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Abstract  

 
This thesis explores Higher Education lecturers’ experiences of contemplative 

practices and mindful learning. Existing literature explores contemplative 

practices, which include contemplative inquiry and mindful learning and their 

benefits. However an insider education practitioner’s view of the phenomenon is 

limited. This study, with its focus on Higher Education and specifically Business 

School lecturers’ experiences, complements research on mindfulness in primary 

and secondary institutions on student populations and stress management. 

Business Management education tends to focus excessively on economic logic, in 

a values-neutral business curriculum excluding ethics and social responsibility. 

This study hopes to address this by exploring how lecturers use contemplative 

practices and mindful learning in their teaching, learning design and delivery. 

Furthermore, the selected Self-Determination Theory perspective enables 

exploration of the impact of the surrounding environment on lecturer’s motivation 

to their teaching and learning approaches. 

Interpretative Phenomenological Analysis (IPA) methodology was selected as it 

recognises the expertise of the participants on their own lived experience, whilst 

acknowledging also how the researcher is involved in the interpretative process. 

The lived experience of eight lecturers in one UK Higher Education Business 

School was explored using semi-structured interviews and focus groups. Using 

IPA coding and analysis, three themes emerged; space to be in the experience; 

the teachers’ cloak; and students as gauges. The findings, framed as a CAPE-

Creativity, Awareness, Partnership and Engaged Ethics-, identify the practices, 

and motivations of the contemplative lecturer. This study offers insight into 

lecturers’ experiences of contemplative practices and mindful learning; how the 

environment supports or thwarts their basic needs of autonomy, competence, and 

relatedness. These findings address a gap in the current literature by recognising 

contemplative practices and mindful learning as sources of personal support, and 

a complement to teaching design and delivery as lecturers navigate their journey 

of purpose and self-discovery within higher education. Furthermore, the novel 

theoretical framework of the CAPE can be called upon as a positive resource in 

professional practice, teaching and learning design and delivery in business 

schools, and lecturer education programmes.   
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Chapter 1 - Introduction 

Introduction   

This chapter describes the purpose and intentions for this thesis; its aims, 

objectives and the broad research question set in Higher Education. This chapter 

provides the inspiration and drive behind this study as well as the thesis structure. 

The chapter opens by introducing the purpose of the research, key theoretical 

concepts, definitions and terminology and associated rationale. It is followed by 

some background information to place this study in context. The third person 

pronoun is used when relating to the literature and key theory and my own 

reflections are expressed by using the first-person pronoun. 

  

1.1 Purpose of Research 

Creating knowledgeable students for the job market is of primary importance in 

HE, yet many believe now is the time to counterbalance those aspirations by 

reviving the goals and intentions that target “building greater human beings, with 

multiple forms of wisdom” (Lin, Oxford, & Brantmeier, 2013, p. xi). Higher 

education is deemed a “knowledge factory”, situated in a market driven by 

monetary forces and instrumental outcomes (Ergas, 2013, p. 213). Research in 

business education (e.g., Ghoshal, 2005; Giacalone, 2004; Giacalone & 

Thompson 2006; Mitroff, 2004) highlights that responsible business pedagogy 

misses ethics at its core. Giacalone and Thompson (2006) argued that 

materialistic concerns and economic thinking enables poor ethical business 

practice that negatively impacts society. The purpose and role of business schools 

came under renewed scrutiny following numerous corporate scandals and ensuing 

financial crisis (Hommel & Thomas, 2014). One of the criticisms is related to the 

allegedly instrumental, amoral, and selfish vision of human behaviour that lies 

behind much of modern managerial theory and training (Ghoshal, 2005; 

Mintzberg, 2004; Mitroff, 2004; Pfeffer & Fong, 2004). Another is related to the fact 

that humanity-based training has been largely squeezed out of business schools’ 

curriculums (Bennis & O’Toole, 2005; Duncan, 2004; Starkey & Tempest, 2009; 

Wright 2010). Developing a curriculum that includes contemplative practices and 

mindfulness may be the counterweight needed to restore humanity and wholeness 
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in business school pedagogy. Ghosh (2020) states that calm awareness, 

inclusivity, and wholeness are required to improve ethical content in pedagogical 

approaches to management education. Contemplative business practices develop 

compassion and empathy in leadership to ensure problem solving ideas support 

people, the planet and add value to society as well as to the organisation without 

doing harm (Zajonc, 2013). Opening minds by including contemplative practice 

and mindful learning in management education broadens thinking from the narrow 

perspective of monetary earnings.  

 

More than 20 years ago Driscoll (2000) acknowledged the absence of research 

into the motivation and experiences of educators noting “we lack the study of our 

own work” (Driscoll, 2000, p.39). Yet, we still have limited understanding of 

contemplative practices and the role they play in enabling educators to address 

their students’ emotional and social needs as well as their own. Contemplative 

practice and phenomenology share similarities as they advocate understanding of 

experiences (Childs, 2007), for example mindfulness helps to discern, “what my 

experiences are really like” (Nagel, 1974, p.448). Phenomenological research 

offers a vast array of research designs and methodologies that resonate with the 

aims of this study: “our central concern is to return to embodied, experiential 

meanings aiming for a fresh, rich description of a phenomenon as it is concretely 

lived” (Finlay, 2009, p.6). Mindful practice resonates with phenomenology, 

exploring experiences as they arise before they have been reflected on or 

verbalised, “the present moment cannot be seized by language which 

(re)constitutes it after the fact” (Stern, 2004, p.8).   

 

My personal mindfulness practice and passion for the study topic meant that 

reflexivity and journaling were paramount in this research journey. These activities 

have ensured rigour and were guided by my research supervisors, contemplative 

networks, and colleagues during the process. My contemplative journal allowed 

me to note feelings, ideas, and personal values and how they informed my 

thinking and decision making. I was inspired by Goodall (2014) who utilised 

‘Reflective Boxes’ in her thesis to include key reflections on her thought 

processes. I incorporated excerpts from my contemplative journal as 
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‘contemplative boxes’ throughout the thesis to share some of my reflections with 

the reader and the main text also includes additional reflexive comments.  

 

More broadly concerning higher education, lecturers who bring contemplative 

practices into their classrooms aim to create positive learning environments where 

students feel supported as they may face difficult emotional situations and 

challenging learning experiences (Jennings & Greenberg, 2009). Contemplative 

practices in learning are couched in the belief that “compassionate action is 

fostered in students when they learn not only with the intellect but also with the 

heart” (Palmer & Zajonc, 2010, p. 98). Zajonc (2010) states that “expanding our 

ontology and enriching our epistemologies…is a requirement for any future 

philosophy of education that will give us the integrative education our students and 

our world sorely need” (p. 98). Therefore, contemplative practices have the 

potential to provide numerous possibilities when taking the holistic view of 

teaching and learning and in understanding the role and impact of the learner in 

this dynamic process (Carroll, 2005; Grace, 2011; Zajonc, 2013). This study could 

lead to conversations about diverse experiences and differing standpoints of 

lecturers who introduce these practices to their teaching and wish to explore them 

further. The study highlights lecturers’ experiences of contemplative practices and 

mindful learning, which are key components of whole person teaching and 

learning as a pedagogy (hooks, 2014). 

 

Specifically, the current study is focussed on the purpose of HE, teaching and 

learning partnerships oriented towards a whole approach and transformation, a 

conception of mindful ethical principles that integrate personal values and goals 

with professional growth and social awareness which lie at the core of what Kabat-

Zinn (2003) refers to as the ’universal dharma’. The relevance for this research 

focuses on how contemplative practices and mindful learning can support self-

discovery and purpose of lecturers in higher education. It examines in more detail 

how the academic context of a business school supports or inhibits lecturers’ self-

determination. As this is a nascent research area, this study will contribute to 

increasing the understanding of mindfulness and contemplative practices in a 

specified applied pedagogic context within a HE business school. Beyond the 

present study, future areas of research opportunities exist from both national and 
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international HE perspectives, in addition to cross institute and faculty analysis, 

and within the lecturer and student relationship dynamic demonstrating the 

potential scope yet to be fully explored by research scholars. 

 

1.2 Key concepts and definitions 

Education in the United States (US) has been revolutionised in colleges by 

‘contemplative pedagogy’, offering educators a host of practices that focus on 

student growth in the areas of altruism, empathy, self-regulation, attention, and 

compassionate action (Zajonc, 2013). Research in the US is at the forefront of this 

emergent field, however new avenues are growing rapidly with additional networks 

being formed to share and develop resources and practical application in diverse 

environments. The UK ‘Contemplative Pedagogy Network’ came together with the 

aim to integrate ‘first person’ approaches into pedagogy enabling students to 

embody their experiences of learning. Building connections with fellow students, 

and their community through their own values and sensitivity to their internal 

feelings, forges a strong appreciation of the impact of their actions on others. ‘The 

Mindfulness Initiative’ UK gathers those who legislate and advocate for 

mindfulness training programmes combining mindfulness and policy that promote 

introspective reflection with elements of civic responsibility. 

 

Mindfulness practice can vary between focused attention and a broader 

awareness training as well as inquiry, reflection and journal writing (Zajonc, 2013). 

Kabat-Zinn (1994) believes that: “[The power of mindfulness] lies in its practice 

and its applications. Mindfulness means paying attention in a particular way: on 

purpose, in the present moment, and nonjudgmentally” (p. 4). However,  Langer 

(1997), a social psychologist is well recognised as defining mindfulness as 

separate from meditation practices. Her findings led her to define mindfulness and 

mindlessness as states of mind that influence learning and thinking. Langers’ 

definition emphasises a western conception of mindfulness as “openness to 

novelty; alertness to distinction; sensitivity to different contexts; implicit, if not 

explicit, awareness of multiple perspectives; and orientation in the present” 

(Langer, 1997, p.4). 
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This study acknowledges contemplative practices, including mindfulness as 

fundamental to a whole person teaching and learning approach in higher 

education. The following statements support the approach: 

1. Focus and attention building, mainly through focusing meditation and 

exercises that support mental stability 

2. Contemplation and introspection into the context of the course, in which 

students discover the material in themselves (relate content to their own 

experiences) and thus deepen their understanding of the material 

3. Compassion, connection to others, and a deepening sense of the moral 

and spiritual aspect of education 

4. Inquiry into the nature of their minds, personal meaning, creativity, and 

insight 

                                                                                  (Barbezat & Bush, 2014, p.11) 

 

Additionally, the participants in this thesis are described as ‘lecturers’ and as 

‘teachers’, this is due to the use of these terms interchangeably in the literature 

and by the participants themselves. The lecturers in this study identified as 

lecturer and teacher, with an emphasis on their role as responsible for student 

learning and well-being. However, I have used the term ‘lecturer’ when analysing 

and interpreting the literature and the participant accounts.  

 

 1.3 Researchers’ Positionality   

 

FIRE by Judy Brown 

“What makes a fire burn is space between the logs, a breathing space. 

Too much of a good thing, too many logs packed in too tight can douse the flames 

almost as surely as a pail of water would. 

So, building fires requires attention to the spaces in between, as much as to the 

wood. When we are able to build open spaces in the same way we have learned 

to pile on the logs, then we can come to see how it is fuel, and absence of the fuel 

together, that make fire possible. 
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We only need to lay a log lightly from time to time. A fire grows simply because the 

space is there, with openings in which the flame that knows just how it wants to 

burn can find its way”  (Brown, 2016)  

 

Higher Education (HE) today is so squeezed with policies, measurements, and 

restrictive management practices that time and space is limited for lecturer and  

student engagement. Freedom from this clutter which embodies neo-liberal 

management practices could create capacity for richer learning experiences. I 

reflected on my purpose and the purpose of the business school when deciding 

upon my research focus, and how we both could best satisfy the expectations of 

our students in this environment. This deep thinking continued as I wrangled with 

my philosophical position. I questioned my own mindfulness practice, my 

professional role in higher education and how they defined my attitude towards 

educational research. I selected a methodology that felt a good fit for my world 

view as well as understanding that there are multiple ways to know and 

understand the world and this is subjective and contextual.  

 

The increased awareness of my purpose as a researcher shone a light on my 

epistemological stance and methodological design as I was free from arguing 

whether one point of view is more valid or relevant than another. Quantitative 

research, according to Ponterotto (2005) narrows exploratory work of subjective 

experience. The current study rebuffs the quantitative hypothesis of causality in  

relationships and endorses subjective understanding, multiple ways of knowing 

and that the truth is messy. This position aligns with interpretative qualitative  

studies where researchers, participants and the social context are inextricably 

linked (Finlay, 2009).  

 

As a lecturer in the Business School being studied, I carefully considered my 

researcher positionality and how it corresponds with my values and belief systems 

(Merriam et al., 2001). ‘Insider positionality’ refers to “the aspects of an insider 

researcher’s self or identity which is aligned or shared with participants” (Chavez, 

2008, p. 475), yet caution is advised when defining this position as the impact of 

different levels of social experience can be too problematic to classify. Chavez 
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(2008) supports with understanding here by considering insider researchers as 

total insiders, who have common experiences and numerous personas, or partial 

insiders, who are distanced from the research context as they do not see 

commonalities in all aspects of the participant environment. I identify as a partial 

insider as my researcher role and overarching responsibilities in this study 

requires some detachment, specifically as the ethical gatekeeper when engaging 

with the participants in the research process.  

 

Insider researchers may have the edge when they bring their ‘pre-understandings’ 

to their research approach (Brannick & Coghlan, 2007). Their expertise, 

awareness and grasp of topics that require scrutiny or exploration in a particular 

institution, allows them to design insightful questions. Therefore, an insider 

perspective may have more impact when considering what the organisation might 

do to enhance work practices. External researchers or ‘outsiders’ are blinded to 

this type of knowledge and observation before the research study begins (Smyth & 

Holian, 2008). However, researcher bias, must be considered and acknowledged 

throughout the research process as beliefs and values effect decision making from 

the initiation of the research project to its closure (Chavez, 2008).  

 

A technique that I would argue supports this work for the ‘insider researcher’, is 

reflexivity. Pierre Bourdieu challenges researchers to examine their  beliefs and 

the context of their experiences to uncover how they affect thinking and drive 

certain behaviours (Bourdieu & Wacquant,1992). Similarly, Van den Hoonaard 

(2002) expresses that, “Self-reflexivity involves the researchers taking into account 

his or her own consciousness” (p. 88). However, reflexivity is not only for the 

individual as critical reflexivity is a social endeavour where engagement with 

peers, research collaborators and relationships within the context are important for 

unearthing broader assumptions, biases and power dynamics which might be at 

play (Mao, Mian Akram, Chovanec & Underwood, 2016). There is a  

preconception by many in the research arena that “the researcher, the research 

method, and the data are separate entities as opposed to being reflexively 

interdependent and interconnected” (Mauthner & Doucet, 2003, p. 414). 

Heidegger phenomenology accepts that during exploratory research a 
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phenomenon may make an ‘appearance’ and in Interpretive phenomenological 

Analysis (IPA), researchers are “implicated in facilitating and making sense of this 

appearance” (Smith, Flowers, & Larkin, 2009, p. 28). Ethical research 

acknowledges the consequences of researcher bias and critical reflexivity  

envelops “subjective understandings of reality as a basis for thinking more 

critically about the impact of our assumptions, values, and actions on others” 

(Cunliffe, 2004, p.407).  

 

Contemplative practices and mindfulness in particular; noticing what is happening 

right now without passing judgement (Kabat-Zinn, 2003), is a personal endeavour. 

This study calls for a qualitative approach to understand how the lecturers 

interpret and make sense of contemplative practice in their lifeworld. My sustained  

mindfulness practice helps me to bring the awareness of the unique setting the 

lecturers are embedded within, and as a qualitative researcher I accept that I am 

implanted there as a member of their social group. It is vital that my philosophical 

assumptions that underpin this research, my belief system and attitudes which are 

interlaced with how I, think and act are made clear. Philosophical assumptions 

foreground how researchers engage with the research process and attempt to 

understand people in their own environment. According to Creswell (2003) a 

researcher can explain how their beliefs inform their position towards the ‘nature of 

reality’ (ontology) and how they know ‘what they know’ (epistemology). I will 

discuss these further in Chapter Three. 

 

1.4 A brief introduction to Interpretative Phenomenological Analysis (IPA)   

I selected Interpretative Phenomenological Analysis (IPA) as my research method, 

a qualitative method embedded in phenomenology which sense making of 

experiences (Smith, Flowers & Larkin, 2009). IPA has been undergoing 

development since 1996 and is influenced by three philosophical beliefs; 

phenomenology (lived experience), hermeneutics (subjective interpretation), and 

ideography (individual) (Smith et al., 2009). Important incidents described by the 

participants as having great importance to them are drawn out during 

collaborative, interpretive interactions between the interviewer and the 
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interviewee. The researcher records the interviews and analyses the narrative 

acknowledging the researchers’ key role; to stand in the experience of the 

participant whilst accepting the impossibility of understanding their lived 

experience fully (Reid, Flowers, & Larkin, 2005). Further discussion of IPA will 

take place in Chapter Three. 

 

1.5 A brief introduction to Self-Determination Theory 

Self-Determination Theory (SDT) states that people carry an internal wealth of 

sources that under the right conditions provide opportunities for development. It is 

described as an organismic metatheory that can be applied to empirically test and 

explore personal characteristics and the basic needs of autonomy, competence, 

and relatedness (Ryan, Kuhl, & Deci, 1997). I selected SDT as a theoretical lens 

with the understanding that people are naturally interested in becoming more 

knowledgeable about themselves and others and have an innate desire to learn 

and be inquisitive about their situation and place in the world. As the context of 

this study is higher education, it felt a natural choice to explore individual 

motivation to teaching and learning and the adoption of contemplative practices 

into teaching approaches. SDT research shows that autonomy and certain 

motivational environments and practices in HE, provide space, time, and a 

commitment to experiential learning (Ryan & Deci, 2017).  

 

Transformational learning involves exploration, trying out things, feeling more 

competent as old ways of thinking and behaving are replaced with new 

connections. We become more "critically aware of the cultural and psychological 

assumptions that have influenced the way we see ourselves, our relationships and 

the way we pattern our lives" (Mezirow, 1978, p. 101). Renewed purpose and 

determination follow, demonstrating personal growth and increasing awareness of 

important beliefs, and how they affect our choices and decisions. The environment 

is of great importance, and a managerial culture in corporate organisations can 

thwart or facilitate the fulfilment of those basic needs. 
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Poor or absent relationships or networks, particularly in HE can curb and even 

suffocate a sense of relatedness; a requirement for positive teaching and learning 

experiences. Niemiec and Ryan (2009) provide a strong argument; when lecturers 

feel fulfilled at work, they are able to provide the right conditions for students to 

demonstrate their autonomy in their approach to classwork, and both parties feel 

better for doing so. Therefore SDT provides valuable insights into teaching and 

learning approaches and education policy and will be discussed further in Chapter 

Two.   

 

1.6 Aims and Objectives 

The ambitions of this research study are to explore approaches to contemplative 

teaching practices and mindful learning currently employed by lecturers in higher 

education. It is an attempt to address the problem that “the incorporation of 

contemplative practices in Western curricula is still a relatively marginal 

phenomenon [because] we have not yet developed a rigorous conceptualization of 

contemplative practice as pedagogy” (Ergas, 2013, p. 4). By exploring the 

personal and professional experiences of lecturers in a business school, the study 

seeks to contribute to the evolving landscape of contemplative practices in the 

context of their experience; their approaches and practices; highs and lows as 

experienced in their everyday environment; implicit and explicit beliefs in their 

teaching, and their expectations as to the benefits contemplative practices and 

mindful learning might bring to their communities of learning.  

 

My aim is to understand participants’ lived experience of contemplative practice 

and mindful learning echoing Heidegger (1962) who rebuked the belief in the 

cartesian divide of body and mind, subject and object, between person and world, 

and the personal and professional which is a focus in this study. I am interested to 

learn about how my experiences are similar or different to others and how they 

understand them. I may be able to re-imagine and develop a broader range of 

knowledge of contemplative practices and mindfulness in general, as well as for 

myself as they inform my way of being in the world as a lecturer, learner, and 

researcher.  
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The aim of the study was to explore the lived experience of lecturers; 

how lecturers experienced contemplative practices, teaching approaches to 

mindful learning, the purpose and role of the lecturer and the business school, and 

finally the impact of the working environment on lecturer’s self-determination.  

 

Over the course of the research a broad research question was developed to 

frame the topic of this study and support the creation of objectives to help answer 

the question: 

How do contemplative practices and mindful learning support purpose and self- 

discovery in higher education lecturers? 

 

To achieve the stated research question, the objectives were to:  

 

• Review appropriate literature around the related areas of contemplative 

practice in HE, mindful approaches to teaching and learning and the role of 

the lecturer in the university to identify a gap in the literature and inform the 

later analysis and discussion. 

 

• Adopt a relevant qualitative methodological framework to undertake primary 

research using individual interviews, diaries and focus groups. 

 

• Identify, through the use of Interpretative Phenomenological Analysis, ways in  

     which the experiences impact upon lecturers’ self-discovery and purpose.  

 

• Develop individual themes from the data which illustrate these experiences, 

leading to the overarching themes derived from the cross‐theme analysis.  

 

• Develop a theoretical framework to contribute to the theory and practice of 

lecturers’ contemplative practices, mindful learning, and motivation theory 

in the HE context.  
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1.7 Conceptual Framework - Introduction 

The researcher is responsible to illustrate their ideas and conceptual thinking in 

their approach to their study. Framing this thinking visually, allows the reader to 

see how thoughts and ideas are connected and align with the aims and objectives 

of the research project. Additionally, it communicates the researchers’ positionality 

(Luse, Mennecke, & Townsend, 2012).  In this study the framework informs the 

understanding and analysis of the lecturers’ experience. It is embedded in the 

thesis demonstrating how it connects to each chapter and unifies the research 

purpose, objectives, and methods as well as the findings, demonstrating a 

rigorous approach and congruity to the research when exploring the phenomenon 

(Liehr & Smith,1999). A diagram illustrating the conceptual framework is shown in 

Figure 1.1. It shows the contextual setting and the professional and personal role 

of the lecturer in HE, Self-Determination theory (SDT) as a theoretical lens and 

Interpretive Phenomenological Analysis (IPA) as the research method.  

The key focus of the study lies at the centre as it explores how contemplative 

practices and mindful learning support’s HE lecturer’s purpose and self-discovery.  

This framework will be developed further throughout the thesis and integrated into 

the subsequent chapters.   
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Figure 1.1: The Conceptual Framework - context, method, and theoretical 

perspective. 

 

1.8 Context of the research 

This research is placed in context in terms of the location, researcher positionality 

as outlined above, and the participants whose personal values and practices 

relate to their professional roles in the University. All aspects of the conceptual 

framework interact significantly including my role and numerous identities initially 

as a student, then as lecturer and researcher. 

