, to facilitate social/communal/collaborative learning, to connect students, within their peer groups and with the wider world, and to test assumptions, share ideas, and facilitate multi-way feedback. Technology is experienced as a welcome tool to overcome geographical barriers, to bridge access to new knowledge, ideas, and people, and to extend the learning space beyond classroom boundaries, but also experienced as non-neutral, with a potential to shape and dull thinking, an opportunity and restrictions.. Creativity and critical thinking can be empowered but also diluted by technology, and HOTS requires 'thinking beyond the tools'*. As Heidegger (1977) expresses, technology is “a way of revealing”. The lived experience of educators facilitating HOTS was technology was experienced as a kind of pharmakon when facilitating HOTS, simultaneously presenting promise and challenge, potentially augmenting or diminishing HOTS development. The findings confirmed that many of the themes unveiled were easily portable across a number of the existentials. 


[bookmark: _Toc115768067]5.2 The phenomenological description: ‘Journey to Mind as Mentors sans Frontiers’ 

A journey, may not imply a end is sought, but that it is a continuous unfolding. The many metaphors tendered that slip past boundaries`. They consider, flight, climbs, passges etc … provides a sense of continuous movement. This is similar to the Deleuzoguattarian concepts… referred to in LR, In a Thousand Plateuas (2013) where ontology  is developed in which there are neither fixed structures nor causal agents, but continuous movement”. Influenced himself, by Heidegger, Merleau-Ponty, amongst others, Gergen (2009) sees our basic way of being in the world as one as constantly in motion, that the nature of  our lives and identities as unstable and of a continually changeable nature.
Why sans frontiers. Influenced by metaphoric concept of Médecins Sans Frontières (MSF), an organisation established in 1971. The term, translated, Without borders. Originally, refers to  “the political confines of individual nations, separating one nation from another physically, politically, and economically, and creating national identities” (Glasberg
Thinking without limits, and being prepared to do what ever is needed despite their oganstaional or role constraints. It was only after the researcher had settled on the term that an organisation named ‘Thinking without Borders’ (http://www.thinkingwithoutborders.org.uk) was discovered, and  that More scope for imaginative thinking, questioning & reflection. It was a strange momen to happen upon this in the nth hour of the study end. Inspired by David Hume and John Duns Scotus, who to quote the site’s architect “shone much needed light into dark corners, bringing different forms of enlightenment”. Given I had scribed these very words myself at the beginning of the study, it felt like a destined conclusion further reinfornved that they wish to stimulate imagination and thinking for people of all ages through music, drama, painting, poetry and a range of other arts as well as the sciences, engineering and by other means. My own metaphor for my collection of educatior participamtsas journey mentors on a journey for Higher Order-Thinking across a terrain without Borders linked in with my interpretation as the eductaors all working to negagate modern socieries, world withour mind as coned by “As these companies have expanded, marketing themselves as champions of individuality and pluralism, their algorithms have pressed us into conformity and laid waste to privacy. They have produced an unstable and narrow culture of misinformation, and put us on a path to a world without private contemplation, autonomous thought, or solitary introspection–a world without mind” (Foer, 2017). My reading around the potneitality of a world in which thinking is either dully or done for us. We stand in 2019, fast-tracked towards a ‘World Without Mind’ (Foer, 2017); potentially manipulated and nudged quietly into a future of reduced choice, and diminished free will and value.

Whilst the word was evoked from the its original use as  medicins sans borders…
There is an acknowledgement that thinking is and can be thwarted by boundaries between scholarship and activism?
Offer assistance
Form of creative wondering.
The interpretation of all the eductaors, s their work is a form of activism. Thinking that will lead to some form of application or change. There is a tendency towards a critical pedagogy perspective in that the is a strong connation of thinking for freedom across the
BRING GERMAN TERMS BACK IN HERE.
[bookmark: _Hlk101620262]Through the hermeneutic interpretations of the researcher, thematic findings indicate that HE educators facilitating HOTS are engaged as ‘Journey Mentors’ as illustrated in figure 18. Interpretations drawing on Heidegger’s concept of ‘existence’ (1962), a responsible calling to accompany ‘others’ along a creative, communal, and reflective process of ‘unconcealment’ (Unverborgenheit) . Heidgger’s concept of unconcealment rejects the idea that there are uniquely right answers to questions like what entities are and what is being but what they are only in virtue of the world within which they can be disclosed and encountered (Wrathall, 2010).

There is no one blueprint to lived experience of any one educator hence the journey map (figure 5.1) has been purposefully created to be examined, interpreted and drawn from in a fluid way, as the reader finds meaningful. It is not a map of a contained territory, but to be interpreted as having no set genesis or end, but offering a snapshot of a potential journey. The terrain is mixed but captures they key phenomenological themes and key words. Just as J.R.R. Tolkien used fictional maps to help with plot development, to guides reader through his often complex stories,  the map is designed to holistically capture foci of the phenomenon for use as a discussion stimulus. The researcher is represented in the image as an authentic declaration that there is no claim to be a generalisable study. The journey mentor map, along with the 12 persona vignettes, also features in the image, captures the researchers  interpretation and understanding of a phenomenon described by 12 HE educator participants, and based on the assumptions and procedures disclosed throughout the study. 