 

1.9 The Participants 

The research took place within the Business School at University x, a post 1992 

institution located in England. The eight participants; four females and four males 

were recruited from staff from two departments. Some were known to me as 

practising or having an interest in contemplative and mindfulness practices. The 

remainder were approached as referrals from other colleagues as I was relatively 

new to the department. The participants are at various positions in their careers, 

and most were not newcomers to academic settings, so brought a wide range of 

experiences from industry as well as identities from other academic institutions. 

More participant information is available in the subsequent chapters (in particular 

in the sample section of the methods Chapter Three). 
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1.10 Boundaries 

It is key to the research study that limits are in place to guide the researcher 

throughout the process and ensure they remain focused on the scope of the study. 

 

• Initially limiting recruitment of participants to those who had a personal 

mindfulness or contemplative practice. However, this was extended to 

include those who had an interest in extending their knowledge of and 

or implementing these practices into their teaching approaches. This 

enabled a broader understanding and inclusion of multiple experiences 

and voices which allowed for interesting comparisons that proved to be 

a valuable expansion of the sample. 

 

• Limiting the study to one Higher Education Institution (HEI). As will be 

explored in chapter three, this had a significant impact on the design of 

this study but mitigated the access and ethical issues of attempting to 

conduct data collection across more than one HEI.   

 

• Limiting the scope of the study to the aspects which are outlined in the 

conceptual framework throughout the thesis. Whilst there are multiple 

features of the lived experience which could, and do, fall under the 

parameters of how lecturer and contemplative practices interact, in 

order to keep the research focussed and manageable, a focus on 

certain topics was necessarily taken. 

 

1.11 Structure of the Thesis 

This conceptual framework (Figure 1.1) informs not only the approach taken, but 

the structure used within the thesis itself. This thesis follows a conventional 

placement of the literature chapter foregrounding the analysis in a conceptual 

framework, thereby informing the research, the researcher, and the reader.  

The thesis consists of several chapters which cover the following:  

• A critical literature review discussing relevant research and theory pertinent 

to the topic area  
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• The rationale for the chosen methodology and details regarding the 

procedures followed  

• A presentation and interpretation of the research findings 

• A discussion of the findings in relation to key literature and theory 

• A presentation of the conclusions, limitations and implications for practice 

and future research 

 

Chapter One - Introduction 

This chapter provides an introduction, overview, and structure of the thesis. 

Following this, the central theories and concepts are contextualised and the focus 

and motivation for the study are outlined. The aims, research question and the 

research objectives that guide the research are addressed. The final section 

outlines the structure of the thesis to help guide the reader through what is 

covered in each chapter. 

 

Chapter Two -The Conceptual framework - Literature  

This chapter provides an exploration of the extant literature around the conceptual 

framework which consists of an exploration of Contemplative Practices and 

Mindfulness particularly in the realm of Higher Education (HE), and Self-

determination theory (SDT) as a model of motivation which will be used to help 

understand and discuss the findings of this research study. The literature is 

focussed on the current context of universities in the United Kingdom (UK) and the 

role of Communities of Practice (CoP) in that environment. This is followed by 

more detailed explorations of aspects of teaching, pedagogy, and learning. 

 

Chapter Three - Methodology  

This chapter locates the methodological choice in the theoretical framework of the 

individualised experience. It begins with an exploration of IPA as a vehicle for 

understanding individual experiences through a phenomenological and interpretive 

hermeneutic, detailing more explicitly the approach taken to the research, the 
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accommodations required to reflect the changing situation and the approach taken 

to the ethics process. The chapter then examines three data collection 

approaches, the first being the ‘exemplary’ method for IPA, semi‐structured 

interviews, the second being a daily diary, and an innovative approach to focus 

groups which I have adapted to incorporate the idiographic emphasis of IPA within 

focus groups. 

 

Chapter Four - Analysing and Interpreting the Experience  

This chapter begins with an overview of the thematic analysis process. This 

analysis is broken into three sections, starting with the location of the lecturers 

within the wider personal and professional context. Each section is followed by an 

interpretative summary, and the interactions of these are then evidenced in the 

participants’ experiences. This is reflected upon in the next section which relates 

the findings of the analysis of three themes, and their interactions, to the wider 

extant literature explored in chapter two. 

 

Chapter Five - Discussion  

This chapter relates the findings of the analysis to the wider extant literature 

explored in chapter two, where three superordinate themes; Space to be in the 

experience; The teachers’ cloak, Students as gauges and their interactions are 

discussed.  

 

Chapter Six - Conclusions  

The final chapter offers a review of the overall research journey, beginning by 

returning to the purpose of the research, and summarises the findings. This is 

followed by a discussion of the contribution these make to knowledge, and the 

issues of quality, validity, and limitations to the research. The research is then 

applied to the professional context, in particular offering a framework that can be 

applied to support lecturers in a variety of ways. The chapter concludes with a  

reflection from my personal perspective utilising extracts from my “contemplative 
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Journal”, returning the research to its relationship with my own context, and the 

questions I began this journey with. 

 

1.13 Chapter Summary  

This chapter has introduced the areas of focus in this study. The study is 

contextualised, and the researcher has addressed the motivations for the study. A 

research framework has been created to identify the areas under investigation and 

illustrates the design and methods that will be adopted throughout the thesis. The 

research question and objectives have been outlined. The next chapter discusses 

Contemplative Practices and Mindfulness, and Self-Determination Theory (SDT) 

as a model of motivation in the current context of universities in the United 

Kingdom (UK). Finally, Communities of Practice (CoP) and aspects of teaching, 

pedagogy, and learning will be discussed. 
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Chapter 2 - The Conceptual Framework – Literature 

 

2.1 Introduction 

This chapter offers a review of the literature included in the conceptual framework. 

It begins with an exploration of Contemplative Practices and Mindfulness 

particularly in the realm of Education. The second section discusses Self-

Determination Theory (SDT) as a model of motivation which will be used as a lens 

to analyse and discuss the findings of this research study. It then moves to a focus 

on the role of universities in the United Kingdom (UK) and explores the role of 

Communities of Practice (CoP) in that environment. This is followed by an 

exploration of teaching and learning approaches. Finally, a more detailed 

investigation of the lecturer and the learner concludes the literature review. The 

chapter as a whole will address the following research objective:  

 

• Review appropriate literature around the related areas of contemplative 

practice in HE, mindful approaches to teaching and learning and the role 

of the lecturer in the university to identify a gap in the literature and 

inform the later analysis and discussion. 

 

Contemplative Journal excerpt: February 2021 
 
My understanding of the purpose of the literature review has certainly changed 

dramatically since I started my research journey four years ago. I quote below 

from an extremely helpful book (Helping Doctoral Students Write) which has 

encapsulated my experience very well. Additionally, this book has not only 

supported me in the literature review and as a doctoral student but generally as an 

academic writer, student supervisor and in my growing respect and understanding 

of an ever-growing research active contemplative community: 

“Doctoral researchers have an emergent relation to the territory (the fields which 

inform their research) and its occupiers (the more senior, experienced scholars of 

the academy) …this is not work for the faint/feint-hearted! There are so many 

decisions to make. Where to start? Which fields? Which landmines to avoid? How 

to be ‘critical’, who to be critical of, and how to escape being tangled in the barbed 

wire? How to negotiate the complexities of power relations in a strange land? Who 

to include and exclude in these negotiations? Who to engage with, who to ignore 

and with what effects?” (Kamler & Thomson, 2014, p.31). 
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My decision was to try to make friends with and build upon the work of so many 

who have gone before me, and who have also been in my shoes. I conclude that 

the journey and the challenge is worth it, long may it continue! 

 

2.2 Contemplation and Mindfulness in Education 

Higher education is big business and its’ purpose is at the centre of much debate. 

Lewis (2006), Palmer and Zajonc (2010), and Rendón (2009), express the need 

for a review of HE and its’ primary purpose. Contemplative practices focus 

attention to the inner world and allows students and lecturers to explore their 

values and belief systems in a community of learners, hopefully triggering a 

growing awareness and empathy to the injustice and imbalance in society. 

Humanity and wholeness are core tenets of spirituality and many reflective  

practices emerged from ancient religious traditions (Thurman, 2006). The purpose 

of these practices has not changed too dramatically since their inception. Agency, 

care, growth, and an ethical life are valued and worked towards as practitioners 

become more aware of themselves and others through meditation and varied 

contemplative practices (Lawlor, 2016). Damon (2013) and Greenberg et al. 

(2003) provide examples of pedagogic developments and approaches that are 

enriched by contemplative practice particularly, to nurture citizenship and 

emotional capacities. Mindfulness asks us how we want to be in the world and 

rests easily with many pedagogic approaches that attempt to focus the distracted 

and unconsciousness mind. 

 

It has been some time since James (1890) wrote that :  

 

          “The faculty of voluntarily bringing back a wandering attention, over and over 
again, is the very root of judgment, character, and will… An education which 
should improve this faculty would be the education par excellence. But it is 
easier to define this ideal than to give practical directions for bringing it about 
(p.424)”.  
 

James might be encouraged to see the current development in his vision for an 

education ‘par excellence’. Universities who incorporate contemplative pedagogies 

into the curriculum are supporters of change. They are open to adopting these 

practices when faced with issues and challenges in their communities and in the 

sometimes, negative aspects of the culture in universities. Universities at the 



 
20 

 

forefront of this change for almost two decades are: California Institute of Integral 

Studies, Emory University, Rice University, and the University of Michigan. A 

community in a university in New York personifies this progressive approach as 

they grow into a partnership with other industries and districts on a regional level 

(Napora, 2017).  

 

Alongside this there is steady growth in research on contemplative education (CE) 

which has led to a new group, ’The Community of Contemplative Education’ 

(CCE) being initiated by ‘Mind & Life Europe’ (MLE) in 2018. Their goal is to create 

a sustainable and dynamic community who will anchor CE in Europe with 

education partners who share their vision and concerns that HE has lost sight of, 

or under emphasises the aims of a progressive and contemplative education in 

favour of teaching skills for the current workplace. The Mindfulness Initiative 

emerged from a selection of teaching activities including mindfulness in the United 

Kingdom (UK) Parliament. The programme involves politicians around the world 

who practise mindfulness and wish to make education of the heart and mind a 

sincere proposition in education policy. The United Kingdom is recognised as one 

of the leading fronts of the global mindfulness movement. Dr Steven Stanley, a 

Senior Lecturer in the School of Social Sciences at Cardiff University, Wales (UK) 

is recognised as a world leading mindfulness expert and is Principal Investigator of 

the three-year research project mapping the mindfulness field with a plan to 

publish findings in 2021/2022. 

 

In a keynote speech at the International Conference: Mindfulness And Society in 

February 2021, Stanley shared some initial thoughts about the growth of  

mindfulness and asks, “What does the popularity of mindfulness tell us about the 

world in which we’re living?”. The focal point of the research is to “study the 

making of mindfulness practitioners and mindfulness teachers; how mindfulness 

teachers seek to make people and society mindful; how they make a community of 

practice, a professional field, or a movement” (Mindfulness Science Centre, 2021). 

This thesis will contribute to that study as it explores lecturers’ experiences of 

contemplative practice and mindful learning alongside the purpose and role of the 

university in society. 
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The literature review uncovered that Mindfulness, when discussed in relation to 

further or higher education is set in a broader frame of Contemplative Pedagogy 

(CP). Maia Duerr at the ‘Centre for Contemplative Mind in Society’ (CMIND) 

provides a range of CP approaches and activities that educators are introducing to 

the classroom and the private sector, visualised in the Tree of Contemplative 

Practices (Figure 2.1). 

 

Figure 2.1: The Tree of Contemplative Practices, 2021 (Illustration). The 
Centre for Contemplative Mind in Society. 
 

 

 

The ‘Centre for Contemplative Mind’ in Society is a non-profit organization based 

in Massachusetts, established in 1991 with the aim “to integrate contemplative 

awareness into contemporary life in order to help create a more just, 

compassionate, and reflective society” (CMIND, 2021). The foundations of the tree 

are focused on “connection/communion and awareness” originating from ancient 

spiritual philosophies as well as practice from secular environments. The list is by 

no means an exhaustive list and CMIND provide copies of the tree for those who 
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wish to capture their own ideas and thoughts on what CP is to them. Therefore, 

diversity of practice enables a broader view and inclusion of multiple attitudes, 

rites and activities that hopefully attract a diverse audience who wish to develop 

their introspective, creative, and social awareness capacities as educators, 

learners, and citizens. 

 

Self-development and introspection are often understood to be the primary 

objectives of a contemplative practice. However, those who advocate for social 

justice are provided with practices to support them when looking externally, for 

example: bearing witness, being a volunteer at activist sites, and participating in 

peaceful demonstrations (Baugher, 2014). Weger, Hooper, Meier, and Hopthrow 

(2012) reported that mindful practices reduce emotional reactions to stereotypes 

when identified as intimidating or fearful. The ‘activism’ branch is growing rapidly, 

Lueke and Gibson (2015) state that CP diminishes bias related to age and race 

when association testing protocols have been completed. Magee (2016) leads the 

field in areas of racial justice and recognises that open hearts and minds are 

essential when addressing deep rooted racism. She demonstrates how 

mindfulness creates space for self-compassion and become less reactive to 

discriminatory behaviour. Inclusivity and classroom safety are nurtured through 

embodied mindfulness to help with understanding, healing, and learning.  

 

Mindfulness research has increased dramatically, from 10 articles in 2000 to 1153 

in 2020 as shown in Figure 2.2 below from the American Mindfulness Research 

Association (AMRA, 2021).  
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Figure 2.2: Mindfulness journal publications by year, 1980-2020  

 
 

Jon Kabat-Zinn, a pioneer in mindfulness in healthcare investigated the impact of 

meditation on psoriasis patients in one of his earliest studies (Kabat-Zinn et al., 

1998). The findings suggested that healing rates improved with mindfulness 

meditation practice. This practice developed into the Mindfulness-Based Stress 

Reduction (MBSR) programme and informs treatment in a multitude of 

programmes globally such as: Mindfulness-Based Cognitive Therapy, Acceptance 

and Commitment Therapy, Dialectical Behaviour Therapy, and Mindfulness-Based 

Eating Awareness Training (Rogers & Maytan, 2012). The majority of Mindfulness 

Based Interventions (MBIs) that we see today are designed in a similar way to the 

original MBSR model. Significant advances have been made in the field yet there 

is still work to do to build additional evidence to evaluate the possibilities and 

limitations of MBIs; increasing attention, collaboration across disciplines and 

innovation are required to harness the potential of mindfulness in the never-ending 

quest for personal growth and a fairer society (Good et al., 2016).  

 

Research on mindfulness in education has been mostly restricted to studies in 

primary and secondary institutions with focus on the student population and stress 

management. A number of studies over the last two decades show the benefits of 

mindfulness in terms of increased attention (Giommi, Gielen, Speckens, & 

Barendregt, 2010; Jha, Krompinger, & Baime, 2007; Tang et al., 2007; Van den 
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Hurk,). Additionally, regular practice affects brain activity in the cerebral cortex 

improving overall functions of awareness and the acquisition of language (e.g., 

Lazar et al., 2005). There is increasing evidence to show that mindful meditation 

provides benefits in healthcare, stress management, relaxation, and brain function 

in diverse populations. 

 

However, not a great deal of focus has been given to the experience of 

contemplative practice and mindful learning with academic staff in higher 

education. In addition, Langer’s (1997) work must not be excluded from the field of 

education as her research is paramount to investigating mindfulness as the 

“juxtaposition of cognition to habit” (MacDonald & Shirley, 2009, p. 24). In this 

concept, Langer (1997) defines mindfulness as “the continuous creation of new 

categories; openness to new information; and an implicit awareness of more than 

one perspective” (p. 4). Conversely, mindlessness “is characterized by an 

entrapment in old categories; by automatic behaviour that precludes attending to 

new signals; and by action that operates from a single perspective” (p. 4). Early 

studies in organisations showed that the whole person is mindful when they attend 

to novelty, and increased mindfulness generates creativity, and burnout is reduced 

(Langer, Heffernan, & Kiester, 1988). Mindful learning and mindlessness from  

Langers’ perspective are discussed further in the next section. 

 

The ‘other mindfulness’  

Langer (1997) argues that ambiguity and context are of utmost importance in 

learning environments. Current approaches in HE re-enforces ‘mindless learning’ 

where objectivity and limited ways of knowing are inbuilt in the curriculum. Mindful 

learning disrupts automatic thinking and behaviour and allows space for new ideas 

and openness to learning. Similarly, Ambrose et al. (2010) stated the following: “1. 

Learning is a process, not a product. 2. Learning involves change in knowledge, 

beliefs, behaviours, and attitudes. 3. Learning is not something done to students, 

but rather something students themselves do as the direct result of how they 

interpret and respond to their experiences” (p. 3).  

 



 
25 

 

Langer’s research exemplifies learning as a cognitive process where mindfulness 

is understood as both a trait and state. Her framework increases knowledge about  

the processes involved in teaching and learning as she writes:  

“When we are mindful, we implicitly or explicitly (1) view a situation from 
several perspectives, (2) see information presented in the situation as novel, 
(3) attend to the context in which we perceive the information, and eventually 
(4) create new categories through which this information may be understood” 

                                                                                       (Langer,1997, p.111). 

 

Mindfulness can develop over time with varying levels of impact on experience. 

Quantitative research designs limit the appreciation of various feelings inherent in 

mindful meditation. Mindful practitioners embrace a plethora of emotions such as 

stress, fatigue, apathy as well as moments of calmness, fulfilment, and relief 

during practice. Qualitative interviews, reflection writing and follow up may offer 

more insights from individuals about their experiences (e.g. Atkins & Parker, 2012; 

Dane & Brummel, 2014). This study attempts to capture phenomenological 

experiences as quantitative data may miss the ‘emerging butterfly’ if solely 

examining the ‘number of cocoons’ they grew from (Choi & Leroy, 2015). 

 

Both mindful meditation and socio-cognitive mindfulness researchers consider 

mindlessness as unconscious behaviour. When mindless, “we act like automatons 

who have been programmed to act according to the sense our behaviour made in 

the past, rather than the present” (Langer & Moldoveanu, 2000, p.2). In the late 

80s, Langer stated that openness and noticing new things were mindful 

characteristics as exemplified by her comment “If we describe someone we dislike 

intensely, a single statement usually does it. But if, instead, we are forced to 

describe the person in great detail, eventually there will be some quality we 

appreciate” (Langer, 1989, p.66). Ambiguity, multiple perspective taking and 

innovative thinking characterise Langers’ definition of mindfulness, contrasting 

with mindful meditation which focuses on presence, the breath and non-

judgemental thinking. Both avenues may provide similar outcomes yet differ in 

application. Mindful meditation advocates for introspection while socio-cognitive 

mindfulness appear to centre on cognitive processes that increase understanding 

with the production of novel models and ways of thinking. Measurement tools have 

been developed to measure both concepts of mindfulness; meditative mindfulness 
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by Brown & Ryan’s Mindful Attention Awareness Scale (MAAS) (Brown & Ryan, 

2003) and socio-cognitive mindfulness is measured by the Langer Mindfulness 

Scale (LMS), (Bodner, 2000). Research carried out on both measurement scales 

by Yeganeh, (2007) identified that mindfulness supports: awareness capacity, 

attention to the moment, and acceptance to change. However, Brown and Ryan 

(2003) acknowledge the impact of regular practice and diverse outcomes for 

individuals.     

 

Modern living is volatile, filled with many distractions that demand our attention. 

Mindfulness provides practices that reduces stress, improve innovation, focuses 

the mind, and offer new perspectives on problems (Langer,1997; Langer, 2000). 

Langer’s work explains that “this ability to transcend context is the essence of 

mindfulness and central to creativity in any field” (Langer, 2014, p.129). This 

statement is compelling in the context of this current study as the researcher 

wishes to capture the complex and diverse world of the lecturers’ experiences in 

the HE context. Mindful thoughts and actions encourage autonomous living in 

accordance with one’s beliefs and expectations yet, influence from outside and 

internal misgivings may have significant impact.  

 

Autonomy and being authentic are closely related in terms of lived experience and 

meaning making (Ryan & Deci, 2004; Wild, 1965). Firstly, authenticity is 

experienced as self-authored; individuals possess agency when interactions are 

self-affirming, grounded in integrity and feelings of self-worth. Secondly, the notion 

of genuineness Kawakami, White, and Langer, (2000), can be understood as a 

form of authenticity. Genuineness embodies openness, honesty, and personal 

values in action while, a lack of authenticity can be expressed as distorted 

behaviour and a fake persona (Kernis, 2003). Inauthentic behaviour can surface 

due to unconscious activities that influence decisions and feelings that are out of 

synch with personal beliefs (e.g., Clark & Rhyno, 2005; Levesque & Brown, 2007; 

Ryan & Deci, 2006; Verplanken & Velsvik, 2008). Mindfulness practices explore 

what is below the surface and behind our thoughts and emotions by attending to 

the present moment. The ability to look at oneself objectively allows space for 

habitual behaviour to be reflected upon. Self-compassion is key to understanding 
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the driving force behind knee-jerk reactions and increase understanding of life’s 

meaning and purpose (Brown et al., 2007). This study explores lecturer’s 

experiences and purpose and their teaching approaches in the context of the 

neoliberal business school. Social contexts thwart or fulfil authenticity depending 

on what the accepted behaviours, characteristics and thinking are in that 

environment. Who a person is and how they express themselves in that context 

can be celebrated or criticised and undermined depending on the prevailing 

culture. The contemporary and secular context where mindfulness is applied will 

be explored in the next section. 

 

McMindfulness  

The term ‘McMindfulness’ is attributed to Miles Neale (2011), a Buddhist teacher 

and psychotherapist, who challenged the corporatisation of mindfulness. He  

described it as a phenomenon whereby corporations adopt spiritual practices to 

provide some immediate help for struggling employees, whilst neglecting concerns 

about the root cause of the problems. Purser and Ng (2015) challenge the current 

application of mindfulness; a perfect commodity to be sold as a stress relieving 

cure for workers in institutions whose toxic culture is inherently, stress inducing; a 

‘spiritual’ product with unlimited profit-making capabilities in a demanding 

consumer society.  

 

Mindfulness practitioners must acknowledge the devastating impact neo-liberalism 

has on society whether as private citizens or in the public domain (Harvey, 2014). 

They may unwittingly re-enforce the use of mindful practices as tools to medicate 

the symptoms of an intensely materialist and competitive culture. Muja (2016) is 

under no illusion that corporate education models are unable to operate outside of 

the capitalist philosophy of profiteering, individualism, and performativity. HE 

addresses the rational and preparation for the job market as a priority with less 

emphasis on business ethics or the moral life. Introspection and growth through 

contemplation are lost in the market frenzy of competition (Chickering, Dalton and 

Stamm, 2006). 
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Mindfulness in neoliberal environments could be critiqued as not contemplative 

centring on Foucault’s’ 1991 concept of governmentality. The state is not 

recognised as the sole culprit in its’ adoption as people are formed in and by the 

society they are embedded within and feel obligated to measure up to 

expectations and take action to govern themselves (Foucault & Trombadori,1991). 

Using mindfulness and contemplative practices to appease individuals in stress 

inducing environments and demands on them to self-direct allows them to 

participate and even succeed in a customer driven market (Forbes, 2017). By 

devaluing the role of critical reflexivity in the HE context, lecturers and students 

are subsumed by the environment and adapt to the prevailing cultural conditions 

(Purser, Forbes & Burke, 2016). 

 

A growing body of literature Bazzano, 2013; Bodhi, 2011; Purser, 2015; Sharf, 

2015) challenge the definition of mindfulness as “paying attention to the present 

moment” in a non-judgemental manner, risks a passive stance and acceptance of 

inequality, poor ethics, and diminished social responsibility. The core tenet of 

mindfulness from the Buddhist tradition emphasises ethical principles of non-harm, 

honesty, and compassion yet most secular mindfulness programmes today 

exclude those aspects (Lopez, 2012) to satisfy proselytizing concerns in a non-

religious setting. While this is understandable it constrains and limits the 

possibilities of contemplative practice and mindfulness to enable practitioners to 

explore issues in society and their position in it, as well as developing empathy 

and understanding for those in difficulty (Purser, Forbes & Burke, 2016). 

 

HE could provide spaces for subjective experience and personal development  

where mindfulness practices have a place to contribute. Awareness of the 

conditions and context of mindfulness applications in universities is paramount if 

their mission is to be a power for good and help students explore their sense of 

purpose. Mindfulness as a stress management practice is indeed valuable, yet the 

possibilities to further embrace these practices to nurture values and ethics and to 

help navigate the complexity of daily life are limitless (Teasdale & Chaskalson, 

2011).  
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This is relevant for this study as lecturers and students need guidance on 

reflexivity and contemplative practice, and time to disengage from standard or 

unconscious teaching and learning approaches (Rose, 2013). In the absence of 

contemplative practice lecturers may lose their sense of purpose and adopt 

teaching practices as a means to ‘teach to the test’ rather than for lifelong 

learning. Oberski, Murray, Goldblatt, and DePlacido, (2015) defend the necessity 

of practical spaces and reprioritisation of time in order to counter the dominant 

conditions in the neo-liberal university which values speed, metrics, and 

performativity. The intuitive, emotional, and subjective dimensions of teaching and 

learning could come to the fore; crucial components in holistic learning 

approaches in HE (Hyland, 2011).  

 

This section has explored the history and development of mindfulness and 

contemplative practice, particularly how it has developed into a secular practice for 

stress management and more recently has been introduced to primary and 

secondary education in student populations. This section highlighted two main 

streams of mindfulness; meditative and non-meditative mindfulness and 

introduces the diversity of contemplative practice available. Additionally, the 

critique of mindfulness focuses primarily on the de-coupling of mindfulness from its 

ethical Buddhist roots and how it is utilised for more of an instrumental end as a 

self-help tool to build resistance to stressful work environments, without 

considering the root causes of these issues. The section went on to raise 

concerns about introducing mindfulness into higher education settings as they are 

also considered corporate environments with the same root causes that create 

stress and anxiety in a neo-liberal management culture. Yet the benefits it may 

bring to refocus on the affective domain of higher education could outweigh those 

concerns.  

 

The next section discusses Self-Determination Theory (SDT) as a lens to 

understand lecturer’s motivation in their social context and whether their basic 

needs are being met. This supports the analysis and understanding of how their 
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environment contributes to their satisfaction at work of their basic needs of 

autonomy, relatedness, and competence and adds insight to their sense of 

purpose and journey of self-discovery. 

 

2.3 Self-Determination Theory 

Self-Determination Theory (SDT) postulates motivation as self-determined or 

externally driven by the environment (Deci & Ryan, 2000, 2012). SDT is 

concerned with growth and the effect of the social context on autonomy, 

relatedness, and competence. Feelings of fulfilment are therefore intrinsically 

(inherent satisfaction) or extrinsically (external factors) motivated (Deci,1975). 

Deci and Ryan, (2000) specify autonomy as self-initiated choices and actions that 

are spurred on by inherent feelings of joy, satisfaction, and fulfilment.  

Relatedness reflects association with others, feeling valued and understood. 

People are motivated by personal connections (Baumeister & Leary,1995) and 

SDT espouses the need for closeness and that being part of a group or 

community can predict individual levels of autonomous behaviour. Finally, 

competence refers to feelings of effectiveness and the freedom to practice and 

develop capabilities to continuously improve. According to Pintrich, (2000) this 

self-belief underlies goal-oriented activities.  

 

SDT research has mostly explored the student perspective, Reeve, Bolt, and Cai, 

(1999) found positive outcomes and scholarly achievement where educators 

consciously facilitated autonomous learning. However, in this study SDT is applied  

in HE to explore how the satisfaction of lecturers’ basic psychological needs is 

affected by their workplace, and as a lens to explore their sense of purpose and 

journey of self-discovery. Ryan and Niemiec wish to change the perception of 

educators, “away from viewing [them] as controllers, monitors, and trainers to 

being facilitators, guides, and supporters of development” (2009, p. 270).  A 

progressive or a ‘liberatory pedagogy’ (Freire, 1970) is achieved through 

collaborative partnerships, resonating with the aspirations of contemplative 

practices in HE. 
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Deci and Ryan, (2000; 2012) argue that there are many benefits for employees 

and organisations when basic needs are satisfied: employee engagement, 

resilience, innovation well-being and positive relationships. Relatedness is a 

feeling of being part of a group who care about each other and value everyone’s 

contributions. Deci and Ryan, (2000) illustrated how the different basic needs were 

linked as intrinsic motivation was diminished if autonomy was absent despite 

feelings of  competence in the task. Additionally, a sense of well-being increased 

within a need’s supportive environment when relatedness and autonomy worked 

hand in hand. Therefore, when autonomy is satisfied it drives intrinsic motivation 

as shown in education, business, and health settings (Deci & Ryan, 2000). 

Autonomy can be defined as having moral independence to act in ways which are 

compatible with ones’ deeply help beliefs and values. Therefore mindfulness 

practices support autonomy by developing awareness and attention capabilities  

through reflexivity. In doing so examination of behaviour and personal values is 

possible (Goldstein & Kornfield,1987; Siff, 2014). Mindful individuals disrupt 

habitual behaviour and evaluate whether old behaviours or a new way forward is 

required, and if these actions are in alignment with their authentic self, fulfilling 

their basic needs (Deci & Ryan,1980).    

 

However, the contexts in which we are nested circumvent or nurture this 

predisposition for growth and development by facilitating the basic psychological 

needs for autonomy, relatedness, and competence (Deci & Ryan, 2000). This is 

relevant to this study as the lecturer’s everyday environment is discussed as to 

how it impacts teaching approaches and contemplative practice. IPA methodology 

is congruous with SDT as both acknowledge the ongoing influence of context and 

fit well in exploring the research question. Stake writes that “the qualitative 

researcher emphasizes episodes of nuance, the sequentiality of happenings in 

context, the wholeness of the individual” (1995, p.12). So, while SDT posits an 

approach to measure and understand human similarities that Ryan and Niemiec 

(2009) agree is a valid reason for adopting quantitative approaches, they still align 

with qualitative researchers recognising situational learning and the social 

construction of meaning.  
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The next section discusses the context of this study as it elaborates on the current 

trends and practices that may influence and impact lecturer’s sense of purpose 

and teaching approaches in their everyday environment. 

 

2.4 Higher Education Context  

Researchers are apprehensive about HEs ever-increasing role in the market 

economy (Barnett, 2013; Evans, 2005). Neoliberalism and its accompanying 

corporate values are difficult to resist as they are embedded in the corporate world 

and a society norm (Muddiman, 2018). In the UK university, the neoliberal regime 

includes consumer marketing, league tables, student competition and business 

associations. Additionally, there is disquiet from some who see profit as central to 

decision making for department funding, while course fees for students maybe 

increased on specific programmes (Else, 2018; McGettigan, 2013). There are 

positive aspects inherent in these activities yet concerns abound that the 

fundamental mission and principals of HE are changing forever (Beverungen, 

Dunne, & Hoedemaekers, 2013; Naidoo & Williams, 2015). Ahier et al. (2005) 

explain how neoliberalism has reconfigured society due to the value placed on 

individual competition and success which devalue the collaborative and social 

aspects of a democratic society (Barnett, 2013). Universities are not spared, its’ 

civic role in developing students as conscious citizens is side-lined in a market 

driven environment where learning for the job market is the primary goal 

(Nussbaum, 2010). 

 

Whole person teaching and contemplative practices may be perceived as 

irrelevant in a university where profit and service provision for the market is central  

to its strategy. Contemplative practices and mindfulness are difficult to measure, 

therefore in the business education context where thinking and understanding 

must be calculable, significant justification is necessary for practices that 

champion human development and a fairer society. The mission of the university 

as a servant of the local community is thwarted by its preoccupation with 

performativity, marketplace positioning and employability (Deasy & Mannix-

McNamara, 2017; Spence, 2019). Thornton (2013) recasts the academic as an 

instrument of the market where meritocracy is king. The language of corporate 
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management replaces collegial discussion around dynamic teaching that 

encourages creativity, lifelong-learning and a force for good (Sutton, 2015; Smyth, 

2017).  

 

In an individualised culture relationships and collaboration may be perceived as   

“mere use and manipulation rather than bonds of empathy and mutual 

understanding” (Nussbaum, 2010, p.6) and in the context of HE, Nussbaum notes 

that side-lining humanistic disciplines means society “will soon be producing 

generations of useful machines, rather than complete citizens who can think for 

themselves, criticise tradition, and understand the significance of another person’s 

sufferings and achievements” (Nussbaum, 2010, p.2). Similarly, Brown (2015, 

p.176) questions the utility of a neo-liberal education when “education [is seen] as 

primarily valuable to human capital development, where human capital is what the 

individual, the business world, and the state seek to enhance in order to maximize 

competitiveness, the victim is democracy itself. After all, when knowledge is no 

longer considered a public good or a universal need, then what use is an informed 

citizenry?”.   

 

This study supports the need to more broadly consider how the culture in higher 

education contributes to and maintains the experience of stress and distress and 

mindless activities in academic communities, and how this presents opportunities 

to develop more caring and responsible mindful communities (Correia & Strehlow, 

2018). The next section discusses the role of communities of practice in HE. 

 

2.5 Communities of Practice  

The collaborative nature of learning is built on the notion that people understand 

the world from the perspective of the community in which they are located. 

Communities of practice (CoP) were developed by Lave and Wenger (1991) and 

continues to be a focus in learning and education discourse, but also in 

organisation development and healthcare settings (Hwang, Noh & Singh, 2021).  

The purpose of CoP is to create an environment where sense making occurs 

through participation and engagement with problem solving activities, sharing of 

ideas and practices, as a vehicle for personal and community development 

(Wenger, 2009). Language is essential in a CoP as knowledge is produced, 
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disassembled, and put together again in agreement with the members of the 

community. In this process identity is formed and reformed as individuals express 

themselves and their work in the community (Wenger,1998).   

 

Dr. Linda Slakey, board member of the Centre for Contemplative Mind in Society, 

recognises the challenges inherent in building a contemplative community within a 

corporate setting. A culture that encourages individualism and instrumental goals 

may not easily reconcile itself with a collaborative group whose teaching and 

learning philosophy centres on education for the good of society. Murray (2005) 

suggests that lecturers, particularly those new to the institution feel isolated 

despite the notion of academic work being collegiate. Research suggests less 

than congenial settings in the modern university as barriers for CoPs to sprout and 

thrive. Communities of practice drive complexity and can be detrimental in HE 

settings compared to those in Lave and Wenger’s (1991) research as specialisms 

and individual goal-oriented outcomes give rise to separation and rigid silos 

limiting social learning (Warhurst, 2008). However, Tight (2004, p. 409) in a review 

of the literature provides some evidence of CoP as “not a single community of 

practice but, rather, a series of somewhat overlapping communities of practice”. 

Examples are provided by Jawitz (2009) where in South Africa CoPs existed 

around teaching, research with some cross overs and Churchman (2005), writes 

about a CoP whose creation was borne out of the need to challenge processes in 

the corporate university. 

It is now well established that teamwork, groups, and community membership  

provide professionals opportunities to learn and develop (MacPhail et al., 2014) 

and it can be argued to be more impactful on individuals than learning on their 

own (Barak et al., 2010). Learning is a non-linear unfolding as “new ideas and 

innovations emerge between rather than within people” (Paavola, Lipponen, & 

Hakkarainen, 2004, p. 564). Additionally, learning is extended further when   

individual autonomy co-exists in partnership with those who share a common 

agenda (Roth & Lee, 2006). Hadar and Brody (2010) provide a framework for CoP 

in education. The three levels of their model are integral to each other. In the first 

instance the aim is to connect individuals through activities, both socially and 

professionally by removing boundaries through open dialogue. These relationships 
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are built on as commonality is explored and further professional networks are 

created with ambitions to inform teaching and research practices. The final level 

looks to competence development and feelings of belonging in the community. 

Additionally, Whitcomb, Borko, & Liston (2009) report feelings of appreciation and 

dependability when CoP operate in secure settings. 

Literature provides evidence that CoP support academic achievement, research 

production and job fulfilment (Hutson, & Downs, 2015). This view aligns with 

Tannehill, Parker, Tindall, Moody, and MacPhail (2015) who state that, “The 

formation of a community of teacher educators as a conduit for on-going dialogue, 

individual and group reflection, systematic action, and mutual respect, might well 

create an environment that nurtures deep learning and thought fostering individual 

and collective research capacity” (p. 302). The rewards for lecturers are that a 

more open-minded approach is developed in a CoP which will inspire diverse 

teaching and learning strategies and Cox, (2013) notes increased engagement 

from students whose lecturers engage with CoP. Establishing CoP, “emphasizes 

the contribution of relationship, caring, and mutual support within the group while 

at the same time focusing on the professional development of individuals within 

their own discipline” (Brody & Hadar, 2015, p. 247). These communities are a site 

of resistance and means to collectively challenge neoliberal practices, therefore 

experiences of a contemplative CoP in teaching and learning will be explored in 

this study.  

 

The next section discusses teaching in HE, and the background and connections 

between various teaching approaches and contemplative practices.  

 

2.6 Teaching in Higher Education 

The previous section reminds us of the impact of the social setting and the culture 

experienced by those who operate within it. This is ever changing and the 

development of contemporary approaches to education have emerged from 

synergies between teaching and learning approaches, individual epistemologies, 

and the prevailing culture of the HE institution (Flinders & Thornton, 2021). This 

can be said for contemplative pedagogy which takes “a view that values 

experiential and transformative learning as forms of ‘contemplative knowing” 
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(Palmer & Zajonc, 2010, p. 15). Contemplative practices offer meditation as a 

means to expand ways of knowing as practitioners gain deeper insights of their 

thoughts and actions in their social context. 

 

Contemplative inquiry does not wish to exclude direct experience and requires   

full engagement with the phenomena in focus with the aim to develop increased 

awareness of the self (Zajonc, 2009). This is not a new perspective, as it reflects 

Mezirow’s (1978) transformative learning theory, which argues that: “When 

circumstances permit, transformative learners move toward a frame of reference 

that is more inclusive, discriminating, self-reflective and integrative of experience. 

A frame of reference encompasses cognitive, conative, and emotional 

components, and is composed of two dimensions: habits of mind and a point of 

view” (p.5). Kegan, (1982) reflects Mezirow’s work in his model for identity 

development which recognised stages through which individuals grow as they 

develop reflection abilities, enabling movement from fixed mindsets and habitual 

behaviours.  

 

Experiential education espoused by the pragmatist John Dewey (1938) was based 

on the argument that student experience is a measure of competent teaching. He 

bemoaned the western view of education with knowledge being separate from the 

learner: “from above and from outside” and it being “essentially static…taught as a 

finished product, with little regard either to the ways in which it was originally built 

up or to changes that will surely occur in the future” (Dewey, 1938, pp.18-19). This 

philosophy echoes contemplative practice and mindful learning as an evolving 

process where knowledge is created and reproduced through reflexive experience 

(Dewey,1938). Mezirow’s (1978) transformative learning theory as discussed 

earlier, and a ‘critical approach’, according to (Freire, 1970; Giroux, 1981) deem 

universities as, “ locations that help to create activists to bring about the 

democratic reconstruction of society” (Marshall & Oliva, 2006, p.19). A leading 

advocate for change in teaching and learning is bell hooks (2010) whose ‘engaged 

pedagogy’ reflects Freire’s view of education as an act of freedom. She 

encourages radical thinking to uproot traditional views which exclude subjective 

experience and the good of the collective as core to education philosophy. 
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Similarly, critical feminist theory, challenges assumptions and posits power, care, 

and multiple ways of knowing as liberatory approaches to disrupt current thinking 

in education (Belenky, Clinchy, Goldberger & Tarule, 1986; Gilligan, 1993).  

 

Reflection, and collaborative teaching and learning are core to these approaches 

as Miller, (2000) reacts to the obsession with metrics and testing in educational 

settings and argues for ‘holistic education’ which includes all aspects of the 

individual experience. Esbjörn-Hargens et al. (2010), identifies strengths in both 

approaches and offers ‘integral theory’ which acknowledges there are multiple of 

knowing that can bring the individual and collective together by combining the old 

and the new of rational and experiential thinking. All approaches note caution, 

resonating with Giroux (2003, p.6) that the philosophy these approaches offer 

despite best intentions, can be “either reduced to a sterile set of techniques or 

dressed up within the discourse of humanistic methods that simply softened the 

attempts by the schools to produce an insidious form of oral and political 

regulation” (Giroux, 2003, p.6).  

 

The role of the educator is crucial as they undertake the responsibility to lead, and 

to hold safe spaces for dynamic, integrative, and challenging learning 

experiences. Learning transpires from encounters with others and new ideas that 

come about when opinions and beliefs of the individual or group are discussed 

and contested. Lecturers must facilitate these encounters and confrontations as 

students move away from their current thinking and capabilities. The lecturer in 

many situations is the ‘more knowledgeable’ other alongside peers and other 

contributors. Vygotsky (1978) described this process as the Zone of Proximal 

Development (or ZPD). The role of the teacher as a ‘more knowledgeable’ other 

within the ZPD is important to evaluate when considering the work of Dorothy 

Heathcote, an academic based first at Durham University then at Newcastle 

University.  

 

In the early 1990s Dorothy Heathcote shared her 40 years of teaching practice 

with academics and educators worldwide. She has been the subject of BBC 
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documentaries and has welcomed those who wished to explore her practices 

further to Newcastle and further afield. The teachers’ role is “absolutely central in 

shaping this active learning zone, selecting, and drawing attention to materials, 

tools, and techniques. She identified the importance of the role of the teacher in 

bringing power, in order to negotiate and exchange power with students, finding 

the context and situation that would stretch a class ”  (Heathcote in O’Neill, 2014, 

pp. 14 & 27). An interview with Heathcote by Raphael, (2014) uncovered her 

teaching philosophy as a process of mixing it up in the “crucible”: “You and I, we’ll 

stir it up and find out what’s useful, what you already know and what we can learn 

together” (p.4). Vygotsky’s described ZPD in a similar fashion it “…is the distance 

between the actual development as determined by independent problem solving 

and the level of potential development as determined through problem solving 

under adult guidance or in collaboration with more capable peers” (Vygotsky, 

1978, p.86). Both approaches resonate with the ethos of communities of practice 

(CoP) discussed previously, where learning emerges in a community as 

knowledge  “is distributed among co-participants and not a one-person act” (Lave 

& Wenger, 1991, p.15).   

 

Vygotsky (1978) recognised the ‘whole person’ in his approach when he 

acknowledges that the environment and learning potential reflect development 

phases in Maslow’s (1943) hierarchy of needs theory. The motivation behind 

learning and teaching are considered in the first instance as feelings of physical 

well-being, through to the final stage of self actualisation when learners maximise  

their potential as human beings. The teaching and learning theory and practices 

discussed in this section, including the concepts of contemplative practices and 

mindfulness align with Miller (2005) whose holistic view of education is a 

philosophy that “rests in the hearts and minds of the teachers and students, 

education has tended to focus on the head to the exclusion of the rest of our 

being” (Miller, 2005, p3.). Therefore, holistic education is “intellectual, emotional, 

physical, social, aesthetic, and spiritual” with “spirituality being the defining aspect” 

(Miller, 2005, p.2). The goal is to care and support the growth of the complete 

individual. Elias (2003) captures this essence of holistic education as nurturing 

students:  
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to be fully literate and able to benefit from and make use of the power of 
written and spoken language, in various forms and media; understand 
mathematics and science at levels that will prepare them for the world of the 
future and strengthen their ability to think critically, carefully, and creatively; 
be good problem solvers; take responsibility for their personal health and 
well-being; develop effective social relationships, such as learning how to 
work in a group and how to understand and relate to others from different 
cultures and backgrounds; be caring individuals with concern and respect for 
others; understand how their society works and be prepared to take on the 
roles that are necessary for future progress; and develop good character and 
make sound moral decisions (2003, p.6).  

 

Lewis (2006) criticised HE as the attainment of a ‘hollow excellence’, challenging 

universities to refocus on the goals defined by Elias above. To reorient their 

strategies towards students by providing guidance as they look for their place and 

purpose in the world. 

 

Contemplative practices align with this holistic approach and is explored further in 

this study as a support for lecturer’s on a journey of self-discovery, whilst enabling 

students to connect their personal life experiences to the learning content. The 

desired outcomes are to have a growing awareness of their beliefs and purpose; a 

sense of connection to and compassion for others; and an inquisitive mind that 

embraces life’s most challenging questions. The perspective of the lecturer is 

discussed further in the next section. 

 

2.7 The University Lecturer and Contemplative Education  

Some time ago Pascarella and Terenzini (1991) noted that positive lecturer-

student relationships affect wellbeing and academic achievement. And yet more 

recent literature identifies a growing separation between students and lecturers in 

HE as time is occupied with research, meetings and an overwhelming number of 

administrative duties that leave little space and time to engage with students 

(O’Meara & Braskamp, 2005). The consequences of this are time poor lecturers 

who struggle to support and make connections with their students (Millem, Berger, 

& Dey, 2000).  
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Laura Rendón, a well-respected leader in HE calls for the integration of mind and 

heart based on her own experience and the experiences of other academics who 

advocated for holistic teaching. Her dream or teaching philosophy is to “shatter the 

belief system [within higher education] that has worked against “wholeness, 

multiculturalism and social justice” (Rendón, 2009, p.1). She offers her 

Sentipensante Pedagogy (sensing/feeling) with its’ primary goal to embed faculty 

in a setting that respects their authentic selves and allows them to be themselves 

when they teach, accounting for the need for students to be able to do the same. 