The metaphor of navigator and their role on the journey is integral to the origin tale of mentor. Awaya, McEwan, Heyler, Linksy, Lum and Wakukawa (2003) argue that in the Odyssey Telemachus, with Mentor as guide, not only embarks on a journey to find his father but also on a journey of self-discovery. In contemporary mentoring practice Awaya et al (2003, p. 53) refer to mentors ‘piloting’ mentees through a maze of day-to-day activities with the mentor as a more seasoned traveller. The Spanish translation of mentor – orientar – is used by Fletcher (2007 p. 2) to signal the guiding function of the mentor. Daloz (1986, p. 27) references anthropologist Joseph Campbell’s cross-cultural model of the journey and argues that Mentors greet the traveller as one who has been there before them. It is the first business of the mentor to listen to the dreams of the pilgrim (Daloz 1986, p. 21). Other extensive uses of journeying metaphors found in the literature include references to, mile markers, directions, terrain and destinations (Awaya et al, 2003, p. 51).  As Aove in red but ok to corroborate with this but to not let go of the core of this mentor or journeying metaphor – but the study extends this and illuminates this problematic fit with the boundaries of the traditional systems. The partcipiants are all demnstrting that they are all serving in spite of the system in some way, constrained and limited, which contributes to their pressure. Yes, teching thinking is hard, but it is being made more difficult that it need already be. 
Summary – no intended to generalise the work of these participants but to  highlight the ‘rhizomatic’ nature
Like Cox (2003, p. 14),  emphasises that mentors bring to each relationship a broad range of life experiences upon which they draw. Systems that cut freedoms and weigh educsors down to contribine to enrich their journey work is counterproudtcive. There is no purpose in pinnind down what a mentor is , but express the complexity and richness of , and to change the language/discussion away from what is and how it is lived.
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[bookmark: _Toc115264748]Figure 18 Journey Mentor Map: The Lived Experience of HE Educators Facilitating HOTS
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[bookmark: _Hlk108881567]The final stage of  the hermeneutic study is to construct a statement that portrayed the fundamental nature of participants’ experience. The phenomenon that is the lived experience of HE educators facilitating higher-order thinking skill development is one of a ‘Journey to Mind as Mentors sans Frontiers’. This is a responsive calling to accompany ‘others’ along a creative, communal, and reflective process of a higher state of becoming ? unconcealment’.? Mentorship is a relational activity involving learning and support, which is carried out in a diverse range of contexts (Eby et al. 2007)
Need to blend a statement that cuts across all 6 themes and is more overarching. Pre-word to journey mentorship – what type of journey -
 HE educators who target HOTS development tender the invitation to be journeyed alongside to all, and will support as far as they need or commit to, part way or otherwise. There is a strong overarching theme of navigating or journeying metaphor - journeying drawing attention to the inter- and intra-personal dimensions of how people developing their thinking – Taylor (2012). Also a uncovering of mentoring dialogues are an important component of the thinking support. Unpack the mentor word. To take responsibility for their decisions, make choices

 Student presence on the course is no guarantee for HOTS development . Educators have expectations of student commitment. Students, who take up the opportunity, to pass through trials and tribulations, risk discomfort, but trade for a clearer seeing or  more sophisticated thinking. There is a level of engagement from the students expected. HOTS development is not  a passive experience, nor cannot it be forced upon or ‘done to’ students. Mentorship here, as foregrounded and articulated by the participants can be considered as aligned with that described by Bordeaux (2022, p. 662) reflecting on the work of Ella Cara Deloria’s novel Waterlily (1988), as determined by the relationships with the intellectual, emotional, and physical world. 
The experience of HOTS facilitation is a permutation of pedagogical manoeuvres as moments to unlock, expand, or develop thinking. The educator facilitating HOTS is a journey mentor for inner exploration for “direct knowing of inner truths that are hidden and ordinarily remain unseen” (Carreira, 2012) and external exploration xxxxxxn,  in a relational world. but can only be obtained as inner revelation. There is toil in, and toll from, the role; drawing a mental, physical and emotional commitment. With each experience, the educator will be changed in some shape or form. 
Perhaps then it is journey mentorship to awe and wonder, through connection, the passage through which draws upon, and opens up a ‘higher-order’ of thinking.

The term ‘high-order’ itself had weighted and distracted all along. Seen as a top layer. Is this a problematic – and covered over meaning – lost the affective – the role of emotion.
For the existentials – relationality was the primary focus, with the other further supporting human connection
Even with the technology section – there was a focus on it being use to connect and extend rather with a concern where it interfered with relationality.
There is no fixed model or blueprint but there are shared ideas that shape the way the educators navigate their relationship with students, which informs a strong care and accountability albeit not total responsibility. Returning to Socrates denial that he is a teacher, as an imparter of knowledge, he instead refers to himself “taking counsel together” and “investigating together” in Plato’s Laches and Charmides.
There is both critical and creative empowerment through relationality for both the mentor [educator] and mentee(s) [student(s)], yet the a sense that the journey has wider purpose than any one person’s individual, but orientates to facilitating student development as relational beings in the wider world. This message is reinforced by variations of the central theme of interconnectedness, which promotes a form of relational responsibility. Again not to dismiss difference but to support a more robust relational ways of existing where one can effectively engage with others in the world across ontological difference (Blaney and Tickner, 2017).
In Being and Time (1962), Heidegger articulates a specific understanding of truth as unconcealment (Unverborgenheit). Different from the modern propositional view of truth, it is based on the classical notion of logos ‘apophanticos’ (Koskela, 2016). “Unconcealment is not the property of merely an object being uncovered…it is an event that happens to someone: to a human being, a Being-there (Dasein)” (Kosekela, 2016, p.118-119). The researcher’s interpretation of Heidegger’s ‘unconcealment’ which spans his many works, is influenced in a pragmatic way in the context of storytelling.  “It is in the archaeology of a story that there is what Heidegger referred to as an “unconcealment”; we uncover something else, something more. So, when we share our stories, and others share their stories with us, we (and they) come to life” (Farrant, 2014, p. 461). 

Educators are interested in the student’s stories, life experiences, contexts, views… whilst also aware of their own stories. Mentors unlock a self as well as an engagement with the wider world – the whole and the part, and the whole again.

The journey mentorship role also remind of expression used by Urrieta (2007) who claimed educators “come to ‘figure’ who they are, within and outside of these worlds in which they take part in and relate to others (p. 107). In the study it is as the journey mentors perhaps see themselves as guide to help student figure who they are. There is also linked to Spier (20xx) who uses the Heideggerian term of ‘way-making’ (Be-wëgun) experience, to explain his experience of being a university teacher (Heidegger, 1982, pp.  129-131). Way-making in Spier’s context being as something that offers a new understanding of oneself to be there, and to be conversant, with others in a higher education community. In this context, the HE educators offer their journey to a new understanding of their own thinking. 