Unfortunately lecturers early on in their careers feel a mismatch between 

themselves and the organisation as they are unable to balance work and their 

personal lives (Lindholm, 2003). This may also be due to an incompatibility with 

personal and professional values in the context of the neoliberal environment. 

Rendón’s pedagogical approach “speaks to our humanity [teachers and students], 

compassion, and care for our self-worth and the external world we inhabit” (p.4). 

Her model (Figure 2.3) characterises the lecturer as:  

A. A teacher/learner, with specialist knowledge yet understands multiple ways of 

knowing exists and has an open mind to all experience,  

B. An artist, is thought provoking and nurtures innovation,  

C. An activist/social agent, an advocate for equity and due process in society,  

D. A healer/liberator, facilitates student agency and is compassionate towards  

those who have experienced rejection,  

E. A humanitarian, who finds fulfilment in teaching as a vocation.  
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Figure 2.3: Faculty Positionality in Sentipensante Pedagogy (Rendón, 2009, 
p.138)    

 

Like Rendón, Parker Palmer believes we ‘teach who we are’ as teaching is 

comprised of an “intellectual, emotional and spiritual dynamics that form or deform 

our work from the inside out” (2017, p.17).  Furthermore, Miller, (2000) argues that   

teaching with the soul and the intellect brings a deep awareness and commitment 

to their practices. Astin and Astin, (1999) investigated meaning and values in 

college faculty where the participants raised concerns about building strong 

relationships with students as they risk becoming too invasive in the personal lives 

of all concerned. However, teaching mindfully and taking the holistic approach  

underlines the notion that “an intellectual and moral relation between teacher and 

student makes possible what is often called the social construction of meaning” 

(Hansen, 2001, p. 11). Certainly, contemplative practices welcome student and 

teacher collaboration while positioning the “student in the centre of his or her 

learning so that the student can connect his or her inner world to the outer world. 

Through this connection, teaching and learning is transformed into something 

personally meaningful yet connected to the world” (Barbezat & Bush, 2014, p. 6).  

 

The position of a teacher in the classroom as the only one with useful knowledge 

is to be questioned (Booth, 2012). Dorothy Heathcote championed bravery and 

experimentation in teaching, displacing the traditional view that teachers are the 

only ‘one who knows’ (Wagner, 1976, p.38). She practiced what she preached 

when she sat on the floor using ‘we’ to emphasise her role as a fellow ‘ worker’ in 
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the learning activity, often taking her cue from where the students were at that 

moment. Heathcote’s ‘Mantle of The Expert’ (MOE) teaching model, created 

during her time at Newcastle University in the 1970s and ‘80s exemplifies the co-

creation of knowledge where students are agents of their own learning, facilitated 

by a teacher who designates the classroom as a transformative mechanism. 

 

Teachers’ perspectives of the world are informed by what is meaningful to them 

and an emotional connection to their role is central to their identity as a teacher   

(Akkerman & Meijer, 2011).The literature reviews on teacher identity excludes        

university lecturers (Van Lankveld et al., 2017). University lecturers develop many 

facets of their identity as they undertake various roles and responsibilities such as 

teacher, researcher, practitioner, and managerial position. Teacher identity is 

constantly evolving through awareness of who one is in the moment but with an 

eye on a better future self (Beijaard et al., 2004). The current thinking is that 

teacher identity is fluid and develops through interactions and reflexive practices in 

a social context (Rodgers & Scott, 2008). In higher education professional identity 

formation is a very unsettling pathway as roles, responsibilities and pedagogical 

approaches may not always align with the values and teaching philosophy the 

lecturers bring to their work (Beijaard et al., 2004). 

 

Due to the absence of a framework that might highlight these conflicts and 

processes in HE, we can look to MacDonald and Shirley (2009) who recognised 

these challenges and tensions and conceptualized them as mindful teaching; a 

process “in which teachers struggle to attain congruence, integrity and efficacy in 

their practice” (p.4). The framework was developed in Boston in the United States 

(US) in 2009 by a public-school teacher (Elizabeth MacDonald) and a professor of 

education (Dennis Shirley) from the need to articulate the notion of ‘alienated 

teaching’. Teachers expressed concerns that they had to capitulate to external 

directives which in their view were not in the best interests of their students. 

Mindful teaching encompasses seven ‘synergies’ and three ‘tensions’, a visual 

representation (Figure 2.4) illustrates a mindful teacher’s engagement in these 

processes. 
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Figure 2.4: The Seven Synergies of Mindful Teaching (MacDonald and 
Shirley, 2009, p.61)   

 

 

A holistic approach must be taken when analysing this framework as each of 

these characteristics or competences work with each other as they constantly 

evolve and refocus the attention. The stage of ‘open mindedness’ infers a 

willingness to question oneself for the sake of critical inquiry; a ‘loving and caring’ 

teacher places wellbeing and love at the centre of their teaching practice; the 

capacity to stop and take the time to nurture self-reflection; to be an expert and 

develop mastery in his/her professional field; to create learning content and 

experiences that benefit the learner, preserving what works well yet being open to 

adopting new practices; and ‘collective responsibility’ is a view taken by the 

community to champion mindful teaching in the education system and to share the 

benefits of this approach with the larger community (MacDonald & Shirley, 2009).  

 

Mindful teaching goes below the surface as reflexivity and deep learning are core 

to its’ foundations. Lurking underneath these seven synergies, are “the triple 

tensions of mindful teaching” (Figure 2.5):  
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Figure 2.5: The Triple Tensions of Mindful Teaching (MacDonald and Shirley, 
2009, p.69) 

 

These tensions are ever-present for mindful teachers as they attempt to balance 

the need for contemplation; the need to look inwards rather than constantly 

perform in corporate workplaces where only action-oriented behaviours are 

valued. Care for oneself and those of others must be considered in a culture of 

performativity, and finally the tension between personal beliefs that contradict the 

prevailing values and policies in education (MacDonald & Shirley, 2009).  

   

The tensions surrounding contemplation or reflection and call to action in the 

classroom are not new in teaching. Loughran’s (1995) reflective framework 

defines three types of reflection: anticipatory reflection, contemporaneous 

reflection, and retrospective reflection. Anticipatory reflection happens during the 

planning process as the lecturer thinks about what they anticipate happening in 

their lesson, contemporaneous reflection entails the ‘on the spot’ decisions made 

while teaching, resonating with ‘stopping’ to provide calmness and a moment to 

reflect in mindful teaching (MacDonald & Shirley, 2009). Contemporary education 

programmes nurture skills for reflection on past events with the goal to effect 

changes in the future adopting practices such as free and journal writing, 

discussions with peers, and researcher reflexivity (Hatton & Smith, 1995).  

 

Calderhead (1989) notes that contemporaneous reflection is not taught or 

practiced in teacher education, therefore the benefits of anticipatory and 
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retrospective reflection are not fully realised as the capacities for ’in the moment’ 

mindful reflection are undeveloped. Muraven and Baumeister (2000) highlight the 

consequences of this underdeveloped practice as stressful situations are 

emotionally charged and that is precisely when reflection and good decision 

making are of the utmost importance. The teacher as ‘healer/liberator’ proposed 

by Rendón (2009) and the duty of ‘care and love’ for students identified by 

MacDonald and Shirley (2009) echo research on empathy and emotions. Some 

time ago Coke, Batson, and McDavis, (1978) reported that an empathic 

connection with others triggers an altruistic response to help others who are 

distressed or in need of practical help. More recent studies build on that earlier 

work and reaffirm the connections between empathy, emotion, and pro-social 

behaviours (Batson et al., 1991; Burks, Youll, & Durtschi, 2012; FeldmanHall, 

Dalgleish, Evans, & Mobbs, 2015; Prot et al., 2014).  

 

This is relevant to this study as contemplative practices, particularly mindfulness 

seeks to advocate for human connection and compassion in HE. There is a large 

number of studies that describe how mindfulness develops empathy (Andersen, 

2005; Block-Lerner et al., 2007; Kristeller & Johnson, 2005) and that self-reported 

mindfulness is associated with self-reported empathy (Dekeyser, Raes, Leijssen, 

Leysen, & Dewulf, 2008; Greason & Cashwell, 2009) and self-reported helping 

behaviour (Cameron & Fredrickson, 2015). Neurobiological research shows that 

mindful meditation appears to affect the parts of the brain that are related to 

empathy (Chiesa & Serretti, 2010; Fan, Duncan, de Greck, & Northoff, 2011). 

Mindfulness practice appears to be indispensable when dealing with difficult 

emotions or situations. Additionally, this momentary awareness allows for broader 

perspective taking and ethical consideration as fear and high emotion responses 

are met with empathy and compassion (Dreyfus, 1995; Singer, 2006). Thus 

contemplative practices such as mindfulness may lead to more caring learning 

environments and positive influences on academic and social achievement 

(Wentzel & Wigfield, 1998).  

 

Courage and enthusiasm are essential when subjecting oneself to reflection in 

action. Self-compassion and patience are integral to mindful practice and are 

required as our conscious mind may feel like a hawk flying above us ready to 
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comment on practice (Schon,1987). Focusing attention on the present moment 

may indeed be ‘hawklike’, and self-respect is considered in the Buddhist ethics of 

compassion and loving-kindness (Hyland, 2017), as vulnerability and uncertainty 

emerge from this self-reflexive audit and inquiry. Beliefs and values come under 

the microscope and are questioned and reaffirmed. Aristotle believed that 

individuals become better human beings when their values are enacted. More 

recently Baer (2015), stated that only values in action have true meaning as 

actions speak louder than words.    

 

Business schools are tasked with transforming themselves by integrating 

responsible business and social responsibility into the fabric of management 

education (Araç & Madran, 2014). According to Cunliffe (2009, 2016) moral 

reflexivity is the capacity to investigate how personal values relate to oneself and 

are meaningful in a business setting. Gunia et al. (2012) report how contemplative 

discussions impact moral decision making. Moral reflective practice 

accommodates a process of questioning actions, relationships, contexts, that 

should reflect a desire towards social empathy and an ethical stance in the world 

(Hibbert & Cunliffe, 2015; Segal, 2011). Therefore moral reflexivity is critical in 

responsible management education as it engages both self-reflexivity (capacity for 

self-examination of behaviours and relationships, and critical reflexivity (capacity 

to examine beliefs that underpin policies and practices that lead to ethical 

behaviour and responsible leadership (Cunliffe, 2009, 2016; Hibbert & Cunliffe, 

2015; Hibbert et al., 2014).  

 

Many spiritual traditions promote internal conversations and dialogue with others 

to build self-understanding and to share experiences (Cunliffe & Jun, 2005; Xing & 

Sims, 2012). Contemplative or spiritual practice can bring about change (Vu & 

Burton, 2020) for example mindfulness in the Buddhism context helps “to 

transform the human mind by lessening, and ultimately eliminating, toxic mental 

states rooted in greed, ill will and delusion” (Purser & Millilo, 2015, p.7). A few 

studies exist for example Allen (2017), Jordan, Messner and Becker (2009), and 

Xing & Sims (2012) that describe how contemplative or spiritual practice might 

facilitate or strengthen reflexivity. This is startling considering the moral and ethical 

foundations that are core to contemplative  practice and moral reflexivity (Hibbert 
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& Cunliffe, 2015; Vu & Burton, 2020). Mindfulness and its ethical foundation 

facilitate growth and change and advocates for the wellbeing of everybody in 

society (Purser & Loy, 2013; Purser & Millilo, 2015). Thus the ‘mindful’ qualities of 

a reflexive practice might bring difficult and perplexing ethical issues into 

awareness. Issues around identity, responsible action and the social structures 

individuals are invested in, whilst being oppressive to others are discussed and 

questioned (Carlsen, 2006).  

 

Ashcraft and Allen (2009) state that in critical management education, educators 

themselves become vulnerable as socially constructed knowledge with its 

contradictions, value conflicts and societal transgression come together in a  

‘pedagogy of the unknowable’. Its aim is to refashion knowledge as a shared 

understanding of what can be understood whilst accepting the fluidity of identity 

and multiple ways of knowing (Ellsworth,1989). Transformation, according to  

Mezirow (2000) is “a movement through time of reformulating reified structures of 

meaning by reconstructing dominant narratives” (p.19). This ‘breakdown’ in 

habitual thinking may provide ‘arresting moments’ for the lecturers whereby new 

thoughts and activities for changing and developing their approaches to teaching 

and learning arise, offering opportunities for change (Greig, Gilmore, Patrick, & 

Beech, 2013). Contemplative practices that include mindfulness, contemplative 

inquiry and a moral reflexivity practice can support this movement and bring new 

insights to everyday experience and challenge the status quo (Antonacopoulou, 

2010).  

 

The next section discusses the perspective of the learner, though not the primary 

focus of this study it is important to understand in relation to the purpose of the 

lecturer, and how contemplative practices are understood with the learner in mind 

as a co-constructor of knowledge.  

 

2.8 The Learner  

Human capital theory in HE suggests that neoliberal contexts value education as a 

pathway to academic success and notions of social citizenship and the common 

good are sacrificed (Aziz, 2015). However Muddiman (2020) found that business 

and sociology students from the UK and Singapore revealed different perspectives 
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on individual achievement and civic orientation. Sociology students demonstrated 

increased awareness of power and inequality structures in society and developed 

empathy for those in difficult situations. Generally, business student’s attention 

centred on job security and individual achievement. This study builds on the work 

of (Abbas, Ashwin & Mclean, 2016) who raised the issue of how the curriculum 

steers the content that students “are encouraged and enabled to think about and 

how this relates to making contributions to society” (2016, p. 442). A study in the 

US by Konrath, Chopik, Hsing, and O’Brien (2014) found Millennials expressed 

less empathy in relation to a similar study in the 90s. Generation Z students 

according to (Twenge & Campbell, 2009) are more narcissistic than Millennials 

and have less capacity to “…identify with the experience of others” (Konrath, 

Chopik, Hsing, & O’Brien, 2014, p. 231). Generation Z students spend a significant 

time interacting online and enjoy working by themselves, which means they might 

find traditional organisational structures and work processes challenging to 

navigate (Geck, 2007).  As a result of these concerns research on the spiritual 

development of students has grown. Nurturing the inner life of students or in other 

words ‘cultivating the spirit’ in HE (Astin, Astin & Lindholm, 2011) identified how 

current education restricts student spirituality. Instrumental learning disregards “… 

students’ inner’ development; the sphere of values and beliefs, emotional maturity, 

moral development, spirituality, and self-understanding” (p.2). Those studies 

support the need to update educational systems that are sympathetic to the needs 

of each generation, characterised by a focus on personal purpose and social 

consciousness.   

 

The integration of a contemplative curriculum could act as a counterweight to bring 

a ‘wholeness’ to student learning (Miller, 2000).  Habermas (1984) differentiated 

between activities that led to success by controlling the context (instrumental 

learning, and (communicative learning) consisting of actors who collaborate and 

wish to understand the context in which all can pursue their goals. Goleman 

(1995) saw communicative learning as ‘dialectical discourse’, equipping students 

with opportunities to develop socially, emotionally, and psychologically and in 

doing so their levels of self-awareness and emotional intelligence increase which 

are necessary qualities in a student-centred learning environment. More recently 

studies attend to the beliefs and values of both lecturer and student through 
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culture, cognition, and varied learning situations (Ferrare & Hora, 2014). Therefore 

pedagogy is viewed holistically reaching well beyond the classroom (Waring & 

Evans, 2014). 

 

Contemplative practices generally found in religious and spiritual settings are now 

being adopted in hospitals and health clinics (Kabat-Zinn, 2003), neuroscience 

labs (Wheeler, Arnkoff, & Glass, 2017), and public schools (Schonert-Reichl & 

Roeser, 2016). These practices support lecturers and students as they contribute 

to feelings of wellbeing, cognitive function, and academic achievement, as well as 

professional identity development through increased awareness of a sense of 

purpose (Barbezat & Bush, 2014; Repetti, 2010). Lecturers who bring 

contemplative practices into their classrooms aim to create positive learning 

environments where students feel supported as they face difficult emotional 

situations (Jennings & Greenberg, 2009). 

 

The next section explores possible contributions to the literature which will be 

further elaborated on in the Conclusion Chapter. 

 

2.9 Possible Contributions to the Literature   

This literature review sheds light on how contemplative practices such as 

meditation, mindfulness programmes and interventions enable lecturers and 

students to make connections through contemplative practices and collaborative 

communities. Research on mindfulness specifically demonstrates that lecturer-

student relationships improve alongside more effective teaching and learning 

approaches in the classroom (Albrecht, Albrecht, & Cohen, 2012). Contemplative 

practices in a learning are couched in the belief that “compassionate action is 

fostered in students when they learn not only with the intellect but also with the 

heart” (Palmer & Zajonc, 2010, p. 98). Zajonc (2010) states that “expanding our 

ontology and enriching our epistemologies…is a requirement for any future 

philosophy of education that will give us the integrative education our students and 

our world sorely need” (p. 98). Therefore contemplative practices provide 

numerous possibilities when taking the holistic view of teaching and learning and 
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in understanding the role and impact of the learner in this dynamic process 

(Carroll, 2005; Grace, 2011; Zajonc, 2013).  

 

This current study is focussed on the purpose of HE, teaching and learning 

partnerships oriented towards a whole approach and transformation, a conception 

of mindful ethical principles that integrate personal values and goals with 

professional growth and social awareness which lie at the core of what Kabat-Zinn 

refers to as the ’universal dharma’. The relevance for this research focuses on 

how contemplative practices and mindful learning can support self-discovery and 

purpose of lecturers in higher education, and to examine in more detail how the 

context supports or inhibits self-determination in the academic context of a 

business school.  

 

The configuration of the literature and the focus of the chapter relate to the 

conceptual framework (Figure 2.6) developed from the figure introduced in 

Chapter One. It visualises the links to the concepts, empirical research and 

important theories used in promoting and systemising the knowledge that has 

been co-constructed between myself and the participants and re-interpreted and 

presented in this thesis. 

 

Figure 2.6: The Conceptual Framework-literatures 
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2.10 Chapter Summary   

This chapter has offered a review of several areas of literature in the field of HE 

and contemplative practices. They have demonstrated tension, criticism and 

insights that require further exploration, particularly as contemplative practice and 

mindfulness are emergent research areas. Due to the paucity of research in this 

field SDT was selected as a theoretical lens through which to explore the 

experiences of lecturers and their motivation in HE. SDT’s focus on the 

satisfaction of the three basic needs for autonomy, competence, and relatedness, 

as a means of securing employee motivation and well-being make this a useful 

theoretical lens to utilise. Further, SDT maintains that the satisfaction of these 

basic needs can either be supported or thwarted dependent on contextual factors 

in the organisation, thus allowing an exploration of factors in HE that may impact 

on the satisfaction of lecturer’s basic needs in their role. The lecturer navigates 

multiple roles and encounters conflicting values, which are extremely challenging 

and impacts the experience of purpose and self- discovery in a corporate 

environment. This is perhaps unsurprising as membership of multiple communities 

and the challenges which arise to fulfil individual and group expectations differ 

according to personal and shared goals and values. Alongside this, lecturers who 

wish to place students at the centre of their teaching are burdened with choosing 

between keeping the status quo to satisfy instrumental and rigid assessments or 

daring to challenge and stand out from the crowd with their innovative and thought 

-provoking approaches to teaching and learning.  

 

Having explored theoretical views and empirical findings from existing literature 

and identified potential contributions, the next chapter will address the 

methodological approach to the study and will elaborate further on the 

researchers’ philosophical position. 
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Chapter 3 - Methodology 

 

3.1 Introduction   

The purpose of this chapter is to present the philosophical assumptions 

underpinning the choice of research methods whilst offering detailed explanation 

and discussion of the specific methods employed as the approach for the current 

study. The chapter starts with a statement of the position taken in this study by the 

researcher and introduces IPA as the method employed to answer the research 

question posed. The chapter continues with the application of the research 

method including the ethical process, data collection and analysis. The research 

objectives, theoretical lens and literature reviewed in the previous chapter are the 

primary points of reference concerning researcher decisions taken directly relating 

to research design. However, this chapter equally aims to draw to the surface 

additional factors that have influenced the research approach developed, which 

include the researcher’s past experience as outlined in Chapter One. Finally, the 

requirement to ensure trustworthiness, rigour and quality in the research, and 

ethical considerations are also presented throughout the chapter. 

 

3.2 Ontological and Epistemological Position  

Willig (2008) noted that ontology relates to the essence of the world, with 

epistemology questioning ‘How can we know?’, specifically the question driving 

ontology is, ‘What is there to know?’ (p.13). The ontological assumptions that were 

brought to the present study were consistent with qualitative research; that reality 

is subjective with multifarious versions of reality existing (Bazeley, 2013; Creswell, 

2007).  

 

Caution is advised when claiming that the reality experienced by the participants is 

true (Leiber, 2019; Scotland, 2012), due to the subjective experiences and the 

interpretation required to make sense of their reality (Grix, 2018; Guba & Lincoln, 

1994). Each person’s ‘truth’ in any situation will be relative, partial, and dependent 

on his/her current context (Blaikie & Priest, 2017; Scotland, 2012); thus there will 

always be multiple truths in any situation (Majeed, 2019). Individuals strength of 

purpose is driven by the creation of a coherent narrative of his/her life (Creswell & 
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Poth, 2016; Kivunja & Kuyini, 2017), culminating in meaningful and rich material 

offering indications of what is most important to an individual in a particular social 

setting. The coherence of such personalised experiences and stories is however 

potentially misleading if deemed to infer a wholly accurate recounting of events as 

truth (Blaikie & Priest, 2017; Guba & Lincoln, 1994). Individuals’ reasons for their 

actions and choices are often not directly accessible to them, it is often apparent 

that people can deeply hold multiple and even conflicting opinions on the same 

topic (Creswell & Poth, 2016; Grix, 2018; Larkin, Shaw & Flowers, 2019; Majeed, 

2019). This research adopted a social constructionist/intersubjective approach 

which seeks to understand all human experiences (Alexander, 2006).  

 

Social constructionism draws from both behavioural and cognitive principles 

providing the foundation of human experience, and how perceptions of this are 

influenced through historical, cultural, and linguistic factors (Amineh & Asl, 2015; 

Applefield, Huber, & Moallem, 2000; Baily & Pransky, 2005; Knapp, 2019). 

Specifically, individual perceptions and experiences are rarely reflections that 

encompass environmental conditions in their entirety but must be understood as a 

personal interpretation of present conditions (Willig, 2008, p.7). In turn, this 

underlines the principle that knowledge is multiple rather than a singular facet of 

one ‘knowledge’, with language an important facet fuelling multiple permutations of 

socially constructed knowledge (Duffy & Jonassen, 1991; Knapp, 2019; 

Pfadenhaueris & Knoblauch, 2019). Multiple descriptions of phenomenon or 

events experienced by individuals can of course be described in differing ways 

that indicate further distinction concerning perception and understanding (Adams, 

2006; Amineh & Asl, 2015; Willig, 2008). Also highlighting those multiple 

descriptions are equally valid, have meaning, offer truth, and are certainly not 

judged to be inaccurate (Bailey & Pranksy, 2005; Knapp, 2019). Consider the 

widely drawn upon glass of water example being described as ‘half-full’ or ‘half-

empty’; neither choice of words to describe this glass are incorrect.  However, 

importantly it is still accepted that one description indicates a positive, optimistic 

stance on a given situation or event (‘half-full’), in contrast the alternative (‘half-

empty’) accentuating a seemingly dour, or pessimistic viewpoint of the same 

situation or event (Knapp, 2019; Pfadenhaueris & Knoblauch, 2019). Further 
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exemplifying the distinct influence individual perception of experiences that distil 

knowledge, and frame apparent meaning to form socially constructed truth 

(Amineh & Asl, 2015; Applefiel et al., 2000; Lombardo & Kantola, 2021). 

 

Epistemological Position  

Epistemology can be understood as a philosophy that investigates human 

knowledge. Phenomenology attempts to explore the life world of individuals and 

intends to gain knowledge and understanding through the perceptions of their own 

experience. Smith, Flowers, and Larkin (2009) stated that “for psychologists, one 

key value of phenomenological philosophy is that it provides us with a rich source 

of ideas about how to examine and comprehend lived experience” (p.11). My 

background in organisation leadership alongside my academic credentials in 

organisational psychology was considered in the thesis development and allowed 

me to adopt this approach with some confidence and caution. Reicher (2000) 

accepted that phenomenology enables insightful exploration of the individual life 

experience by analysing and interpreting the language that is used to express 

those experiences. However a full and complete account is not necessarily 

available. 

 

The purpose of phenomenological research focuses on understanding diverse 

lived experiences of those under study, whilst acknowledging that the researcher 

is complicit in the meaning making of those experiences (Alase, 2017; Smith et al., 

2009). Interpretative phenomenological analysis (IPA) emphasizes the 

interpretative dynamic between the researcher and the participant (Creswell & 

Poth, 2016; Willig, 2008).  Researcher and participants are involved in a two-step 

intersubjective activity for shared understanding Taylor (1985), and relies on  

Hermeneutics, as a theory of understanding and interpretation which is a 

characteristic of qualitative research (Smith et al., 2009; Willig, 2008). As I 

explored lecturers’ experiences, phenomenological in nature, an interpretive 

epistemological position was adopted. That being interpretation of reality was 

extracted from meaning the research participants (lecturers’) gave to their 

experiences from their own personal world viewpoint. Robertson (1993) discussed 

the principle of interpretivist epistemology as encompassing the essence, and 
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importance of the intangible such as individual emotions, ideas, beliefs, and 

specifically the influence they can exert on individual behaviour (Alase, 2017; 

Creswell & Poth, 2016; Rubin & Rubin, 2012).  

 

3.3 Research question and objectives 

In this chapter, the methodological framework developed to explore the 

phenomenon is outlined and the following research objectives are addressed: 

  

The research question and objectives are as follows: 

 

How do contemplative practices and mindful learning support purpose and self - 

discovery in higher education lecturers? 

 

To achieve the stated research question, the following objectives were to:  

 

• Adopt a relevant qualitative methodological framework to undertake 

primary research using individual interviews, diaries and focus 

groups. 

 

• Identify through the use of Interpretative Phenomenological Analysis, 

ways in which the experiences impact upon lecturers’ purpose and self-

discovery. 

 

3.4 Interpretative Phenomenological Analysis 

Interpretative Phenomenological Analysis (IPA) has been adopted as a 

methodological approach in order to scrutinize in-depth the experiences of 

lecturers in higher education. IPA developed from the idea that quantitative 

research should no be the ‘go to’ approach when researchers intend to investigate 

and explore the field of education (Smith, 1996). IPA presupposes the human 

need to engage, reflect and innate need to understand the world through 

experiences with others in the social world (Creswell & Poth, 2016; Gill, 2020; 

Smith et al., 2009). IPA researchers attempt to interpret those experiences with a 

sensitive yet sceptical approach as the researcher is attempting to understand the 
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particiants interpretations of their detailed experiences from their perspective 

(Larkin et al., 2006). Smith (2011) identifies the foundations of IPA are informed by 

three key areas; phenomenology, hermeneutics and idiography, highlighting the 

essence of of IPA as a research approach. Whilst equally underlining the need for 

IPA researchers to embed these foundational facets of IPA to augment 

understanding with regard to the breadth and depth of lecturers experiences 

(Alase, 2017; Gill, 2020; Smith, 2011). This approach to IPA is discussed in the 

next section and shown in the conceptual framework (Figure 3.1), with its focal 

point on the concomitant lived experiences (Qutoshi, 2018; Smith et al., 2009) of 

lecturers in their personal and professional context. 

 

Figure 3.1: Conceptual Framework – IPA 

 

3.4.1 Phenomenology  

Phenomenology emerged from the work of many individuals, most noteably 

Husserl and Heidegger (Langdridge, 2007). Phenomenological approaches vary in 

their conception, however the underlying theme in the approach is an exploration 

and understanding of the ‘lived experience’. Phenomenology is a philosophy of the 

‘life-world’ experience, “the way in which things are perceived as they appear to 

consciousness” (Landridge, 2007, p.10).   
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Husserl (1900/70) specified a ‘transcendental phenomenology’ (Larkin et al., 

2011), positing ‘intentionality’, meaning individuals are interconncted to objects 

they perceive in their context, to where their consciousness is focused (Giorgi, 

1997). A contradictary perspective concerning the view that humans and objects 

are dissociated and can exist without each other (Langdridge, 2007). Husserl 

stated that “we must go back to the things themselves” in order to be able to 

describe and fully understand our experiences (Husserl, 1900/70, p. 252), 

believeing that we set pre-exsiting beliefs and values on life experiences as a 

‘natural attitude’ which obscures the novelty and newness of all experiences in 

their unique context (Smith et al., 2009; Webb & Welsh, 2019). Therefore, to gain 

greater insights into experiences Giorgi (1997) argues that individuals must 

endeavor to ‘bracket’ beliefs and values (also known as ‘epoche’ and 

‘phenomenological reduction’) to engage fully in our experiences (Giorgi, 1997; 

Qutoshi, 2018). Husserl believed that the ‘essence’ of experience, its fundamental 

characteristics and elements can be captured to understand their inherent 

meaning (Husserl, 1936/70). Interestingly, further discussing that such ‘essences’ 

could help with understanding a given phenomena in a broader persepctive and 

therefore provide ubiquitous meaning (Larkin et al., 2011).  

  

Heidegger (1927/62) critiqued Husserls’ work and the divergence and 

convergence in both their approaches is still debated today. Heidegger argued for 

a more existential phenomenological approach, detailing that interaction with the 

universe was purposeful, which was inline with the thinking of Husserl (1936/70).  

Additionally, he equally asserted that individual beings cannot be completely 

separate from their context (a coexistence that includes humans, possessions, 

vocabulary and culture) (Qutoshi, 2018; Smith et al., 2009). Heidegger (1927/62) 

used the term ‘dasein’ which encapsulates the belief that everyone is in relation to 

others, our ‘being-in-the-world’ can also be termed as relatedness or being-with. 

Therefore it is impossible to refrain from acting on prior beliefs, judgements and 

experiences, but to bring about ‘epoche’ (Langdridge, 2007), reflexivity and 

awareness on and of prior assumptions must be acknowledged and accounted for 

(Smith et al., 2009; Webb & Welsh, 2019).  
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I agree with Heidegger in that we are not fully able to ‘bracket’ away our selves 

from the research process. However, I acknowledge the necessity of self and 

critical reflexivity and have been fully aware of my need to engage in these 

practices. I developed my contemplative journal and shared extracts with peers 

and supervisors throughout the research process. My goal is to capture individual 

experiences and while I do not plan to make generalisations directly attributed to 

this study, it may uncover some observations into the universal ‘essence’ 

regarding the experience under study. There is a recognition that subjective 

experience is difficult to research and my wish is to create an account in 

collaboration with the participants which is ‘experience close’ (meaning to explore 

personal unique experiences) rather than ‘experience far’ (more abstract 

descriptive memories), the former being aligned to the selected research approach 

of IPA (Smith, 2011).   

  

Heidegger discusses the importance of understanding a phenomenon with 

particular individuals, within a specifc context. This study will therefore focus on 

what it is like to experience contemplative practice and mindful learing in the 

context of being a lecturer in a business school. Different aspects of the context 

are considered such as history, culture, and personal and professional situations 

(Gill, 2020; Willig, 2013). In this study key factors include governance and culture 

of the business school experienced by the lecturers, the context in which this 

research was completed, the researcher and the lecturers personal and 

professional experiences, opinions and practices. Engaging in a relational 

reflexive approach (Cunliffe, 2011) with my supervision team, peers and during 

conference presentations was an ongoing process which helped me understand 

the many contexts I sit in and am connected to.   

 

3.4.2 Hermeneutics  

IPA’s interpretative stance necessitates positioning of the researcher as the 

conduit between the interview transcripts and their own assumptions about the 

data. This hermenutic cycle and meaning making process enables the researcher 

to interpret the meaning of the accounts and balance their analysis with excerpts 

from the participants themselves (Langdridge, 2007). Heidegger, Gadamer, 

Schleirmacher and Ricoeur are noteable in the development of phenomenology 
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and hermenutics. Smith (2007) respects the origins of these concepts whilst 

acknowledging varitations in current research applications and the need for 

innovation in contemporary approaches. Heidegger (1927/62) proposes ‘dasein’ to 

illustrate how human beings are in the world and how the meaning of things and 

experiences are expressed through relationships and connectedness. There is an 

evitability then that “an interpretation is never a presuppositionless apprehending 

of something presented to us” (Heidegger, 1927/62, pp.191/192). These prior 

assumptions support understanding in the current context of experience yet 

impede novel interpretations when prior assumptions are overlaid onto the focus 

of concern (Crowther & Thomson, 2020; Smith et al., 2009). Gadamer (1960/75) 

acknowledges these concerns and writes that “the important thing is to be aware 

of one’s own bias, so that the text may present itself in all its newness and thus be 

able to assert its own truth against one’s own fore-meanings” (p. 238). A process 

for ‘bracketing’ preconceptions is critical throughout as they can appear at the 

beginning of a research process or emerge during or at the final stages of an 

analysis and discussion Gadamer (1960/75).  

 

Schleirmacher (1998) states that the specific levels of; grammatical (objective 

textual meaning) and psychological (subjective individuality of the author) are 

required when interpreting text Schleirmacher (1998). His goal is to gain insights 

into the author through interpretation and know them better than themselves 

(Alase, 2017; Smith et al., 2009). This high-reaching ambition is further underlined 

by Smith et al. (2009) when arguing that an analysis of the participants’ accounts 

must go deeper and wider than their surface descriptions of experiences as well 

as the necessity to explore their experiences across cases in the same context. 

Gadamer (1960/75) states that the content of the account is the most important 

aspect when interpreting information and the participants themselves are 

secondary. IPA wants to engage with both aspects and attempts to grasp a deep 

understanding of the participants through their accounts to make sense of their 

experiences (Smith, 2007).  

 

Ricoeur (1970) posited for both empathy and suspicion in the hermenutic process 

of interpretation. Empathy is required when the researcher trys to understand the 

view from the participant perspective as the data is explored and analysed (Smith 
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et al., 2009). However, this approach needs to be balanced with a suspicious 

nature that attempts to uncover the hidden meaning or those things that were left 

unsaid (Rubin & Rubin, 2012; Willig, 2013). Smith et al. (2009) equally contend 

that IPA must also take a ‘questioning’ approach as researchers ‘stand in the 

shoes’ (Smith et al., 2009) of their participants and keep some seperation as they 

‘stand alongside’ them to make enquiries into their accounts of experiences. The 

hermeneutic circle is core to IPA research and highlights the connectivity and 

dynamics of the pieces and the entirity (Smith, 2007), indicating, the meaning of 

any given part can only be understood in relation to the whole.  Furthermore, the 

essence and meaning of the entire context and experience, will only be fully 

comprehended through reflection across each of the summative parts (Creswell & 

Poth, 2016; Smith et al., 2009). IPA describes a double hermeneutic “whereby the 

researcher is trying to make sense of the participant trying to make sense of what 

is happening to them” (Smith, 2011, p.10). The level of awarenenss and 

engagement of the researcher with the data is paramount during this difficult 

process as it affects the quality of the interpretation of the participants accounts 

(Crowther & Thomson, 2020; Smith, 2011).  

 

This quality outcome can be achieved by the researcher as they work on the 

interconnections between a single word or phrase to the complete transcript. This 

iterative cycle is replayed in IPA as the researcher becomes immersed in the data. 

In this study I fully recognise the part my prior assumptions and potential biases 

inform this research and I aim to engage with them in a conscious way to support 

my understanding of their influence. This means keeping an open mind and 

engaging in discussion of ideas and opinions in regard to the data. I acknowledge 

it is never ending as we are usually aware of our position when we start out on the 

research journey and become more conscious of our role and impact on the study 

as we challenge and comprehend our interpretations as they arise (Smith, 2007).  

 

3.4.3 Idiography  

Smith (2004) opposes ‘nomothetic’ approaches involving studies that aim to 

generalise human experience. Conversely, Smith advocates for IPA and its 

ideographic focus by commiting to the detail of individual perspectives before any 

general claims can be made aross a broader cumulative level (Rubin et al., 2012; 
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Smith, 2004; Willig, 2013). Smith et al. (2009) believe a focus on individual 

participants is a key marker before seeking out convergence and divergence 

within and across the participant transcripts (Smith, 2011). This study and its 

findings are grounded in excerpts from each participant to illustrate the importance 

of idiography, the individual perspective and experience. IPA does advocate that 

findings might be transferrable from a specified group or defined situational 

context to a different setting (Gill, 2020; Hefferon & Gil-Rodriguez, 2011; Webb & 

Welsh, 2019). The term ‘theoretical generalisability’ is considered as the research 

audience bring their knowledge and insights to the findings and evaluate whether 

they have any relevance to themselves, justify adaptions or development of their 

practice (Creswell & Poth, 2016; Smith et al., 2009). This study presents 

implications for practice to the lecturers under study, and offers these as additions 

to the current research debate for the broader community of lecturers.  

 

3.5 Rationale for Selecting IPA  

IPA emerged from health psychology and continues to expand into social, clinical 

counselling and educational psychology arenas (Gill, 2020; Smith, 2004; Webb & 

Welsh, 2019). I would argue that application of IPA within research studies, also 

offers the possibility for researchers themselves to garner understanding of 

individual experiences across higher education contexts, with Hefferon and Gil-

Rodriguez (2011) purporting further that “a conspicuous absence of peer-reviewed 

educational psychology articles” (p.756) relating to IPA underlines the current 

challenging situation, which can also be considered a research opportunity. 

Furthermore, Reid et al. (2005) argue that IPA allows the researcher to explore 

under-researched areas and which bears distinct relevance to the present study 

as investigations aiming to explore lecturers experiences in-depth appear to be 

considerably rare to uncover. The lack of literature on contemplative practices and 

mindful learning in UK business schools means I can embrace the inductive 

approach and allow findings to surface from the data. This direction, and 

integrated approach will provide considered depth of description and novel 

translation across the experiences of the participants in addition to offering the 

potential to elicit theoretical contributions in this nascent research area.  
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IPA spurs researchers to be creative and adaptive in their research approach 

whilst also providing practical guidance (Gill, 2020; Larkin et al., 2006). It 

encourages engagement with its theoretical principles and epistemological 

positioning, whilst also recognising researchers need not be philosophers as 

research is often preoccupied with very practcial concerns (Creswell & Poth, 2016; 

Qutoshi, 2018). Conversely, Chamberlain (2011) states this freedom and creativity 

can bring uncertainty and requests more clarity around this topic. IPA takes its 

place in the phenomenological family which accepts varying degrees of theoretical 

weighting and methodological adherence but all prioritise the individual experience 

in their approach (Eatough & Smith, 2008).  

 

My researcher positionalty is congruent with IPAs’ philosophical standpoint.The 

focus on individual experience in their social context and the acceptance of my 

role as an active participant (Smith et al., 2009) in the interpretation of the 

participants experiences are fundamental to the approach taken in this study (Gill, 

2020; Rubin & Rubin, 2012). The flexible and creative approach encouraged by 

IPA is appealing to researchers who are not so much concerned about doing 

things in the correct way but wish to respect the foundational principles of its 

approach. All of these aspects of IPA brought some level of security and comfort 

whilst the cyclical and interactive process demanded focused attention and deep 

engagement with the data.  

 

3.6 Limitations of IPA  

Criticism of IPA and its limitations generally comes from four directions. Firstly, IPA 

does not give primary focus to the vocabulary and language participants draw on 

when offering description of experiences, yet the researcher relies on participants 

having the ability to articulate complexity concerning their thoughts and feelings 

(Rubin & Rubin, 2012; Willig, 2013). Smith et al. (2009) countered this argument 

by stating that “our interpretations of experience are always shaped, limited and 

enabled by language” (p.194) and that deciphering experience in the context, 

stories and metaphorical imagery used by participans is always interconnected 

with, and through labguage. Language can be a barrier to communicate feelings 

and perceptions (Jaeger & Rosnow, 1988), while Willig (2013) states that talking 

about experiences does not necessarily create comprehensive understanding of 
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the experience itself, but more broadly talking is considered to illuminate the 

thoughts and feelings incumbent in experience (Rubin & Rubin, 2012; Smith & 

Osborn, 2008). The IPA researcher must analyse and interpret language and talk 

with the ambition to understand the existential experience of the participants (Gill, 

2020; Smith, 2011). In this study I believe that language or talk will help to shine a 

light on how the participants make sense of their experiences and their 

perceptions of reality will, for the most part, surface (Alse, 2017; Creswell & Poth, 

2016; Rubin & Rubin, 2012).  

 

Secondly, there is a concern that IPA research relies on strong communication 

abilities between the researcher and the participants to capture the subtlety of 

individual experience (Crowther & Thomson, 2020; Webb & Welsh, 2019).This 

critique hints at an elitist perspective whereby only certain individuals are allowed 

to describe and share their experiences (Willig, 2013). The approach in this study 

requires attentiveness and vigilance in the quest for rich and comprehensive 

narratives from the participants where all experience is valued. Thirdly, IPA does 

not explicitly explore why experiences occur but focuses on the experience itself 

(Gill, 2020; Qutoshi, 2018). This is addressed by IPA when the researcher adopts 

hermeneutic, idiographic and contextual analyis to make sense of the cultural and 

social position of the participants (Gill, 2020; Willig, 2013).  

 

Finally, the role of cognition is often unclear in some facets of phenomenological 

research. Smith et al. (2009) discuss the dedication of IPA to elliciting 

understanding encourages structured reflection and reflexivity on behalf of the 

researcher aligning with cognitive psychology (Alase, 2017; Emery & Anderman, 

2020). It is vital to acknowledge the dynamic and functioning guise the researcher 

has across the analysis pathway and the level of interpretation and reflection that 

they bring to the data (Brocki & Wearden, 2006; Gill, 2020). These potential 

limitations are countered by researcher reflexivity and discussions with peers and 

supervisors. Additionally, Nizza, Farr and Smith (2021) provide four markers for 

high quality IPA research and guidelines for the analysis and interpretative 

process which support the researcher as they navigate the possible limitations 

described in this section.   
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3.7 Applying the Research Method  

The data for the current study were collected through implementation of a 

triangulation strategy which included multifarious sources of data being drawn 

upon to examine a single case or problem (Alase, 2017; Creswell & Poth, 2016). 

Employing triangulation as an integral element of the research strategy is widely 

considered to increase the strength of validation, specifically supporting further 

verification of study data outputs (Gill, 2020; Patton,1990; Merriam,1998 

;Stake,1995; Yin,1994). In this research, I used three different sources. They are 

interviews, diaries and focus group. The data provided by the participants from the 

focus group allowed me to better understand what was shared and reflected upon 

in their earlier interviews. Having different data sets not only helped to illuminate 

and supplement each other by providing a more complete picture (Rubin & Rubin, 

2012), but also by exhibiting new information that the participants had not 

demonstrated during the interviews but recorded in their reflective diaries or came 

to light in the focus group (Emery & Anderman, 2020; Qutoshi, 2018).   

 

The present study integrated defined stages of data collection and analysis, 

across three structured processes as seen in Figure 3.2. Stage one consisted of 

semi-structured interviews with eight participants, the interview schedule had been 

informed by a pilot interview. Additionally, a reflective diary was developed to allow 

the lecturers to note their experiences of motivation throughout a pre-defined 

period and to help them to record and process their experiences post interview. 

Stage two consisted of a focus group where the initial themes from the one- to- 

one interviews were shared and discussed further. The third and final stage 

focused on the examination and analysis of all the amassed study data. Emergent 

coding specific to the IPA was employed to fulfil the analysis of the interview data, 

this data was subsequently further analysed once again against the emergent 

themes from stage two. Figure 3.2 captures the distinct stages of this research 

process, whilst also indicating the study recruitment process, data collection 

stages, specific outputs, and the analysis stages. The culmination of the research 

stages delivered clarity across the data collection process integrated alongside the 

realised timeline, which is further explored in detail across the following pages. 

Before then, the ensuing section considers the ethical approval process. 
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Figure 3.2: Research Plan Timeline  

 

3.7.1 Institutional Ethical Approval  

The ethical approval application concerning the proposal for the present study was 

submitted in June 2018, with formal institutional approval granted in October 2018. 

Clarity regrading separate consent forms was required for each of the data 

collection methods, along with further minor considerations concerning disclosure 

of sensitive individual context and circumstances were highlighted (discussed later 

in this chapter).  However, the outcome from the required institutional ethical 

approval process reported no elements of the current study fell within the 

institutional ‘adverse effects’ policy which was also a further required, yet positive 

ethical outcome.  

 

3.7.2 Access  

I discovered whilst working with colleagues in the business school and through 

further recommendations that there were a number of colleagues who could be a 

fit for my research study. I approached ten colleagues via email and in person to 

share my research proposal and invite them as potential participants. In the 

present study I was acquainted with some of the participants and conscious 

attempts were employed to create a strong rapport between us by being open, 

honest, and willing to share some of my own experiences in conversations prior to 

the interviews. According to Prior (2018) the perception of the interview solely as a 

research tool rather than a social interaction obscures the personal and 

intersubjective nature of the interview process. I initiated the research process by 

setting up a pre-amble chat (a suggestion from a colleague who had carried out 
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similar research) before asking for formal consent to join the research study. In 

this study, a complete and full declaration regarding the intention of the research 

was provided via the initial mail invitations, discussion at the pre-amble chat and 

more formally in the participant information sheet. I also shared the four topic 

areas that would be covered in the interview as I felt this would mitigate any 

concerns of feeling unprepared and to demonstrate our joint endeavour as co - 

researchers (Smith & Osborn, 2007). It was considered of mutual benefit to enact 

these approaches, allowing prospective participants the opportunity to be fully 

aware of what would be involved through their participation.  Whilst equally 

allowing them to consider whether involvement in the study process would be of 

value to them and enable the opportunity to withdraw at the initial stages of the 

study if they did not see value in the research. As the researcher, offering these 

insights regarding the study process also supported the sharing of the direction of 

the data collection process through revealing the sequence of the topics from the 

onset. The email invitation for the pre-amble chat and the second email including 

the interview topics are included in Appendix A and B. 