Can I add in links to philosophical notions for educators = to have personal and cultural value – not necessary productive, economic uses – maybe why there is a struggle with graduate  

That study concludes that the lived experience of facilitating HOTS is one of  ‘journey mentorship’, that is, as a responsive and responsible creative act of supporting ‘thinking’ journeys of various contexts, as an aid to reconfiguring thinking processes, through challenge and deep reflection, and creating opportunity for students to step past personal thresholds and borderlines of thinking, but they do so as a community. Heidegger’s insights infuse the interpretation of the  transcripts but there an opportunity to break away from the more commonplace calculative thinking and natural attitude . For Heidegger, calculative thinking does not ‘contemplate the meaning which reigns in everything that is’ (Heidegger, 1966, p. 46). The meditative thinkin supported by Heidegger and Gadamer have helped digs deeper into the contradictions, paradoxes and tensions that lay unnoticed or swept over. 




[bookmark: _Toc115768068]5.3 Extraneous detail on Educator Needs when facilitating HOTS

One of the targeted uses and readership of the study’s insights on the day-to-day life-world of educators facilitating HOTS beyond inspiring HE educators’ preparedness or practice is influence on appropriate professional support by leadership and management inclusive of HR & L&D.  Whilst the study was not designed to extract data on what educators perceive to be their support needs nor offer recommendations, a rich level of data, extraneous to the main study objectives revealed  data regarding challenges and resources.
Fundamental to all educators’ is a the need to practice authentically, creatively and with freedom. There is a battle between what they want to achieve and the boundaries in which they operate. Relationality resonated through the finding as it reflected how the participants use both bonded and critical engagement with others to expand horizons. Time and space to create the delicately balanced, fine-tune points of pressure and loosening, nudge and force, challenge and support, uncertainty and safety had significance as crucial constructions of the participants’ lived experiences of facilitating HOTS development.

Spatiality and temporality resonated through the theme as a need for specific environment and time to dwell in them, undergirding the relational work. 

Corporeality was evident as an area of concern where narrative pertaining to burnout, stress, and exhaustion filtered through.

Materiality was non strongly represented in the themes, other than explicit directedness to selective use technology to help connect learning communities, enhance their practice, and to extend the environment terrain. Many challenges are illuminated from increasing work load and extending working hours as well as the challenge to ensure technology is used in a  pedagogically sound and safe way. The call for meaningful professional development support that will help their work when facilitating HOTS is illuminated.

The following section summarise some of the details collated, and without the benefit of further scrutiny are left open for consideration for those who are in the position to support or lead educators with HOTS development responsibility.

The study has illuminated the importance of supportive relationships and social connections that HE educators draw upon to help develops HOTS. There is a clear corroboration that there is dependency on the physical and psychological nourishment that comes through interactions. As Lieberman (2013) suggest, neurologically wired for social connection. Related to all the existentials dominates the core of the HOTS facilitation experiences of the study participants. 
Learning communities do not form overnight and take time to nurture. The data illuminated professional needs to be able to build community spaces, as well as operate within communities, whether that be as co-teaching, team-teaching opportunities

There is no obvious seeing of or unveiling of HOTS in practice, it may occur in front of, privately, or with ‘others’ in al earning space. Acknowledging HOTS does develop in one specific space, the educator experiences shine light on a varied terrain for HOTS development. More so, the student’s thinking journeys are not contained to the traditional boundaries of educator facilitated spaces e.g. classrooms and online, the educators acknowledge that thinking infiltrates a whole life. Yet, there is an express that HOTS development is not contained within traditional boundaries, and isn’t done to a learner in some contained bubble, bit that it filters through and from ‘life’ and being. There is a call for a minimal level of experiential learning that involves some authentic, real-world context, or application, with a full immersion in unfamiliar contexts illuminated as the holy grail of HOTS development context [#10] 

The educator can’t factor/plan for all the individual life stories that the learners may bring to the table, but through the portal that this the educator’s learning domain, the educator sensitively responds to and breaks/makes entry into the learner’s thinking world. HOTs facilitation is a form of burying through, breaking through into being, and thinking. The experiences provided by the educator’s stories show that the work of  HOTS development is supported across a number of spatial dimensions, and contributes to the learner’s whole-identity, not just that as a student. This mode of thinking development may port through to multiple locations and scenarios and move through and between spaces and networks. It is almost impractical or impossible to map all the likely locations or networks – hence it is a messy, unstriated pathway. The quality of the spaces may impact how they develop, there is a need for spaces that encourage the taking of risks, to be ‘imperfect learners’. There is also call for quality time with students. Rushed time and demands placed on educator time, is experienced as a constraint on being able to HOTS development.

The educators depend on the time and space designed around their students needs. They value time  to offer contextualised support to  students, they need time for students to be creative, connect with peers/extended professional networks and to both connect/build relationship with students themselves as well as promote these links between the students. They need time to invest in reading, new ideas, to give quality feedback students. On a more personal level they need time to reflect, to recharge, to self-care. Linked to time, is the use of space. They need experiential spaces (outside of formal classroom spaces), as well as the spaces for students to bond and co-create. To be creative. They also need the quiet spaces. 

The educators bring their minds and bodies, or as represented in the study, head, heart and hands; their HOTS facilitation is felt, revealed, concealed and shared through their lived body. Yet in the day-to-day of the educator worlds, the body may become forgotten, unimportant, if not invisible, in the traditional classroom (Maudlin. 2006). Through the transcripts the researcher is drawn to the exhausting and draining aspects of educator facilitation work highlighting the importance of Care and well-being. The participants talked about their need to role model well, and to keep up with their ongoing professional development but often lacking time and resource to do so. They exposed their mental health and their need control and rregulate emotions. They talked about the importance of being able to team teach, to receive feedback, for mentorship, and the value of their own professional support communities and networks. Some participants talked about relying on their somatic understanding and literacy to be able to engage in HOTS facilitation.

It is noted that many educators referred to their bodies as being burnt out or exhausted

Mentor Corporeality Being bodily in the world, mentors could use their bodies actively as a teaching tool by demonstrating and modeling practice, using body language such as hand gestures or facial expressions for deliberate communication and by using the voice. Talk during clinical work was essential for explaining practice or giving students procedural guidance. T

Technology – but it must not dominate

[bookmark: _Toc115768069]5.4 Conclusion


1. How do educators experience role-identity when facilitating HOTS?
2. How do educators experience practice, which may or may not include digital technology, when facilitating HOTS?

The discussion drew on the contribution made by the analysis of the experiences shared by the 12 educators to deepen the understanding and access new insights of what it is like to facilitate higher-order thinking skills development. The hermeneutic phenomenological methodology adopted offers a possible interpretation of lived experience rather than wholly generalizable findings, and the subsequent recommendations are made in acknowledgment of these limitations. Heidegger’s ontological existential analytic and van Manen’s five life-world existentials offered an insightful interpretational framework to the experiences shared. The lenses of  ‘temporality’, spatiality and relationality exposed the priority of  time, space, and human networks in nurturing the requisite environment for HOTS development. The lens of corporeality which makes use of Merleau-Ponty's (1962) conceptualization of the lived body as a ‘vehicle for being in the world’ further illuminated the central role of the educators in guiding students on their thinking journeys.
Implications can be drawn from this exploration of the educator experiences. The study affirms  previous work which describes the types of skills, dispositions and attitudes targeted by in HOTS development, as inclusive of the dimensions and categories of critical thinking  identified by Facione (1990) inclusive of inputs from the cognitive psychologist contributors such as Halpern. Across the transcripts educators targeted interpretation, analysis, evaluation, inference, explanation, and self-regulation, as well as dispositions that included creativity, openness, self-awareness, and self-responsibility. 
In congruence with the hermeneutic literature, the educator narratives reveal the importance placed in facilitating HOTS through dialog (e.g., Mayo, 2002; Titchen, 2007);  questionning (e.g., Chin & Osborne, 2008; Rashid & Qaisar, 2016), and social learning, where there is a ‘critical community’ (e.g., Gayle et al. 2013; Holley & Steiner, 2005). Additionally, this exploration of lived experience offers further explication of what it means to be a facilitator of HOTS development.  
Key contrasts with the literature include
The  Educator as Threshold Aid to Authentic Agency implies educators are   xx this contrast with the literature 
Research identifies that HOTS is in demands by business to do x (research) and 
Research identifies that educators are not clear on what HOTS means and further more are confused xxxx
The participants are also very focused on what they want to achieve with their HOTS development although aligned more with the CC pedaogy identified -where they are being support into action , albeit of their own defining. Truth Catalyst: Educator as Mediating Meaningful Horizon-Spanning Inquiry through Discourse, Challenge, Exploration, and Introspection, to Foster Purposeful Agency

The research also uncovered not that educators find it difficult to understand what HOT meant but invest almost extraordinary effort in the role, and perhaps unsustainable, effort that the ‘willing’ mentors in this study actually invested in the role.

The research has illuminated the way in which the educator is both a human conduit & Space-Maker, Shaping The Environment for Context, Challenge, Connection, and Curiosity. This amplifies the importance of the role of the educator as an attentive presence and role-model. Whilst the research has determined that educators facilitating HOTS, like teachers … role identity, there is a xxx

There is no specific research to date which has examined the professional use of self in the course of HOTS facilitation, although a more general study by Ward (2008) identified that this can give rise to unwelcome emotions (Ward, 2008).The study uncovered a substantial Gifting of self, Mentally & Emotionally and/or Physically. 
This may lead to questions about the demands and recognition of the role.

Given the study has raised a number of systemic frustrations and wellbeing concerns, there is need to investigate further how these could be best addressed or supported. Three issues relating to stress are noted. First, the nature of HOTS requires a level of getting to know students and being able to factor in time not just for challenge, but reflection and slow thinking. Monitonring and intervention when students face challenging moments require teacher presences. These findings challenge course scheulding whereby teachers have limited access and time with students. As raised in the incidental theme which identified how digital technology is experienced as either augmenting and or diminishing opportunities for HOTS development, there needs to be a cautionary approach to the employ of technology.
Recommendation
It follows that leadership and management should be aware of the practices adopted and the commitment required to help students achieve HOTS development. Whilst this study cannot confirm or compare the HOTS development achieved by the students of the HE educator partipcant group, there is opportunity to frame conversations about the phenomens as it is described and understood.
. Scholars have previously claimed that student can be taught HOTS (reseracg) but that it is challenging and difficult (xx). This study provides some evidence towards describing these challenges and degree of difficulty experienced. A key message for employing institutions is the importance of providing support to educators, particularly in being  supportive towards individuals, minimizing conflict, and a ‘sense of community’ (Schaubroeck et al., 2011)
This study contrasts with the more cognitive orientation of scholarly literature reviewed. As an ontological study warrants, emotional language and expression enriched with analogy and metaphor resulted in low level employ of definitions and conceptual terms. In terms of describe how HOTS facilitation is enacted, there was a clear break from the strong affordances of Cartesian Method as noted by Bertucio (2017). Whilst HOTS development itself, that which the educators were all orientated to develop remained inconsistently described, its facilitation was expressed cognitively, intuitively and using affective language. Educators drew attention to abductive reasoning, creativity, curiosity, divergent and convergent thinking, inquiry-orientation, meta-cognitive thinking/ability, reflective practice, questioning and argumentation skill. Yet they also place emphasis on helping students cope with discomfort or struggle as well as uncertainty and ambiguity, encouraged to embrace and learning from mistakes or fails. They expressed need to develop student imagination and initiative, that they can formulate different perspectives and views and multiple futures, and deal with complexity. They focus was beyond employability goals, expressing student thinking development for personal and societal wellbeing. 