 

3.7.3 Sample 

Phenomenology research is focused on the individual experience regarding 

phenomenon across the parameters of a study and endeavours to elicit 

understanding of the participants perspective (Creswell & Poth, 2016; Webb & 

Welsh, 2019). Therefore the emphasis is not on generalisability but rather the  

description of a discrete and homogenous sample. IPA researchers are tasked 

with finding a sample size that “provides sufficient cases for the development of 

meaningful points of similarity and difference…but not so many that one is in 

danger of being overwhelmed” (Smith, Flowers, & Larkin, 2009, p.51). Specifically, 

to guide the novice researcher, considered to be defined as “between three and 

six participants” (Smith, Flowers, & Larkin, 2009, p.51), integrating guidance that 

possibly “four participants [are] interviewed twice” (Smith, Flowers, & Larkin, 2009, 

p.52). Concerning decisions on the number of participating lecturers to interview in 

the present study, sample size was guided by the research question and 

subsequent analytical requirements (Alase, 2017; Gill, 2020; Pope et al., 2000). 

Smith et al. (2021) discuss clearly that IPA studies are often executed utilising 

comparably small samples sizes and as a result: “Immediate claims are therefore 
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bounded by the group studied but an extension can be considered through 

theoretical generalizability, where the reader of the report is able to assess the 

evidence in relation to their existing professional and experiential knowledge” 

(p.3). 

 

The sample in this study was identified as those who had a personal or 

professional contemplative or mindfulness practice or who were interested in 

these practices as part of their teaching approach. To my knowledge no research 

in this area has been undertaken in a UK business school context and due to this 

absence of comparable studies the sample size is deemed appropriate due to the 

novel subject matter and the access to the participants. Additionally, I selected ten 

lecturers due to the risk that some participants may opt out or be unavailable. 

Ultimately eight lecturers were willing and able to participate in the process (two 

lecturers declined due to sabbatical and workload pressures). A short introduction 

to the participants follows. 

 

3.7.4 Introducing the Participants 

The brief biographical details below offer an initial insight into the lecturers’ lives 

and further insights are expanded on in the analysis chapter. Some details have 

not been included here due to anonymity concerns. 

 

Lilly  

Lilly identified as female between the age range of 55-65. She has been teaching 

in HE since 2007 in the current institution and is a Senior Lecturer. She has a 

mindfulness practice and has integrated that into her teaching design and delivery 

with the support of a mindfulness practitioner. 

 

Gerard 

Gerard identified as a male between the age range of 30-40. He has been 

teaching in HE since 2018 and identifies as a reflective person and lecturer. He 

sees his role as a lecturer as a moral responsibility and civic duty. 

 

Grace 
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Grace identified as female between the age range of 35-45. She started her 

career in academia in 2007 and is currently Associate Professor. Grace has a 

personal mindfulness practice and is interested in how this could be used in 

teaching. 

 

Michael  

Michael identified as male between the age range of 40-50. He started teaching in 

HE as an Associate Lecturer in 2014 and has been teaching at current institution 

since 2017 and is a Senior Lecturer. 

   

Kay  

Kay identified as female between the age range of 50-55. She has been teaching 

in HE since 1997 and went full time in 1999. She has been teaching at the current 

institution since 2016. Role and teaching interests have not been included here 

due to anonymity concerns. 

 

Carol  

Carol identified as female between the age range of 50-60. She is a Senior 

Lecturer and has worked in the current institution since 2014. She has been 

teaching in HE since 2011. She has a personal mindfulness practice and is aware 

that this has an impact on her teaching approach. Reflection and writing are  

important to her as a classroom practice to support student learning and 

wellbeing. 

 

Patrick 

Patrick identified as male between the age range 30-40. He is a Senior Lecturer 

and has been teaching in HE since 2013. He started in the current institution in 

2017. Academic activism and citizenship are core to his teaching approach and 

‘walking’ is key to his wellbeing and decision-making process. 

 

William  

William identified as male between the age range 40-60. He has been teaching in 

HE since 2011 in the current institution and is a Senior Lecturer. He is interested 

in using ‘silence’ and ‘discernment’ and other spiritual practices in his teaching. 
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3.7.5 The Management of Data  

Management of study data must include appropriate structured processes to 

enable full compliance with general data protection principles, ensuring in the first 

instance that details of participants’ are stored separately from the individual 

recordings and notes, in both secure and locked storage locations irrespective if 

the data is online or physical (hard copy). Of specific focus for the current study, 

was the key employed across the data set that included highly sensitive detail 

which would allow identification of individual study participants.  Therefore, this 

data key was stored in a different storage location to the study data itself, with 

pseudonyms utilised from the onset of the research process to further protect the 

anonymity of the participants.  For the present study, data that was specifically, 

and only required for the study were collected. For example, data such as ethnicity 

or religion was not requested or collected from the study participants, with one 

participant (William) voluntarily offering details about his spiritual practices during 

the data collection process. Data that may risk anonymity was extracted or 

promptly anonymised, in addition to communicating these specific details as an 

integral element of the study recruitment and consent processes, this was further 

fortified through additional oral consent before initiating the study interviews with 

the participants.  

 

The interviews and focus groups were recorded and subsequently transcribed 

which supported the inclusion of the multi-faceted layers of discussion across the 

participants within the data collection context (Bryman, 2012; Gill, 2020).  

Specifically, the recording and transcribing of narrative outcomes from research 

focus groups equally allow for the essence of the group interactions to be 

gathered, and the possible identification of group connections drawn upon across 

subsequent data analysis processes (Love, Vetere & Davis, 2020).  The 

transcription process integrated within the current study employed the guidelines 

regarding IPA where the transcription process requires meticulous attention to all 

narrative detail to provide the semantic record of the synergy and interaction 

between the researcher and the participant (Emery & Anderman, 2020; Love et 

al., 2020; Rodham, Fox & Doran, 2015).  Specifically, for IPA transcription this 

includes noting incidents of emotion such as laughter, and indication of the 

conversational flow such as pauses (Rodham et al., 2015; Rubin & Rubin, 2012).  



 
70 

 

However, these incidents are not recorded to the extent required for discourse 

analysis where the precise length of pauses are recorded (Smith & Osborne, 

2008; Smith, Flowers, & Larkin, 2009).  The transcription for the present study was 

carried out by the researcher, maintaining privacy, anonymity, whilst also reducing 

research costs. Such an approach to data transcription can be challenging 

concerning the time required to invest in executing the process to the high 

standards of accuracy needed for a quality outcome, committing to this protracted 

process with the study data on reflection realised positive outcomes of the initial 

process of data analysis (Love et al., 2020; Rodham et al., 2015; Webb & Welsh, 

2019).  Supporting total immersion with the study data, at a detailed level through 

a considered tempo that was impossible to achieve during the live interview and 

focus group data collection events. The transcription was carried out as soon as 

possible after the interviews, this enabled an immediate interpretation of the study 

data in parallel with the field notes compiled at the time of the data collection 

processes (interviews and focus group) supporting the instant capture of 

immediate reflections regarding the interview, allowing for vibrant and frequently 

surprising insightful aspects to surface (Crowther & Thomson, 2020; Qutoshi, 

2018; Rubin & Rubin, 2012). For example despite the vast experience of some of 

the lecturers, some harboured self-doubt and used the term “imposter syndrome” 

to describe their feelings about their teaching practice.  

 

3.8 Data Collection Methods 

3.8.1 Semi Structured Interviews  

Data collection was initiated through semi structured interviews due to the specific 

and individualistic focused nature of this approach whilst offering flexibility for both 

the participant and the researcher and highlighting the facets that demonstrate the 

prevalence of this data collection approach across qualitative research in 

psychology (Emery & Anderman, 2020; Rubin & Rubin, 2012; Smith et al, 2009). 

Furthermore, it is equally widely acknowledged that deployment of semi structured 

interviews within qualitative research supports the positioning of the study 

participant as the expert, and the researcher as the conduit between the 

participant and the exploration of their individual lived experiences whilst 

remaining connected to the study focus (Eatough & Smith, 2008; Gill, 2020). I 

decided that semi structured interviews would provide the ideal platform for 
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comprehensive exploration of my research question, whilst also utilising my 

experience as a lecturer and mindfulness practitioner to facilitate dialogue where 

topics could be probed and expanded.  

 

The Pilot Interview 

My fundamental reasoning for instigating a pilot study was to discover whether the 

interview schedule would support the gathering of the rich and detailed accounts I 

was looking for, within an appropriate time frame, to ensure that the schedule was 

interesting, but also feel confident it was comfortable for the participants 

(Malmqvist et al., 2019; Rodham et al., 2015; Rubin & Rubin, 2012). I chose to 

undertake the pilot work with a colleague that had previously indicated great 

interest in my research topic and has incorporated contemplative practice into their 

teaching. I requested honest, detailed, and frank feedback concerning the 

interview questions regarding their clarity, meaningfulness, researcher neutrality 

and focus of the topic (Alase, 2017; Gill, 2020; Qutoshi, 2018).    

                                         

Aggregate feedback from the pilot process was detailed and constructive, with the 

participant expressing the open-ended and non-leading questions (Crowther & 

Thomson, 2020; Emery & Anderman, 2020) allowed her to share her experiences 

in a rich and detailed way and as there were no amendments to the interview 

schedule the pilot interview data was included in the data set. Additionally, I took 

on board the suggestions to have a pre-amble meeting with all participants prior to 

the actual interview to get to know each other a bit more and to start to build a 

rapport together (Bolderston, 2012; Love et al., 2020).  
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The Interviews 

 

The interviews were undertaken in a private meeting room in the university 

building. The interviews were recorded on a voice record app on the researcher’s 

mobile phone. They were later uploaded to a private Dropbox with a secure 

password to a secure server. Once uploaded they were deleted from the phone 

voice app, undertaking recordings of the interviews profited two initial distinctly 

useful outcomes. First, the participant’s share experiences that are most important 

to them and their narrative, style and expression is recorded, delivering an 

‘intentional state of the narrator’ which follows the guidelines from Bruner’s (1991) 

work on ‘self-making’. Second, I could go back to the recordings and listen to the 

interviews allowing me to analyse and interpret what I heard. The hermeneutic 

process of reading, thinking, and writing facilitates new insights and perspectives 

from the meshing of the data co-created between the participants and the 

researcher (Crowther & Thomson, 2020; van Manen, 1997).  

 

I also took notes during the interview to save ‘unrecorded data’ such as pauses, 

facial expression and body language which may help to illuminate the recorded 

experiences at a later stage. I transcribed each interview verbatim which 

incorporated each expression such as ‘err’, ‘uh’, ‘umm’ in order to support the 

analysis process ensuring incidents of thought, reflection, and pauses were 

equally gathered alongside the experiential narrative of the participants (Gill, 2020; 
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Rubin & Rubin, 2012, Smith et al., 2009). All details enabling identification of any 

person or place divulged by the participants during the interview process were 

extracted at the time of transcription, for example, if a participant mentioned a 

specific person, this was altered to an x. Furthermore, if the participant also 

shared specific details regarding individuals in connection to locations, institutions, 

roles, or any other identifying information these were also altered on the transcript 

to uphold anonymity. A note of the pseudonym given to each participant was taken 

at the time of the interview, with these details was stored separately from the 

research data at my home and will be destroyed once the research and 

subsequent assessment process have been concluded. The participants received 

a copy of the full transcription to ensure transparency of the shared interview and 

to check for any errors or for clarification purposes.  

 

Each interview commenced with a recap concerning the purpose of the interview 

along with the opt-out option, which was discussed once more before the consent 

forms were signed. Each study participant was extended the opportunity to 

withdraw informed consent at each stage of the process, and this included the 

final stage of the process when the interview transcripts were shared with the 

participants for review and reflection (Creswell & Poth, 2016; Qutoshi, 2018). It is 

a possibility that divulging the focus of the research study with participants during 

the recruitment process may have influenced individual choices and decisions 

regarding involvement with the study.  Overall, this was outweighed by concerns 

to negate duplicity “when researchers represent their work as something other 

than what it is” (Bryman, 2012, p.143) to mislead participants regards the 

objectives of the research in order to secure unbiased data.  

 

I adhered to Smith and Osborn (2007) and their suggestion to initiate the interview 

through deploying a broad opening question to embolden participants to share 

their initial thoughts and experiences on the topic. In the current study the 

interview guide (Appendix C), was purposefully designed to follow this with more 

specific questions regarding personal and professional contemplative and 

mindfulness practice. I developed a list of probing prompts to ensure more in-

depth answers and experiences would be shared but found that the participants 

were very forthcoming, and these were used in a very limited way. Specifically, for 
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the present study, the initial first question endeavoured to garner the participants 

holistic view on the purpose of HE. Having established that, I ask more specific 

issues around personal motivations and purpose when it comes to teaching, 

before leading into personal and professional contemplative and mindful practices. 

By structuring interview questions in this particular sequence participants have the 

opportunity, and space to develop personal thoughts and views before being 

guided to questions of specific interest and consideration to the researcher 

(Crowther & Thomson, 2020; Qutoshi, 2018). Smith & Osborn (2007) argue that 

interviews undertaken with this order of questioning inverted, have the potential to 

realise bias across the narrative data collected that favours the researchers 

specific topic in focus, and if employed as a data collection strategy a clear 

reasoning would need to be offered. Rubin & Rubin (2012) identify that successful 

interviews with study participants will often embed questions focused both 

generally on a topic, complemented by questions targeting more specific levels of 

detail, and will enable both the participant and researcher to switch between the 

two question approaches harmoniously to support an uninterrupted flow across 

the interview (Alase, 2017; Smith & Osborn, 2007; Webb & Welsh, 2019). 

 

I felt the participants were generally at ease during the interviews as we had 

already met in the pre-amble meetings where I shared the research idea and the 

indicative questions planned for the individual interviews. 

 

3.8.2 Research Diaries 

Johnson (2007) states that teacher-authored narratives furnish teachers with a 

contemplative practice where emotions and behaviours can be reflected upon and  

provides opportunities for personal and professional development (Golombek & 

Johnson, 2004; Vicary, Young & Hicks, 2017). The main point in that study was 

the recognition that emotions and judgements made in the past are soon lost. A 

journal may serve as a mediational space to hold experiences and memories and 

may initiate a change in thinking and behaviour and to share those reflections with 

others (Gerstl-Pepin & Patrizio, 2009; Guihen, 2020). This is pertinent to the 

present study as the data collected from the diaries could support the 
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interpretation of the data gathered from across the study interviews and 

subsequent focus group. 

 

Diary research requires participants to record material as events happen (event-

based diaries) or at pre-determined and scheduled time points or specifically timed 

intervals (time-based diaries) (Goldspink & Engward, 2019).  Implementation of 

diary studies can be employed with individuals, across larger participant groups for 

cross-sectional correlation, to oversee participants during a determined timeline, 

or to explore targeted interaction or process within family situational contexts 

(Vicary, Young & Hicks, 2017). Of primary advantage concerning participant diary 

use within research is the convenience of participant self-reporting incidents whilst 

residing in their habitual context which, in theory, realises a minimum of time 

elapsing between experiences and the event and the time it is documented 

(Goldspink & Engward, 2019; Guihen, 2020; Lavrakas, 2008).  

 

The Daily Diary  

The 12-question diary in this study was adapted from the Basic Psychological 

Need Satisfaction and Frustration Scale (Chen et al, 2015) specifically employed 

within diary-studies (Guihen, 2020; Kaap-Deeder, Vansteenkiste, Soenens, & 

Mabbe, 2019). This scale was developed to measure the basic needs of 

autonomy, competence, and relatedness (Deci & Ryan, 2980) as defined in Self-

Determination Theory (SDT), developed by Deci & Ryan (1980). The diary 

consists of four questions for each basic psychological need (autonomy, 

relatedness, and competence, Deci & Ryan, 1980); and twelve need frustration 

questions: four items for each of the basic psychological needs (Appendix D).  

 

This method supports a distinct qualitative exploration of study participants 

experiences over time. I believed that the diary might be useful to the participants 

for their personal reflection practice and I hoped that they would share those 

reflections later on in the research process and they would illuminate the interview 

data, focus group discussions, as well as informing their personal and professional 

practice. The diary was optional and could be adapted by the participants if they 
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felt something should be recorded regarding their practice. The diaries were not 

utilised within the final data analysis process of the current study, this will be 

explained later on in the thesis limitations, and recommendations for future 

research sections of the concluding thesis chapter. 

 

3.8.3 Focus Groups 

Barbour (2007) discussed concerns regarding multi‐staged collection of study data 

which included focus groups, primarily concerning the loss of participants’ voices 

across the dynamic aspect of this data collection process. However, Smith, 

Flowers, and Larkin (2009) indicate the distinct positive potential of varied and 

staged data collection, offering the opportunity to realise a “more detailed and 

multifaceted account” (pp.52‐53) of the phenomena in focus. Whilst focus groups 

are traditionally a rare occurrence across IPA research (Brocki & Wearden, 2006) 

as they are often considered “less obviously suitable for IPA’s idiographic focus” 

(Smith et al., 2009, p.71), in the spirit of creativity and innovation, Smith (2004)  

calls for further exploration as this area is ‘ripe’ for development. The benefit of an 

interpretive phenomenological approach to focus group data is to bring to light 

new or richer experiential information than garnered from the individual interview 

(Lehoux et al., 2006). Interpretive phenomenology research in all settings wishes 

to increase our understanding of the human experience (Bush, Singh, Kooienga, 

2019). 

 

Focus groups can be useful and very practical in generating study narrative data, 

largely attributed to the collaborative environment they offer supporting many 

narratives to be vocalised and listed to simultaneously, including sample of 

considerable size across fewer occasions (Creswell & Poth, 2016; Lehoux et al., 

2006). A social constructivist approach goes hand in hand with interpretivism as 

knowledge or the understanding of reality is dependent on communication and 

engagement interpreted in a social context (Amineh & Asl, 2015; Crotty, 2020; 

Knapp, 2019). There are contexts when the researcher endeavours to stimulate a 

natural and open interaction with existing groups (including work or recreational 

teams, family units, social or friendship groups, or professional/formal support 

groups) from an experiential perspective. Guest, Namey, Taylor, Eley, and  
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McKenna, (2017) noted that sensitive topics were discussed more frequently in 

focus groups than in one-to-one settings. This was reflected in this study, 

particularly where a potentially contentious topic around the managerial and 

performance climate in the workplace was discussed. I felt that the lecturers 

shared more in the group context than in their individual interviews, they 

appreciated the space to voice their frustration and listen to similar experiences in 

the group as they did not have those opportunities in their everyday work 

schedules. 

 

Although not commonly integrated within IPA research, the second step of the 

data collection in this study employed a hybrid focus group. Focus groups were 

more widely used in market research however, from the 1980s they were utilised 

in the development of quantitative research tools (Gill, 2020; Morgan,1996). This 

study required a combination of ideas inherent in different focus group 

approaches; individual reflection, interactive discussion, and a structured process 

to collect individual and group experiences. The Nominal Group Technique (NGT, 

Ven & Delbecq, 1972) that emerged from Ven and Delbecq’s (1972) seminal work 

‘The Nominal Group Technique as a Research Instrument for the Exploratory 

Health Studies’ was adapted to meet the needs of the current study (Ven & 

Delbecq, 1972). The NGT permits participants within a study focus group to 

arbitrate the discussion points that necessitate additional, detailed probing offering 

the opportunity to highlight topics, or discussion points that may have otherwise 

been left uncovered. This is possible by limiting researcher influence and at the 

same time ensuring the group discussion is not overshadowed by any one 

participant, a familiar challenge uncovered as a potentially significant complication 

across focus group meetings. The advantageous elements of the NGT have also 

been identified by Vander Laenen (2015) through the five principal facets of the 

parameters it employs, specifically this includes:  

(1) “it limits researcher influence and influence from group dynamics. 

(2) increases the likelihood of equal participation for all group members. 

(3) affords equal influence on (conflicting) values and ideas.  

(4) can be used in an exploratory (phase of a) study as well as to generate 

hypotheses about topics that are unfamiliar to the researcher; and  

https://journals.sagepub.com/doi/full/10.1177/1609406919866049
https://journals.sagepub.com/doi/full/10.1177/1609406919866049
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(5) is useful for determining the ideas of a research population that is socially 

or culturally different from that of the researcher” (Vander Laenen, 2015, 

p.1). 

Adherence to these principles alongside awareness that the NGT elicits higher 

quality narrative (Roth, Schleifer, & Switzer, 1995), and generates additional novel 

ideas in direct comparison to Delphi groups (Delbecq, Ven  & Gustafson, 1975) 

underlines this approach as a highly relevant choice across research studies. 

Potter, Gordon & Hamer (2004) offer four further fundamental stages to realise 

success through this process, which include: “(i) silent generation of ideas by each 

individual, (ii) round-robin recording of ideas, (iii) structured and time-limited 

discussion of ideas, and (iv) selection and ranking of ideas” (Potter, Gordon & 

Hamer, 2004, p. 72).  

 

Disadvantages of focus groups are generally classified as off topic conversations, 

group speak and domineering participants (Bryman, 2012; Happell, 2007), in 

addition to the challenge of identifying specific narrative across individual 

participants when undertaking the analysis process (Bryman, 2012). To overcome 

this studies have integrated a hybrid version that draws on both focus group and 

interview approaches, this more generally takes the form of a ‘facilitated group 

discussion’ as exemplified in studies by de Visser and Smith (2007), Dunne et al. 

(2001), Flowers et al. (2000), and Flowers et al. (2001). Across each of these 

studies the familiar and accepted approach to IPA of bottom-up analysis based on 

recollections of experience has been embedded and deployed. In order to mitigate 

the concerns outlined, the present study recorded the focus group sessions, and 

researcher notes were also taken to capture the individual voices in the group 

discussion. All the post-it notes were collected from the participants as they 

captured their thoughts and opinions on the themes and open discussion. 

Additionally, the four steps outlined above in regards the Nominal Group 

Technique (NGT) allows for individual voices in a group to be captured and 

analysed. I invited the eight participants whom I had already interviewed in stage 

one to take part in the focus group. I shared the emerging themes arising from 

across the analysis process with the narrative interview data with the aim to be 

transparent with the findings and to continue the collaboration we had built upon at 
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the beginning of the process. The focus group discussion will be presented in 

further detail within the data analysis section.  