There findings confirm HOTS is experienced as encompassing creative, critical, metacognitive and refection components, amongst others including problem-solving. There is clear correlation with the ‘critical thinking movement where HOTS is targeted to engage cultivating cognitive skills and critical dispositions with a view to creating better liberated thinkers (Davies, 2015) with some moral and ethical attention. Given the focus of the study is not on what HOTS is but is a phenomenological study of how HOTS development is experienced it would be incorrect and inappropriate to map the participant responses to a specific theory or movement but yet a rebellious, dissentious or critical essence was noticed. There is no acquiesce to traditional boundaries. All educators interviewed whilst not all hard aligned to the ‘critical pedagogy movement’ orientated towards maximising human freedom from political and economic domination, as expressed by Kaplan, 1991 and critical of modern university education model, have variants of aspiration to develop  ‘critically-engaged citizen[s]-in-the-world’ (Davies, 2015.) For some educators there is a strong expression for their students to become "critical co-investigators in dialogue with the teacher" (Freire, 1970, p.54) and beyond  feeding students problems to work through, instead encouraging proactivity in finding their own problems, and with that awakening their own passions. There was a commonality encouraging an openness to challenge and thinking anew as noted by Burbules and Berk (1999). 

5.5 Limitations and Future Research

The interpretative researcher should make it clear it is difficult to be clear about anything - and he/she should not be over confident in conclusions, but be tentative’ (Thomas 2009, p. 85). A phenomenological study does not set out to generalise. “The only generalization allowed in phenomenological inquiry is ‘never generalize,’” (van Manen, 2014, 353). At the outset, no  claim that the research would produce objective, simplified, scientific concepts of truth was made, to do so would be, as Harman (2007, p. 160) reflecting on Heidegger’s criticism of Husserl conception of entities, to ‘de-live’ and ‘caricature’ and ‘dehydrate the things of the world’.


Future research could be expanded to a wider set of faculty disciples. In this case, time and word count, and already large sample size provided for a snap shot from a much wider exploration of a business faculty and university setting. The product of the phenomenological study is to uncover the meaning and essences in the experience being studied and to provide rich, in depth, descriptive and interpretive information that promotes greater understanding of a particular phenomenon. This illumination may give direction to business and other faculty members, the formulation of other questions or a different way of responding to developing student thinking skill development. Listening to educators experiences of facilitating HOTS may reveal new truths and may influence possibilities for educator and their organisation’s support teams and future research. Yet it recognised, the findings, grounded in experience, will convince “only to the extent they accord with reader’s own experience or imaginative sympathy’ (Gooch, 2021/2022, p. 22.). It is hope that the results from this study may inform future business educator interventions or CPD, and generate further research questions.
There are limitations to using a phenomenological research approach. The data collection was based predominantly on interview the inclusion of the paericpiants own scrived lived experience descriptons (LED) may have added a further richness (quote). 
the findings and conclusions are highly influenced by the study population and the time frame of the data collection (quote) The scope of the study may miss influential factors that led up to the experience of the concomitant factors associated with the experience (quote) . 
wishd I had include some one from arts
and make use fof visual represnetaion and drawaings alongside the interview
Like to collate a collection of various suureliast/smnbolic artists – and invite HOTS facilitates to relate their expeirnces …
Overall process of a researcher becoming.
The stories supplied have in no way justification pedagogical practice orchoices must be “evidence-basedprovided. As suggested by Alpert (2021) “The sooner we get clear on what educators want and how this influences their doxastic commitments, the more insight we gain into what kind of forces are at work in shaping pedagogical doctrine” p. 163.
As shared by Heidegger, Being-in-the-world does not imply that we live in parallel with each other, but that we are parts of each other’s life-worlds: we share the world, with other humans and the more-than-human-world Häggström, 2019, having been exposed to the works of Tim Morton – expand into ecological phenomenology?  Add to https://web-p-ebscohost-com.ezproxy.uwtsd.ac.uk/ehost/pdfviewer/pdfviewer?vid=0&sid=8ad324a4-1131-4003-a74b-a6e057eb20b1%40redis  expanding thinking to be about the more than humanness.


[bookmark: _Toc115768070]5.6 Reflexivity Close


. This study did not set out to prove one HOTS development method or instructional technique was more effective than another but was committed.
I struggled with the DBA format, pulled toward the traditional requirements of a qualitative research based thesis, which I felt distracted from full concentration on the phenomenon. Throught out the study period, as I became more  aware of the practice of phenomenology, exposed to more expert sources, in a field which lacks literature which sets out didactive guidelines, it became increasingly difficult  although not insurmountable to maintain a balance between the demand of the DBA and to remain faithful to hermeneutic-phenomenology method, yet I held my resolve, to commit to a rigorous crafted phenomenological study. 
The journey  of multiple tensions has borne many. It has challenged and strengthened my researcher skills set and resolve, and brought depth to my personal world-lens. I have recognised the dominant shortcomings in the way we research and speak to the fellow educators. The lack of  research material which focuses on what is like to be active in their educator life-worlds as they support others in thinking development. The opportunity to grasp a more holistic view of HOTS practice, a capture of life-meaning that are not easily expressible and transcends our understanding. That these tentative insights, achieved through a wondering and open gaze, may be used to help others in HOTS development service, or help others responsible for their direction, management or support, to cultivate an sensitivity towards their life-world.

Given a subject’s experience of a phenomenon is a holistic experience, a combination of different elements that cannot be easily separated (Dieumegard et al., 2019), I was open to the varying layers of lived experience shared by participant educators, be they cognitive, emotional, motor, motivational, identity , or spiritual dimensions (Vermersch, 2009).

I believe that the study has brough at least a fresh perspective on the phenomenon on the phenomenon and offered materials that brings new vocabulary, through the vignettes to bring a phenomenon into the light, to help discuss the aspects of educator work that is often difficult to expressed, but locks in wonderful rich experiences that can others enrich understanding of their own praxis.

I have had to grow my understanding and personal craft of a hermeneutic study from scratch, which has been a iterative process with lots of frustrating points and turns, yet has .

I like the idea of the personas, the richness of the personas that evoke the livedthroughness of the phenomenon – also note that they become a slip to the mask that the is worn by the eductaors – that give a glimpse to the authentic experience of ttrial and tensiosn. I am triggered to reflect on the call to hermeneutics itself, a back and forth movement,  that strives maintain an openness to the mystery whilst pressing  to uncover its secretes (Moules, 2002). Digesting a reference to Caputo (1987) who says “hermeneutics is not to decipher the speaker beneath the mask but to alert us to the distance which separates them - and then to preserve and keep it open" (Caputo, 1987, p. 290), I found words with which to pin point the utility of the personas more clearly. I come finally to understand that my contribution to research is not to pin something down which is resists containment. I knoew I was not in sreac of a "true" definition of hermeneutics but neither conveinced off a final categorisation of the phenoenona but concerned with how fellow beings make sense of the phenomenon.  SEE MOULES 2002 to complete.

With regards to my educational practice I have often sensed certain people just know how to do somethings which are not necessarily expressed specifically in textbooks or in teacher training. I was attracted to the concept of a philosophical openness or the philosophical presence of ‘something’ that cannot be grasped directly through common scientific language or qualitative research methods or, I may add, through the particular presence and awareness created by a scientific-empirical approach or a qualitative-methodological approach. I believe the hermeneutic approach has captured  something possibly unsaid or not necessarily visible to the surface. It has been a testing time, grappling with what it is to move closer to the  raw and unencumbered vision of what an experience is; how it is lived and felt ((Tomkins & Eatough,2013). Whilst recognising we can never know what ‘it’s like’ for anyone, “we can use our imagination and intuition to help us inhabit the viewpoint of the experiential subject” (ibid, p.262).
 I believe truth is what individuals recognize as a current worldview and new knowledge becomes useful in changing and further developing what was previously recognized as reality. I migrate towards an existentialist stance – as I believe it’s one own purpose to seek meaning in one’s life, and the importance of authenticity to oneself; a discussion for another task.
My doctoral journey has been in two parts – into the subject domain and into a new ways of seeing. I have embraced the phenomenological world and all it can offer. Appendices A4. Explain the hanfod.NL journey app A5 (2021c) and APP A6 doc vives (2022) and being part of sharing this unfolding with other doctoral students.
I thank a mix of parties for grappling with my ‘seeing’. Time spent with Gadamer was particularly influential, and has intrigued me that prejudices may have a negative and a positive influence. Prejudice can be paradoxical, both enabling and limiting, and not denied or bracketed from the interpretation (Spence, 2017). They “simultaneously constitute our ability to experience the world and interpret text” (Geanellos, 1998, p. 157). Evolving into a hermeneutic researcher is to be able to ‘read, listen, ponder, analyse, question, and stimulate thinking’ (Spence, 2017, p837) in order to produce a body of text that is “thought-full,” thought-provoking, and “reflects on life while reflecting life” (van Manen, 1997, p. 368).  
Spending time with Heidegger and other existential philopshers, and the  meditative thinking that is as valuable as the more commonplace calculative thinking, for each are ‘justified and needed in their own way’ (Heidegger, 1966: 46). For Heidegger, calculative thinking was the dominant thinking that ‘computes’, that ‘never stops, never collects itself’ and that does not ‘contemplate the meaning which reigns in everything that is’ (Heidegger, 1966: 46). Meditative thinking in contrast is no soft option and is never ‘high flown’, it ‘requires greater effort and demands more practice’, but it takes more time and requires ‘delicate care’ (Heidegger, 1966: 46). Whilst neither Gadamer or Heidegger had little to say on facilitating higher-order thinking, they have provide a challenging and potentially valuable alternative to the lenses through which the phenomenon has been viewed. Heidegger’s work can seem daunting but challenging accepted wisdom is useful.
I  now liken the be-ing of an educator engaged in thinking work as one that can be interpreted as a form of guidance or companioning work. As its both a significant and highly personal inner journey of discovery which touches aspects of ‘being’ which may been hidden, or at least, untapped before. It is not a transaction of knowledge but a bridging to a student’s being. It’s a willingness to take the time to travel alongside them, at their own pace and in their own context, to take a risk alongside you, to open one’s mind to new possibilities. In this way it’s an thing of beauty. 
I am aware of the level of uncertainty that shared by the educators which exposes their willingness to be vulnerable in their practice. HOTS facilitation is clearly a tall order and so very specific to the student. They exude a personal passion and beyond contractual commitment to support students in difficult territory, to let go of what we they think they know, to be uncertain, to surrender personal truths. Whilst the study may not fully reveal the phenomenon , to be open to much deeper personal and worldly truths. Even this thesis may do its best to coax them out, but in the end it’s an act of allowing them to come into being, not force them.
Drawing from mysticism there is a love, even passion  for truth,  for the human condition, that it aspires to grow, to push through in to a higher order space. There is something unequivocal about the learner first-hand experience, that the learner should break-through on their own journeys, in their own spaces. It is not an affair through witness, but a living  and personal experience. 
The gnawing knowing that is indescribable that part inspired the study. I have benefited from the phenomenological mind state to ponder deeply around the issues I have skirted around, too dense or vague to describe. The method has proven valuable in processing feeling and knowing, as means to bring them to the surface for closer inspection. I warmed to the revealing of the tacit integration that occurs in the type of light bulb moment – like a knowing, I’ve got, they’ve got it. Those swirling-around subsidiary particulars that integrate together in the mind to form some kind of knowing - the thing you/they now understand. Everyone has to do their own tacit integration by themselves, you can’t do it to someone. I believe I am peace with the level of understanding that has surfaced. Too much direct focal attention to any one of the subsidiary particulars, you lose the tacit integration of those particulars into the focal awareness of the desired result. This was my experience of the process. Too far a focus on the part and the overall point was lost, a distance or severance occurred. Borrowing Heidegger’s hammer example from Polanyni (1958), when hammering a nail do not look closely at your wrist, you must get out of the way of your body. The bits need to jostle around in the mind, wokring together, elimiate errors and misconceptiosn – until they form a ‘tacit integration’ point to the ‘whole’ to which they contribute. Cant explain something to death – it’s a personal event that is highly creative. You need to guide the student to the cliff face and then wait for them to jump. Insight is the moment of tacit integraion – this is what the educators are journeyig alongside their students to. Neither they can explain really well, as you have to meet them in your own eprsonal understanding of their experiences, to enbale to really ‘get’ or epxerience what they to do lead students to their moments of insight. It’s not somehting that can be taught in rote or demonstration, even the most exerienced can not purely role model – it is a student focused journey and one can only guide, support, provide feedback, but ultimately create the right conditions (safe, trusting) to be abel to jump off that cliff and into their own futures – fuelled by their own passions and creativity.