 

3.9 Ethical Consideration 

Consideration of ethics in this study was supported by the four‐fold framework for 

ethical analysis proposed by Diener and Crandall (1978). It included ethical 

approval at institution level, issues of access and sampling in line with IPA 

approaches.  Additionally, concerns regarding data management and adherence 

to the Data Protection Act (DPA, 2018) and the EU General Data Protection 

Regulation (GDPR, 2018) were addressed in accordance with the University’s 

Research Ethics and Governance Handbook (2019). 

 

Privacy and Anonymity  

A key concern for this study was the collaborative aspects concerning the focus 

groups, presenting the potential for wider ethical challenges regarding anonymity 

and privacy of the study participants (Creswell & Poth, 2016; Parahoo, 2007). In 

this study participants were previously integrated as a community of peers and it 

was highly probable, they were already familiar with each other to varying degrees 

and have shared opinions and ideas on the themes in this study. The previous 

one‐to‐one interviews offered confidential space and the participants were aware 

that they would be participating in a focus group with their peers and agreed to 

this. Across the present study privacy of participants and the subsequently 

collected narrative data was realised continuously through utilising appropriate 

anonymity and confidentiality processes.  Specifically highlighted within the 

participant information sheets and consent forms, both of which were in full 

compliance with the required data protection principles (DPA, 2018, and GDPR, 

2018). Additionally, participant pseudonyms were employed as a further step in 

the research process to support anonymity across the data analysis and final 

writing up of the research.  

 

Despite taking those precautions it can be challenging to entirely anonymise the 

individual and lived experiences of participants, due to the given situation this 

approach can offer where participants feel comfortable with each other, are open 

to sharing, and recognise elements of their experience and reflection of those, an 
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issue noted by Punch and Oancea (2014) as potentially problematic educational 

environments. It is possible that aspects of the participants’ employment within 

HE, and these potential challenges concerning confidentiality led to my heightened 

awareness and I took great care to ensure that no internal publication or 

dissemination of the current study included specific identifiable details of the 

participants. The ethical perspective was always at the forefront, therefore I 

contacted the participants prior to the focus group meeting to check if they were 

happy to proceed and/or if they wished to have any of their quotes removed from 

the content to protect their anonymity. The participants had no concerns at that 

time and the focus group continued as planned.  

 

This was also a concern when deciding if the personal reflection diaries should be 

included in the data set and the outcomes of this will be discussed later in the 

conclusion chapter. The participants received a copy of their interviews, along with 

the subsequent analysis of the focus group data. They were happy for me to share 

this data as part of my thesis presentations internally and externally.  

 

The Avoidance of Harm to Participants  

With specific focus on the potential for harm to the study participants this was 

initially believed to be limited, with no individual or collective elements of physical 

or developmental risk, and no blameworthy or damaging activities integrated in the 

research plans (Alase, 2017; Dierner & Crandall, 1978). However, considering the 

focus of the subject areas for discussion involving recollection and further 

exploration of individual experiences, it was acknowledged that pertinent and 

respectful processes needed to be embedded (Rubin & Rubin, 2012; Webb & 

Welsh, 2019).  For example, the structuring of interview questions that accepted 

this as a possible outcome, and full acknowledgement of that with the participants 

during the data collection process (Crowther & Thomson, 2020; Goldspink & 

Engward, 2019). Furthermore, subject areas focusing on workplace contentment, 

or academic misconduct had the potential to arise during the interview process 

which if publicly revealed could potentially negatively harm participants, further 

underlining the importance of anonymity across the current study. Smith and 

Osborn (2008) highlight that within IPA semi‐structured interviews are most 
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effectively deployed through use of a perceptive and empathetic approach 

concerning the articulation, structuring, and progression of questions which each 

have a significant role to fulfil within this research approach.  

 

Across the interviews for the current study it was clear that seminal individual and 

often personal circumstances regularly impacted on the shared experience, so 

appropriate approaches were employed to support those specific discussion 

points. Specifically, these approaches integrated skills that demonstrated the 

researcher as a responsive listener, navigating a supportive process at points 

when participants were not inclined to pursue experiences in further detail.  In 

addition to, thoughtful staging and progressing through the questions, which 

including rewording where appropriate and refraining from further probing 

questions when equally inappropriate (Abrahams, 2017; Guihen, 2020; Qutoshi, 

2018). Being conscious of these facets across the data collection process 

established a nurturing approach, enabling suitable facilitation of personal 

experiential issues that arose. Despite these concerns all of the participants 

shared their experiences openly and honestly, and in some cases became upset 

and emotional. Managing these points, I drew significantly upon my prior individual  

experience as a mindfulness practitioner and a professional business manager, 

where I had dealt with similarly sensitive matters. I offered to stop the interviews, 

allowed time for breaks and reflection. Ultimately the participants were content to 

proceed and commit to continued involvement, appearing to find the process 

cathartic, if emotionally charged at times as will be evidenced in later chapters.  

 

Whilst the research plan outlined delivers a backdrop concerning the research 

approach taken across the present study, a more detailed explanation of the 

individual steps is explored next. 

 

3.10 Data Analysis  

Interview Data Analysis: Interpretative Phenomenological Analysis   

Smith et al. (2009) set out guidelines for IPA researchers to support the analysis of 

data. I valued being provided with a detailed and clear set of guidelines, whilst at 

simultaneously being encouraged to retain individuality and explore creative ideas 

(Smith et al., 2009; Webb & Welsh, 2019). Overall, IPA analysis involves 
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immersion in the personal accounts of the participants in attempts to search for 

meaning and interpret their lived experience.  

 

Step One: Reading and Re-reading  

I have been quite enthused about the ‘concept of the gem’ (Smith, 2011) within 

IPA as an interpretative process, with the key feature of this concept centred on 

the capacity to discover and heighten interpretation and understanding of 

narrative. Typically, the gem is a word, phrase or extract that leaps out from the 

transcript that the researcher feels is crucial to understanding the participants 

“grasp of their world” (Ashworth, 2008, p. 4). Smith agrees that gems offer a 

window into the “phenomenon under study, on a whole interview transcript or even 

the entire corpus of data” (Smith, 2011, p.7). 

 

Smith (2011) proposes multiple iterations of gems: shining, suggestive and secret, 

with a gem that shines indicating that the meaning is explicit or can be understood 

in a literal sense. It takes little to no effort to understand and interpret the 

experience or meaning intended by the participant. A suggestive gem requires the 

researcher to engage around and within the hermeneutic circle to get close to the 

meaning. Finally the secret gem is ambiguous and relies on full immersion and the 

attention of the researcher to see the gem within and as a part of the whole data 

set, “this small quiet part to be illuminated by the larger and louder corpus in which 

it is embedded” (Smith, 2011, p.13). I listened on multiple occasions to the audio 

recorded interview narrative and re-read the transcripts within 24hrs of the actual 

interview to illicit gems that may be hidden in plain sight. I then mapped these onto 

a labyrinth image which allowed me to build up a visual of each participants’ 

experiences and the meaning attached to them (Figure 3.3). Additionally, a 

selection of these ‘Gems’ developed into themes later on during the analysis 

phase and are further described within the analysis section of this chapter. 
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Figure 3.3: Gems on Labyrinth image  

 

 

I have identified words or phrases highlighted in orange as ‘Gems’ immediately 

after the interview. For example the phrase Gerard used entitled the ‘teachers’ 

cloak’ encapsulated his concerns about being inauthentic in the classroom as he 

feels some lecturers leave themselves outside, however he cannot pretend or act 

a role and must feel ‘real’ when teaching students. This initial Gem developed into 

a superordinate theme as all of the lecturer’s expressed similar concerns and 

shared varying perspectives of this experience. 
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Eatough and Smith (2006) encourage researchers to read the transcripts multiple 

times as this allows for a more responsive and dynamic relationship with the data 

sets. Listening to the recording and reading the transcripts I believe assisted me in 

re-acquainting myself with the experiential narrative across the interview. This 

process was undertaken for each interview before individual analysis was 

employed. This enabled me to engage with and have knowledge of the text before 

moving to the next stage of analysis. On completion of the initial transcription 

process, a copy was provided to each of the participants. The purpose of which 

was to continue with the ethos of a collaborative and transparent approach to the 

study and to check for any errors, and confirmation that I could continue with the 

more detailed analysis phase as described in step two below. Member checking, 

according to (Finlay, 2006, Rodham et al., 2015) offers significant validation of the 

analysis as commented in the email communication: 

‘I am very happy for you to continue and thank you for sharing your transcript with 
me’ 

‘I don't have amends to this, but as is typical when interviewees see their 
transcripts, I apologise for such ramblings!!!’ 

‘I have had a chance to look through the transcript and I think it is a very accurate 
record of our interview. I have just added one or two comments for clarification 
(attached). I am happy for you to go forward with a deeper analysis’ 

                     (Email conversations with Gerard, Grace and Lilly, April-May 2019) 

 

Step Two: Initial Noting  

As suggested by Willig (2001), I also recorded my personal thoughts and 

observations as the researcher in the right-hand column of the script whilst 

engaging in the reading process of the interview transcripts. Specific focus was 

placed on participant language and tone drawn on to describe their lived 

experience because I agree with Smith and Osborn (2007, p.54) “that language 

assumes a chain of connection between people’s talk and their thinking and 

emotional state and is therefore an integral part of the way individuals experience 

the social world”. However, for clarity at this point this is not to signify belief that 

this is the sole or primary manufacturer of what constitutes reality, but that I 

recognise the role it fulfils concerning the participants building of their individual 

experiences and accounts. The exploratory comments across the interview 

transcripts were each handwritten in the right-hand margin of the transcript which 
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realised a significant time investment to accomplish. Specifically, I made different 

types of notes following on from the “gems” highlighted in orange text; I added my 

reflexivity highlighted in red and then noted where I felt there was a connection to 

theory or concepts highlighted or explored in the literature, highlighted in blue. 

This process supported a structured approach when examining different aspects 

of the text and acknowledged my own reflexive practice as a researcher in the 

process. Evidence of my reflexive practice is included as excerpts from my 

contemplative journal in the ‘contemplative boxes’ throughout the thesis. 

 

I captured thoughts and questions on the transcripts to ensure my own beliefs and 

potential bias did not obscure my analysis and interpretation of the individual 

accounts. The image of the transcript (Figure 3.4) highlights this as the initial 

impressions are colour coded in red text noted in the right-hand column. 

 

Figure 3.4: Transcript with colour coded text  
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I noted different types of notes on the transcript: the “gems” were highlighted in 

orange text; my reflexivity is highlighted in red and connections to theory or 

concepts explored in the literature were highlighted in blue. 

 

Step Three: Development of Emergent Themes During this stage 

The third step supports the researcher to pare down the amount of data and the 

notes and comments made on the transcript become the primary focus of 

analysis. It is a challenging step as it is important to still keep the content of the 

whole interview in mind. I created an A3 sheet and added participant quotes from 

the transcripts in order to build up to the emergent themes whilst still being 

grounded in the original data as seen in Figure 3.5.   

 

Figure 3.5: Emergent themes for transcript    

 

 

Step Four: Searching for Connections across Emergent Themes  

Stage four aims to determine connections between emanant themes, and 

consistent with suggestions from Smith et al. (2009), I explored numerous differing 
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connections across the process. Some of these exploratory steps are shown in 

Figure 3.5 by the arrows pointing to a group or sub-group where the emerging 

theme may be located. Furthermore, this process also integrated abstraction 

which required consideration across several themes with the view of determining if 

they could be subsumed under a new over-arching theme.  While subsumption 

within this process equally observed whether multiple themes could be grouped 

within existing overarching theme. Additionally, within this step polarisation offered 

the opportunity to explore divergence between themes, and further still,  

contextualisation required specific thought regarding themes contextual or 

narrative connection across aspects of an account. Finally, numeration considered 

the emergent themes that had been written on post-it notes, supporting the 

observation of the themes collectively alongside potential relational facets of the 

themes under consideration. This is one of several methods suggested by Smith 

et al. (2009) and was a fit with my personal preference for employing spatial 

methods to make connections across experiential themes. The resultant cluster of 

themes were labelled with the intention of harnessing the nature of each of the 

individual themes present within each cluster.  A table summarising the cluster 

themes, and subordinate themes that highlight the phenomenon under 

examination across each interview transcript, including citations representing 

these themes in the text was developed as shown in Figure 3.6. Further 

discussion concerning some of the theme titles was undertaken with my 

supervisors, with the intention of providing a further opportunity to review and 

validate my analysis process.  
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Figure 3.6: Sample of quotes, emergent themes and subordinate themes 

 

 

Step Five: Moving to the Next Case  

As proposed by Smith et al. (2009) across the idiographic process, interviews 

were considered individually employing steps one to four. Specifically for the 

present study, when the process for each transcript was completed, I moved on to 

analysing the next case in its own terms.  

 

Step Six: Looking for Pattern Across Cases  

On completion of the analysis for each interview transcript, I invested further 

thought focused on the grouping of  themes from the different transcripts in 

relation to each other to form master themes as described by Willig (2008). Each 

of the interview transcripts were embedded as a case following a cyclical 

approach, ensuring when wide-ranging, higher-level themes were determined; 

they needed to be grounded in the text of the individual interview transcript. To do 

this, I printed out summary tables, and wrote the emergent themes from each 

transcript onto post-it notes. 
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A new summary table was created to capture the emergent themes from all the 

participants as shown in (Figure 3.7).  

 

Figure 3.7: Emergent themes from all participants   

 

 

The final step was to create the master superordinate themes embedding specific 

participant quotations and references concerning the location of the master theme 

as expressed across the participants’ interview transcripts. Furthermore, investing 

in this process required subsequent re-labelling and additional reconfiguration of 

the themes. The specific purpose was to ensure the process culminated in the 

development of overarching themes that harnessed participant lived experiences 

individually, whilst still demonstrating higher order conceptual ideas. As suggested 

by Smith et al. (2009), the recurrence across cases was considered when 

grouping and naming a master theme as shown in (Figure 3.8). 
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Figure 3.8: Master of subordinate themes with quote representation from 
participants   

 

 

My draft of the themes was shared with the focus group participants. The intention 

regarding the focus group was to attempt to elicit further insights or new 

perspectives to my data analysis and interpretations after the individual interview 

process, as discussed earlier in the data collection methods section 3.8.  

 

Focus Group Data Analysis 

The primary goal of the focus group is to employ interactive experiential narrative 

data delivered from participant discussions (e.g. study participants offering 

comment and questioning contributions/experiences across the focus group 

discussions) to further improve depth across the study data collected and 

potentially reveal aspects of the phenomenon that are often harder to reach, or 

garner from participants directly (Duggleby, 2005; Freeman et al., 2001; van Eik & 

Baum, 2003). Group interactions may amplify participants  similarities and 

differences and provide further insight to their perspectives and experiences. The 

selection of the Nominal Group Technique (NGT) was discussed earlier in section 

3.8.3. in addition to the Boddy (2012) four steps concerning the (NGT) that are 
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recommended to support a successful analysis process. They are: “(1) silent 

generation of ideas by each individual, (2) round-robin recording of ideas, (3) 

structured and time-limited discussion of ideas, and (4) selection and ranking of 

ideas” (Boddy, 2012). A further adaption from this original structure was employed 

within the current study which assumed the form of a pre-step. This included 

sharing the focus group aims and the themes created from the individual interview 

analysis illustrated in (Figure 3.9) with the participants prior to their attendance.  

 

Figure 3.9: The pre-step - Themes, experiences and discussion points 
shared before focus group meeting. 
 

 

 

I believe this was key to our successful discussion and served multiple purposes. 

Firstly, it provided the focus group participants a clear foundation to commence 

reflection concerning their individual contribution across the issues under 

discussion (Boddy, 2012). Secondly, it allowed participants space to request 

clarification regarding the questions focused on their role, their involvement, and 

more generally what would be expected of them in the focus group. It also served 

to re-enforce the collaborative nature of this research study as the data and 

themes from the individual interviews were shared and discussed. I did not carry 

out step four of the process as I decided not to ask the participants to rank or 
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prioritise their contributions. I felt this would influence my own analysis and 

interpretation of the data and the findings and analysis were never going to be 

quantified. As Ven and Delbecq (1972) discuss, the parameters of the problem or 

issues in focus are often defined through the participants who complete evident 

gaps naturally through collaborative discussion, that individual interview data may 

not fully address. More specifically, the nature of participant lived experiences 

often delivers insight and interpretation across themes from the data that were 

collected but is rarely understood unless it is explored alongside real-world 

application and experience. It is the researchers’ task then to analyse, interpret 

and interrogate all the data, to find the convergence and divergence and ultimately 

create the themes for discussion with the literature. 

 

The first step was aimed at setting a context to enable the study participants to 

reflect on their own and to collate their thoughts. I intentionally booked a room in a 

separate building where a new space had been created for research and study in 

the university library (Figure 3.10). 

 

Figure 3.10: Library Room away from the office and teaching rooms. 
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Step 1: Silent generation of ideas by each individual  

During step one I asked the participants to note down any ideas and questions 

they had regards the themes I had created. 

To support the idiographic nature of IPA and following step one of the NGT 

process this was undertaken on an individual basis, with each participant given 

differently coloured post-it notes, which also identifies the author later on for 

further analysis. This provided additional triangulation possibilities as I was able to 

review the individual one-to-one interview transcript of those participants for 

divergence and convergence from the focus group data. A ‘parking lot’ was 

available for items that did not appear to fit my pre-determined theme categories 

or for new items or ideas that were not previously identified from my analysis. An 

example of this were two points collected from the group at the end of the session. 

One of the participants asked for best practice/ or a workbook that could support 

them when considering the implementation of contemplative practices in the 

classroom. I provided some further links to documents and sources to the group 

after the meeting. Another point was a wish to elevate the study findings to senior 

leadership which I agreed to do when the thesis was complete. This process 

allows for individual voices and new ideas within the focus group to be captured, 

and for convergence and divergence with their individual interviews to be analysed 

further illustrated in (Figure 3.11). 

 

Figure 3.11: Individual responses and parking lot 
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Step Two: Round Robin 

The penultimate step was a group discussion related to the ideas recorded by the 

participants and a set question; “square the circle” - (are HE professionals trying to 

achieve the impossible). I asked the group to discuss that and share their post-it 

notes with me after the session as I was unsure where this theme fit in the overall 

theme selection. The purpose was to bring out any new insights or differing 

perspective from the group that may not have been identified or captured during 

the interviews. 

 

Step three: Structured and time-limited discussion of ideas 

A specific time was set for the sharing ideas from step one and for the question I 

posed for further discussion. I continuously made notes and had consciously tried 

to let the discussions run without interrupting. I collected all of the post-it notes, 

and we closed with a short discussion on the value of continuing as a group to 

share and discuss contemplative practices going forward. In this way data were 

both elicited and collated as well as providing a future direction for the group and 

the research study. Directly following after the focus group session, I created a 

table to capture the initial ideas from the focus group captured on the post-it notes 

and from my notes during the session as seen in (Table 3.1).  

 

Further analysis of the focus group study data was undertaken as I transcribed the 

recording of the session and made initial notes according to the same process as 

described for the semi-structured interviews. Tomkins and Eatough (2010) raise 

concerns that IPA analysis and focus groups highlight difficulty in respecting the 

individual and the group contribution, both the whole and the part. A principle 

idiographic facet of IPA is the adherence of analytical elements ensuring 

participants remain at the forefront of the process ensuring a coherent and 

authentic representation of the individual experiences shared (Gill, 2020; Guihen, 

2020; Love et al., 2020). Tomkins and Eatough (2010) offer a suggestion to use 

IPA to analyse focus group data described in the next section which I utilised in 

my analysis. 
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Table 3.1: Initial ideas from the Focus Group Discussion 

 

 

Data Analysis: Reclaiming the Individual with an Additional Iterative Loop 

Following the creation of the table of themes in Table 3.12 below for the present 

study participants collectively, I revisited the analytical loop for each of the 

individual focus group members, enabling me to place myself into the ‘shoes’ of 

each participant enabling a deeper assessment concerning their contribution 

across the provisional group-level themes. The employment of this iterative 

process for each study participant functioned across two distinct levels. First, the 

review of each participants contribution on a holistic level, and top-down. 

Following this, a further bottom-up analytical process was deployed, providing a 

review of the color-coded text, and from this the participant contributions were 

then divided into sections. Each section was examined and highlighted the 

individual points contributed, any arguments, or participant reactions that 

appeared to be significant concerning the contributions from other participants 

within the group. Thus, each section comprised a block of thematic and/or 

interactive sense-making activity.  
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Figure 3.12: Tracing individual and interactive accounts on the Transcript  

 

 

The sections were then mapped onto the superordinate themes created from the 

one-to-interviews highlighted in grey text boxes (see Figure 3.13 below) in order to 

examine elements of the group-level summary that appeared to closely match the 

contributions and reflections by a particular individual. 
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Figure 3.13: Emergent Themes from the Focus Group Analysis 

P1 – Carol, P2 - Michael   P3- Grace 

 

 

Despite the inherent challenges when adopting focus groups in research, my 

experience of utilising a combination of techniques was extremely fruitful. We 

succeeded in creating a space of mutual respect which demonstrated an 

acknowledgement of the co-construction approach to the data. This allowed for 

the research findings to be shared and open for further interpretation and 

development. Additionally, concerning areas that were not covered or vocalised 

Barbour (2010) argues focus groups have the potential as a collective to discuss 

challenging issues, therefore different perspectives of a problem may emerge in 

the sharing of experiences. I felt that all members of the study focus group were 

appropriately reassured and safe as they shared their concerns and frustrations 

about the managerialist system and lack of space and time to deliver quality 

teaching and student support. Additionally, it enriched the data/process as more 

detailed experiences were shared and questions around the themes were 

explored and discussed. 

A key output from this process after the focus group meeting was that the ’Square 

the circle’ theme became a subordinate theme under ‘Space to be in the 
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experience’ in Figure 3.14. This was mainly due to the insightful discussion when 

the perspective of the individual moved to the macro level; the business school 

was trying to balance multiple, and at times conflicting strategies creating 

challenges and tensions for the lecturers in their roles and experiences.  

 

Figure 3.14: Emergent Themes from One-to-One Interviews and Focus Group 
Analysis 
 

 

3.11 IPA and Quality Indicators 

My own experiences, both as a lecturer and mindful practitioner positioned within 

the specific research setting, have enabled me to be both informed by, and aware 

of, the participants’ experiences. For example, the experiences of mindful 

practices such as journaling and mindful silence may have been challenging to 

comprehend without my personal knowledge of these practices. Equally though, 

such knowledge has the potential to easily have influenced my personal view of 

the participants’ experiences, considering my position as an employee of 

university x and the power imbalances this has the potential to create (Amineh & 

Asl, 2015; Creswell & Poth, 2016; Gill, 2020). Likewise, my location as a colleague 

of the lecturers required sensitivity in the handling of their accounts and opinions 

of the University culture.  
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When employing IPA, the principal facet when managing potential conflicts and 

tensions is through embedding reflection and auditing across the analysis 

processes (Larkin & Thompson, 2012; Smith, Flower & Larkin, 2009; Rodham & 

Doran, 2015). This has been achieved through effective supervision, investment in 

substantial reflection on the data with peers, and through considered auditing and 

refining of study data themes within the analysis processes. In summary, where 

IPA positions the researcher both within and alongside the participants’ accounts, 

the following analysis processes endeavour to deliver a balance across 

interpretation, understanding and informed scepticism (Emery & Anderman, 2020; 

Qutoshi, 2018; Webb & Welsh, 2019). 