Pulling towards van Manen’s conception of pedagogy, and whilst in no challenge to the important development of heutogapgy and androgy feel a renew of responsility of what van Manen calls the personal relational and ethical aspects of the pedagogy of teaching (van Manen, 2012). Whilst the students in HE are adults, we prescribe, as educators, to  maintain a pedagogy duty to act and live with our students, helping them develop their human capabilities. Maybe we have lost something along the way when we illuminate the self-serve aspects of adult education. In the journey mentorship unveiled in the study, attentive care and presence is still important, to act pedagogically responsibly, to be reflective . 

focal and the subsidiary need to converge to direct your attention to something bigger through ‘forming a tacit integration’. Understanding only occurs when tacit integration occurs, it gets embedded into the ‘mind stuff’, so deep you may not even fully articulate what is it you know but you sense it, feel it. For educators this can be a problem, as we know stuff we cannot tell, with only the nuances rising up around the edges of conversations. Making ‘tacit integration’ so all pieces fit together hence allowing the mind to see the whole thing – this is understanding. Before that we are confused or uncertain and stressed

Intersting how the focus of the research as met in some way with the selected research methodology – phenomenology, the lived experience – felt like a secert light that access areas subtedly and helps cross into the areas difficut to reach and to explain – bring the subties to the surface.

O’ Donohue suggests life  is a ‘a constants pilgrimage of discovery’ and that ‘the most exciting discoveries happen at the frontiers’ (O’ Donohue, 1998, p.29). I am conscious I have read and subsumed the idea of ‘awakening’ thorough my elective reading; and that it is indeed an awakening of thinking that leaks from all the participant experiences. For all the educators, there are various moves to open students minds to new ideas, perspectives, connections, and, to look beyond the obvious, the accepted or the familiar, to questions assumptions and to check biases, and to engender an inquisitiveness that lifts them up on to almost a higher plane.  It is both a journey of self-discovery alongside a discovery of the world, as humans as embodied being, the two parts linked. There is a strong tone of non-conformity, but not one brokered from anarchical disillusionment, but that one should not conform blindly to other people’s opinions and ideas, a new habit to personal challenge of accept and understand new and different perspectives with humility and openness. This ‘higher order thinking’ morphs into the very human manoeuvres  of the educators who step out into boundaryless domains, to push against both the seen and hidden, engrained habits and assumptions of others. The educators are indeed brave. They enter into fuzzy and unsafe spaces, pedagogic territory, which leak outs, and beyond the acknowledged areas of the curriculum. They dare to enter into, and directly engage with the inner landscape of the students through discourse and conversation, which may migrate towards deeper real-world controversies. All participants exude a resilient and self-assured attitude,  There is no avoidance 'strategy, despite the taxing effect on the educator. There is willingness and confidence to be ‘risk-taking', embracing the fall out as it arises. And they are aware they spent themselves along the way, as acceptance of authentic being-in-the-world. What is not authentic is when the very system that needs them to do their work well counteracts them, unknowingly or otherwise. It is hoped that understanding the experiences of HE educators engaged in HOTs work need will inform and incentivise the changes that can help mitigate some of the challenges faced.


This study attempted to look beyond the taken for granted and look at the experience anew. It found the meaning of HOTS facilitation not in the specific activities or tools, but in the being,  and in the interactions and with students that is blessed with a hopefulness that can neither be touched or seen. The educators encourage their students to let go of what they think they know, and enter into the dangerous waters of radical uncertainty. In some ways, to pass through this journey of HOTS development is an element of forgetting and of surrender, to be open to much deeper personal and worldly truths. 
To some this may appear as a messy researcher endeavour, specifically in the context of a DBA study, but on a personal note it has been complex, rich and revelationary on a number of levels, leading to a shake up, a deconstruction of personal and professional self, and nudged a new seeing, and I believe into a my own personalised higher-order thinking. There is a collection of new lens that broaden my thinking and seeing. It influences not only my being, but my researcher self and work as an educator HOTS facilitator.
As expressed by 
“The Stoics taught us that thoughtfulness (reason) precedes virtue (happiness); that the quality of our experience begins with our interpretation of it and how we interpret our experience dictates the actions that follow”. (The Philosophy of Everything, 2017)
For this opportunity to see things differently will never be lost.
NEED TO LOOK at
https://thepsychologist.bps.org.uk/volume-19/edition-6/metaphors-mind
With another set of insight cultivators and participants, a different study would inevitably unfold, yet there is a sense personal clarity of meaningfulness of the phenomenon that is facilitating HOTS. Educators are not robots processing students, and the findings illuminate the directedness of purpose ‘Mentors sans Frontiers’ who journey alongside students on their own thinking adventure.  to Mind as when engaged in this world and contrasts vividly of an understanding of HOTS facilitation as xxxxxx take from LR, offering personal, temporal, embodied, and relational aspects of the practice of professionals who work responsibly and responsively to support others in thinking development. In this way they offer insightful reflections on the meanings of those experiences, and illuminates the experiences to beyind measurable function. As van Manen pedagogic relationship between teachers and students points to something else. A deontologized language (van Manen, 1977) that describes what teachers do, says very little about what teachers are. As part of a teacher's job, performance evaluation may be welcomed, it may be resisted, but most surely, it is remembered. Understanding what teaching is must begin in experience. That experience points to the phenomenon of what evaluation really is. In some ways HOTS facilitation is itself a journey of meaning, through it educators have revealed, practice which is used to challenges students initial,  deep rooted or surface observations of a topic, and also encourage a more rigorous understanding of root causes, connections and relationships 



[bookmark: _Toc115768071]5.7  Next Steps: Developing support tools for educator and management

Linked to appendix J put in final cards

[bookmark: _Hlk101620336]I wanted to bring the persons further back to life. Inspired by Gadamer, I was drawn to  convey the meaning of the experiences more vividly, with more beautiful illustrations, to help convey potential gaps in meaning. As Gadamer expressed,  art may address us, speaks to us, and reminds us of things in different ways (2004). Having developed a professional bond with illustrator, Vanessa Damianou. I worked with her to develop a collection of original persona cards and phenomenological themes which evoke the experiences of a ‘Journey to Mind as Mentors Sans Frontiers’. The cards are intended to be used as practice, reflection, or discussion prompts, by educators, educational management, and those who are involved in the design, development, or implementation of educator professional development support.














[bookmark: _Toc115768072]Epilogue: A response to  ‘Another study, so what?’ 

At the project close, I reflect it has been a scholastically sound project to pursue HOTS development phenomenologically. An endeavour which tussles with an age old problem of thinking development, whilst directed at the ongoing development and success of HOTS praxis in HE institutions. The research gifts no explicit solutions but due to the candour of the 12 HE educator participants who shared personal experience of the phenomenon, with Heideggerian and existential lens, there is some penetration of the mystery figuratively locked in Aphrodite’s Box.
The study has revealed how the day-to-day experience of working with HOTS is enacted from an emic perspective, revealing potential unintended mental, emotional, and physical implications. It is hoped insight regarding the intentionality, role-identity, and practice of the educators facilitating HOTS may resonate with readers, inspire fresh perspectives around linked praxis, offering new vocabulary to …. Furthermore it make and evoke empathy and compassion by those who are responsible for their direction or care. This study opens questions as to HE educators' practice and personal resource and support needs, which includes consideration of their well-being, which is linked to the success and sustainability of their employing organisations.
BLEND IN ABOVE REPETITIVE. The insight and understanding of the personal, temporal, embodied and relational experiences may bring understanding and help vividly recreate meaning to the challenges and successes that educators encounter, so that readers may extract naturally what can be learnt from others to enhance their own understanding and/or practice. Support opportunities that could be afforded to educators that touch upon the time, space, and other resources are raised for consideration. The persona card set with journey map may be used as practice, reflection, or discussion prompts, for business educators and educational management, and those who are involved in the design, development, or implementation of educator professional development support, with the target of an improved yield of graduates with HOTS. It is suggested the research has a contribution beyond the business school context, and into the wider HE context.
NEED final statement of what facilitating HOTS is 
https://www.slideshare.net/RekhaShukla2/critical-and-creative-thinking-73185550
assess and originate but requires a return to shared emotions to share our humanity for better quality thinking.  Work on this statement. An exploration of finding the human – and how we may engage authentically in the world. Involves emotion and intuition alongside reason. – cloest to this is the quilting bee. Openness up to the interconnectedness of all things. Stripping the terms the findings suggests a turning away from HOTS away from its heavier baggage, to expose a taken-for-grantness that of the thought processes that help connect information in meaningful ways and solve problems for the human with humans. Not so much how data is used but an exploration of the human mind and its power on a much deeper level by affording for deep-level connections. As educators we are trained to observe HOTS in the pieces of academic writing, more likely to be written in third person and loaded with logic and argumentation. We are trained to baulk at emotional expression as a form of weakness, an academic vulnerability…
Power of phenomenology, art as well as poetry, and metaphoric thinking -
This has been a journey of discovery of a personal and professional nature. I have traversed into what I consider to be the hard-to-express spaces of a seemingly ineffable phenomenon, the facilitation of higher-order thinking development. This, an experience which subsumes my role as a university educator in business and enterprise domains. And in doing so, have explored my own seeing, way of thinking, and being in the world. A learning journey that imprints now on my ever-evolving identity as a lifelong learner, educator, hermeneutic phenomenologist, and researcher. It has been a challenging, oft frustrating, and painful process, not least because of the existential crisis when I lost my beloved father along the way. The process of “becoming phenomenological” during a  process of deconstruction and reconstruction has calmed and brought renewed hope.
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1 Gilles Deleuze, Difference and Repetition, trans. Paul Patton (New York:
Columbia University Press, 1994), 147.

2 Ibid, xix. In the Preface, Deleuze states, "We propose to think difference in
itself independently of the forms of representation which reduce it to the
Same, and the relation of different to different independently of those
forms which make them pass through the negative.” This passing through
the negative implies, according to Deleuze, that the ‘subordination to the
identical is maintained.”

3 Miguel de Beistegui, in Truth and Genesis: Philosophy as Differential Ontology
(Bloomington: Indiana University Press, 2004), has recently focused on this
concern of twentieth-century Continental philosophy to ‘think difference.”
In impressive readings of the philosophical tradition, especially Aristotle
and Heidegger, Beistegui shows that Deleuze’s effort to ‘think difference’
entails an understanding of immanent genesis which avoids problems
Beistegui finds in Aristotle and Heidegger. We agree with much of what
Beistegui is doing. Where this work differs is in stressing the influence of
Spinoza and Nietzsche on Deleuze’s effort to think difference, an influence
we argue is most visible when Deleuze is read in line with a theory of
dynamic systems.