 

Contemplative Journal excerpt: December 18th, 2019 

  

Ensuring the individual accounts are not lost during the process of creating 

subordinate and superordinate themes is very important to me. I explicitly 

selected numerous quotations from the transcripts, and some are integrated 

into the themes, grounding them in the participants’ accounts. 

Deciding the number of themes and the categorisation of them has also proved 

difficult, however the focus group allowed me to progress the analysis section 

and provided reassurance on the quality and the trustworthiness of the findings 

as well as ensuring my continued awareness of my position as researcher, 

colleague, and mindful practitioner.    

            

 

Interpretative Phenomenological Analysis (IPA) is a deep-rooted qualitative 

method of investigation focused on considered depth of exploration regrading 

individual lived experiences, analysed individually with attention placed on 

personal meaning from the perspective of the participants’ (Guihen, 2020; Smith, 

Flowers, & Larkin 2009). The first guide to assessing the quality of IPA was 

published in 2011 by Jonathan Smith in a review of IPA studies that sets out the 

criteria for different levels of quality (Smith, 2011). However an update on the 

indicators of quality in IPA see Table 3.2 below, has been provided by  (Nizza, 

Farr & Smith, 2021, p. 3). 
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Table 3.2: The four quality indicators of good IPA

 

 

In reality, of course, the qualities overlap throughout this study and any particular 

portion of an excellent IPA analysis should demonstrate a number of these quality 

indicators simultaneously. The next section elaborates on each of these markers 

to increase understanding on what makes good IPA and how I attempted to 

ensure these markers are embedded within this thesis. 

 

Constructing a compelling unfolding narrative 

My aim is to convey a coherent story as the narrative develops as an outcome of 

the hermeneutic cycle (Smith, 2007). The story is comprised of numerous quotes 

from the participants and my interpretation of them in the context of the whole.  

Each quote and interpretation are built upon to illustrate new and different 

perspectives leading to the creation of themes that provide structure to support the 

logical flow of the story for the researcher and the reader.  

 

Developing a vigorous experiential and/or existential account  

Good IPA wishes to know about what is important to people, and how they attempt 

to understand the reasoning attached to their importance (Smith, Flowers, & 

Larkin, 2009). These aims are consistent with this study as I attempted to fully 

engage with the sometimes-compelling experiences shared by the participants 

and paid specific attention to their existential connotations (Smith, 2019).  
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Close analytic reading of participant’s words  

IPA researchers’ commitment to interpretation and idiographic depth requires that 

they engage in a close analytic reading of the participant quotes. I noted in my 

contemplative journal that I was concerned about “losing” the individual voice in 

the creation of higher order themes, that concern was at the forefront in my 

approach to the analysis. However, the individual quotes must be explored and 

interpreted to try to get close to their meaning from the perspective of the 

participant and the researcher. I attempted to achieve this by zoning in on specific 

quotes or phrases, while at the same time seeing the text in the context of the 

whole transcript.  

 

Attending to convergence and divergence 

IPA studies generally include more than one participant and as in this study 

convergence and divergence show contrast and parallels between participants. 

The obvious and the subtle are highlighted in those connections while being aware 

of the uniqueness of all experiences (Smith, 2011). This study aspires to 

demonstrate common qualities and particular characteristics between the 

participants accounts as highlighted in the analysis and the final study themes 

(Smith, Flowers, & Larkin 2009).  

 

These markers are visible in the outputs from the analysis and discussion 

chapters and specific examples of these markers of quality IPA research will be 

shared and discussed further in the Conclusion Chapter. 

 

3.12 Chapter Summary  

In summary, this study has approached an engagement with lecturers by seeking 

to recognise in detail the specific facets of their contemplative practices and 

mindful learning experiences, and their impact on their sense of purpose and self-

discovery. Consideration of the lecturers as collaborators in the study was 

additionally supported by my sensitive and responsive style in the recruitment and 

interviewing phases. In depth semi-structured interviews, daily diaries and a focus 

group with a phenomenological focus were carried out, paying particular attention 

to the individual and interpretative nature of experience, and meaning, through the 

use of IPA and its “combination of phenomenological and hermeneutic insights” 



 
102 

 

(Smith, Flowers, & Larkin, 2009, p.37). Creative approaches are encouraged 

within IPA (Gill, 2020; Love et al., 2020; Smith, Flowers,& Larkin, 2009) and this 

study remains firmly situated here. Creative aspects of this study include my 

personal mindful practice to bring calm and focus before and after the interviews, 

the development of the ‘concept of the gem’ as a pre-step to the analysis phase, 

and the use of the adapted NGT focus group workshop allowed for shared 

understanding and new insights of the individual experiences and initial themes. 

Additionally, these three practices are potential methodological contributions and 

will be discussed further in the conclusion chapter. Having established the 

conceptual framework in which this study sits, and the methodological approach 

taken to explore this, the study now moves to the presentation and interpretation 

of these varied and engaging experiences.  
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Chapter 4 - Analysing and Interpreting Experience 

 

4.1 Introduction 

This chapter provides the superordinate and subordinate themes that were 

derived from the analysis of lecturers’ experiences concerning contemplative 

practices and mindful learning and how these practices support self-discovery and 

purpose in higher education. The principle aim of the study was to 

explore how these practices were experienced, focussing on teaching and the 

impact of the surrounding environment on the lecturer’s self-determination and 

learning approaches, by providing a phenomenological and interpretative narrative 

of the study findings. In doing so, this chapter addresses the following research 

objective: 

 

• Develop individual themes from the data which illustrate these  

     experiences, leading to the overarching themes derived from the cross‐ 

       theme analysis.  

 

The complexity of representing individual participant experience within an 

overarching discussion has the potential to lose the essence of the individual 

account (Alase, 2017; Love et al., 2020; Rodham et al., 2015), thereby risking both 

homogeneity and a lack of nuance (Crowther & Thomson, 2020). Therefore, this 

chapter embeds quotations extracted from across the study interviews and focus 

group discussions, tagged to participant and location in the transcripts, enabling 

transparency, and foregrounding the individual experience (Guihen, 2020; 

Qutoshi, 2018). I have aimed to utilise the sampled participant quotations 

proportionally across all study participants, enabling individual narratives to be  

heard, and personal experiences uncovered (Goldspink & Engward, 2019). 

Excerpts from at least half the participant’s experiences regarding all of the 

subordinate themes will be included to support the participant input offered 

(Rodham et al., 2015; Smith, 2011). However, where a specific quotation 

illuminates the essence of the meaning or experience, that excerpt will be used to 

present a representation of all the participants’ experiences. Across the 

experiential narrative I have aimed to examine the depth and breadth of the 

participant contributions, whilst equally highlighting the collective and personal 
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experiences (Emery & Anderman, 2020; Rubin & Rubin, 2012), therefore 

effectively harnessing convergence and divergence between experiences (Smith, 

2011).  

 

The vocabulary, language, and articulation drawn on to express the challenges 

faced by the majority of the lecturers interviewed was contradictory at times and 

often realised instances of convergent and divergent imagery ((Emery & 

Anderman, 2020; Rubin & Rubin, 2012; Smith, 2011). They were being ‘crushed’ 

by the managerial culture and performance measurements aligned with multiple 

roles, and the majority shared their experiences in the classroom where there was 

no time or space for creative endeavour. It depicted their working lives as daily 

attempts to achieve the impossible, to ‘square that circle’. Some felt ‘happy’ in 

research groups and with their students however, teams were non - existent 

particularly with teaching peers. Teaching according to institutional measurements 

resulted in them ‘selling their souls’, whilst engagement and ‘building connection 

moments’ with students was described as an activity that ‘feeds my soul’, 

reminding them of why they chose to teach in the first place. Systems were 

decried as barriers and an inadequate replacement to building relationships and 

being responsive to the students’ needs in the moment, which might result in 

teaching that would ‘short circuit their contemplation’. 

 

Lakoff and Johnson (1980) argue the “metaphor is one of our most important tools 

for trying to comprehend partially what cannot be comprehended totally: our 

feelings, aesthetic experiences, moral practices, and spiritual awareness” (p. 193) 

This is certainly evident in this study as this chapter includes some powerful 

images and metaphors which express the participants meaning and 

representation of their experiences and emotions. Holland (2014) found a similar 

use of metaphors in her thesis on teaching in HE and agrees with Shinebourne 

and Smith (2010) that metaphors add rich insight and help to create understanding 

of the everyday working lives of lecturers and their diverse experiences (Goldspink 

& Engward, 2019). Use of  metaphorical language uncovered across the 

participant interviews provides additional new, and relevant rich data to the IPA  

corpus of literature. Additionally examination of metaphorical language within HE 
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is recommended and will be included in the implications for future research in the 

conclusion chapter. 

 

All participants discussed their personal and professional experiences of 

contemplative practices and mindfulness and how they impact their teaching 

approaches and their wish to expand and develop these practices further for 

themselves and their students. They share the benefits of these practices as they 

are used to mitigate the challenges of teaching to specific rigid criteria and 

content. They allow for more creativity and spontaneity in the moment which 

brings joy and increased motivation in the classroom experience. They also 

include their concerns about contemplative approaches and mindful learning and 

are aware of the risks to introducing them to specific student cohorts within the 

business school context.  

 

The Conceptual Framework of this thesis design is depicted below in relation to 

the themes that emerged across analysis concerning the individual and focus 

group interview and the research context in which they occurred (Figure 4.1). 

 

Figure 4.1: Conceptual Framework - ‘Themes’  
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Three superordinate themes surfaced from the interpretative analysis: ‘space to be 

in the experience’, ‘the teachers’ cloak’, and ‘students as gauge’s’. These are 

shown in (Table 4.1). The superordinate themes also have several related 

subordinate themes which will presented and discussed in turn. Although the 

study data themes have been separated during the analysis process, described in 

the previous chapter, the majority of the themes are clearly related which is 

apparent throughout the narrative account. The conceptually grouped themes are 

not independent, as the interactions between these are key and are specifically 

evidenced both in the lecturer’s accounts, but also across the frequency of 

repetition and duplication between the coding and the themes (Alase, 2017; 

Creswell & Poth, 2016). It is therefore important to consider each theme in relation 

to the holistic experience and the hermeneutic circle (Emery & Anderman, 2020; 

Smith, 2011). The superordinate and subordinate themes will be discussed in turn 

in the next section. 

 

Table 4.1: Superordinate Themes and Related Subordinate Themes  

 

 

4.2 Space to be in the experience 

I have selected this superordinate theme in the first instance as it captures the 

importance of how the wider environment and the context within which the 



 
107 

 

lecturers work can thwart the motivation and commitment required to fulfil 

educational goals and their responsibilities in the university. 

 

Table 4.2: The First Superordinate Theme and Related Subordinate Themes  

 

 

All participants discussed the institutional environment in a pejorative manner. 

This is expressed in the use of words or phrases and behaviour denoting criticism, 

contempt and/or disapproval of the heavy management practices and the limiting 

physical and emotional spaces deemed incongruent to an engaging learning 

experience. This was evident in many aspects of the experiences of being a 

lecturer, from the managerial mode of ‘control’ via systems and processes to the 

constrained design and approach to classroom teaching delivery. A variety of 

solutions and ideas including contemplative approaches and practices are 

introduced to counter some of these challenges and examples will be shared 

throughout this chapter. 

 

4.2.1 Created this monster/Moral champions 

The participants use strong images and words to denote the university and its 

processes as devoid of human characteristics. They see the ongoing devaluation 

of the individual and their role and contribution to a valuable learning experience, 

the impact of this on both teacher and student, and they raise concerns regarding 

questionable ethics and immoral behaviour. Moreover, their own self - image is 

under scrutiny as they feel they may be perceived as ‘bad’ or ‘unhelpful’ people 

due to the precarious situation they find themselves in. All the participants talk 

about their vision of the university and how they try to be ‘moral champions’ 

despite the thwarting conditions encountered in their daily work. 
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Kay expresses her frustration by using the image of a ‘monster’ characterised by a 

didactic teaching approach combined with a lecture style classroom as the 

antithesis of ‘learner-centredness’. Imposing the teacher’s knowledge and power 

onto the teacher student relationship ‘robs’ the student of their opportunity to 

develop as independent learners. A counter to this is captured by her simple 

action of ‘moving tables’ as an attempt to level the balance of power: 

 
So, we have taught them to respond to the way that we lecture at them. And 
so…we have created this monster by the way that we structure our teaching.  
And we have created a system that…that doesn’t allow for teachable 
moments. Doesn’t really allow for learner-centredness, because if you’ve 
created a system where you are lecturing at the students, and you’re telling 
what you think is important out of the readings, you have robbed them of 
their ability to be learners. And you have now turned your attention onto 
yourself. Look at the way we organise our classes? Every time I go into a 
class, I’m moving tables. Because we set them up in rows, meaning that I am 
in the front of the class, and I am the all-important person who is talking at 
you. All eyes are on me (Kay, p 15) 
 

The image of a ‘monster’ is used to describe the act of lecturing ‘at’ students and 

by doing so robs students of their learning. This is perceived by Kay to be the 

complete antithesis of learner-centred education and implies that lecturers who 

teach this way are more interested in their own self-importance rather than the 

student learning experience. Additionally, the reconfiguration of tables reflects a 

collaborative and shared learning space that signifies everyone is valued and will 

participate in the learning experience. 

 

William utilises the image of a “machine” when describing his experiences of the 

unsatisfactory process of teaching large cohorts and how change to teaching 

delivery is virtually impossible. This is in part due to the needs of the international 

market which requires tutors to be inter - changeable and for learning material to 

be standardised: 

 
        But this sort of massive module of a thousand students, where you’re sort of 

taking them through a sort of, sausage machine…I think it’s really difficult. 
And I think that contributes to the, sort of, unfulfilling nature of it (p15) 

 
This infers lack of motivation to teach and echoes an earlier comment in the 

interview which implies that when William started teaching, he had very positive 

ideas about how he would be able to “impart my huge knowledge”. Now he seems 
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less positive about teaching and that contrasts considerably with his feelings about 

fulfilment from his research engagement: 

 
         I had this ill-conceived notion that by educating, I would be able to impart my 

huge knowledge to someone else. And I would engage in theoretical and 
practice discussions about topics with people of…broadly equal 
understanding and knowledge. Now, that might be the case in research, but I 
don’t think that that is…that that expectation…because I suppose my 
description pre-supposes a, sort of, teacher-talk, pedagogical approach (p3) 

 
He continues to try to find ways to make teaching more fulfilling by identifying 

strategies to change the current model but appears to be frustrated once again by 

barriers to these initiatives which he describes as “that sausage cutter approach”, 

grounded in the discrepancies between the university strategy and the reality of 

teaching on the ground: 

 
So, for example, on the MBA, I’ll come in and do a guest lecture. So, shifting 
to that guest…but, of course, why don’t we do that? Well, my take on it is we 
don’t do it because, of course, all of our modules have got to be replicated in 
Hong Kong, Singapore, Qatar. So, we have that sausage-cutter approach, 
because those modules don’t work when you’re trying to extend the 
internationalisation of your modules. They have to be deliverable by all. So, 
again, I go back to my earlier answer. I think you see this contrast between 
what we say and what we do. We do what we do for a very good reason. And 
it’s not what we say. That’s part of the…part of the challenge (William, p15) 

 
The mismatch between what the university says and what is does leads to 

frustration and challenges. One of these frustrations may be reduced autonomy in 

the classroom due to a mismatch of expectations between the lecturer and the 

university. Kay expands on this and introduces the ethical aspects of teaching 

practices in teaching design and delivery and raises her concern that restrictions 

exist which inhibit her autonomy in decision making regarding what content and 

delivery method should be used in her classroom. Her own identity is under 

scrutiny as she may be perceived by students as being a” bad person” due to this 

type of delivery:  

 
…and all this expertise that you’re…they’re expecting me to show in the 
publications that I produce, and the research that I do…and then you’re 
telling me that I can’t assess what’s happening in my classroom and make 
adjustments? That’s offensive.  It’s de-legitimising. It’s de-motivating. It…it 
makes me feel bad for the students. And yet we’re put in this tenuous 
situation of not being able to explain to the student that, I’m so sorry I’m 
having to give this to you. And I’m the face of this bad person who’s doing 
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this horrible thing to you. Yet at the same time I’m being told that I have to 
increase the evaluations. Not for me, but for the institution. That kind 
of…bean-counting, performative, kind of, approach to 
documenting…it’s…it’s…there’s a quote about this I can’t remember, but it’s 
something to the effect of some of the most important things you can’t 
measure, and yet they’re trying to measure things. And so, what happens is 
people do what they need to do to meet the measurements (Kay, p13) 
 

She also feels “bad” for students when learning content and evaluations are not 

according to what the learning experience could include and how it should be 

deemed as successful. This point connects to the subordinate theme “Square that 

circle” where participants share concerns about how the most important 

experiences are not captured in metrics and evaluations; “bean - counting” 

processes as mandatory but meaningless to teaching and learning. Additionally, 

she criticises how workload hours are managed unethically to allow some senior 

staff to “run modules” but where somebody else is doing all the work. However, 

her senior position allows her some freedom and gives her the autonomy to teach 

in the way she wishes and to behave in an “ethical” way: 

 

I like helping people succeed. I like helping people learn new things.  And our 
system here prevents us from that. One of the other ways it prevents – and 
thank heavens I’m at a senior enough level to say I’m going to do this 
and…and I also find it ethical. So many of the professors here, they run 
modules. Or their name is on, like, the MBA module. But they’re not doing 
any of the work. They’ve hired a deputy, or they’ve got a deputy head, who 
gets the hours…and let me tell you, the hours that they get to do a module 
tutorship do not cover the amount of time it takes to do the module tutorship.  
So, this person comes in, does not get credit for being the leader of this 
module – because this person is a figurehead. And yet this person is doing 
all the work and then some because it takes longer than the amount of hours 
they’ve gotten – and they get no credit for it. That’s unethical (p13)  
 

These unethical practices include senior staff offloading work to those who may 

not be able to challenge it, who then do not receive the credit due for it, and the 

hours allocated are not near to what the real workload entails for module tutorship. 

Kay makes a power stand here from her senior position and ethical perspective 

and appears to imply that she will not allow this to happen with her teaching 

responsibilities at least. Michael’s experience of the workload model is very 

insightful as he measures himself all the time against his own “personal Gantt 

chart” according to his personal goals and career trajectory. Requests to carry out 

additional teaching when he already works over the agreed amount is perceived 
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as “immoral” behaviour by the system. However, there may be negative 

consequences for him personally and professionally as he implies that he could be 

perceived as not an easy person to work with if he says no: 

 
I’m not the easiest person in the world. I can be quite forthright. Because I’m 
on a very strong mission and very strong sense of direction personally, I 
don’t like to be knocked off it. So, I know I’m not the easiest person to work 
with. Do you know what I mean?  Because...because I’m measuring all me 
time. And I know that I’m already over on everything. So, if someone comes 
to me and asks me to do another teaching test, they’re unlikely to get 
positivity and light from me. You know what I mean? They’ll get short shrift, 
one way or another. Because I can tell them numerically why I don’t need to 
do that. And why I shouldn’t do that. And why it might even be immoral of 
them to ask me. If you see what I mean?  Because I do feel the system is 
quite abusive at times, because of ignorance (Michael, p31) 
 

The impact of this difficult situation is captured in his apparent lack of control of 

time and implied helplessness due to an ‘abusive’ system and autonomy over 

goals and career plans are understood to be slipping away from him despite his 

strong sense of purpose: 

 
         …but everything slips. My own personal Gantt chart keeps slipping, you 

know what I mean? It slips and it slips (p22) 
 
Patrick adds another insight to workload issues here as he suggests that there is 

an expectation that as lecturers “more” is required and implies that more is not just 

about the basics of the role. There is a beauty in the academic role as “activists” 

and in the investment in students as future business leaders, members of society 

and all the obligations that go with that: 

 
Yes.  I think that...I think at some point, it’s...somewhat, it’s the beauty of 
what you are doing as an academic. Because somehow you are autonomous 
as well. So, you...  Nobody asks you. As long as you are doing your job right, 
nobody is asking you what you are doing. ...and it’s part of the activism as 
well. Academic activism as well. So, you can be...you have to do something 
more, apart from what you have been asked (Patrick, p6) 

 
Patrick feels he does have autonomy in his role and when probed further he 

explained that by saying that meeting deadlines, administration and fulfilling the 

basics role of teaching means that he is not really challenged on his teaching 

practices. Therefore, some time and space are available to do “more” which in his 

case infers academic activism. This resonates with other comments in the 
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interview about his teaching and research interests in social activism such as 

LGBTQ groups, feminist movements and other social change initiatives. However, 

doing “more” can incur negative consequences as this may exacerbate the 

workload issue. He describes a case where he worked in a different way to secure 

student engagement which was raised as a possible concern by colleagues. It 

meant spending more time on discussion boards or face to face with students 

outside of and in addition to the usual times allocated, but he felt it was an “ethical“ 

decision for him to do that: 

 
And it was sort of an ethical decision there. To make then. So, I sort of tried 
to...sort of, stimulate their, you know, thinking. And also simulate their...you 
know, the involvement that they are going to work in the future as a, you 
know, CEO, or the board of directors. And how their decision is going to 
affect the society as well (Patrick, p7) 
 

 
There may be elements here of Patrick trying to play the system, by ticking certain 

administrative boxes he might be able to avoid deeper evaluation of his teaching 

practices by others. Despite the fact that colleagues may not agree with his 

approach to giving more time to students outside the specified hours allocated, he 

continues to do so as it is fundamental to his teaching practice which goes beyond 

instrumental teaching, towards a broader sense of civic responsibility, personal  

ethics and his purpose in academic activism.  

 

Gerard encapsulates the feelings of most participants on this ethical approach. He 

believes that universities have a “moral” responsibility to their students as well as 

providing them with practical skills for the workplace. However, he selects the 

word “should” in this excerpt which implies that the current culture and 

environment is not conducive to what a university is for: 

 
         I do see the university as, like, a…the moral champions. This is where we 

should be…  this should be the place to have open debate. It should be the 
place where ideas are born, where ethics are the cornerstone of what we do. 
We do things for the right reasons (Gerard, p4) 

 
This highlights the challenges of the business school as it attempts to balance the 

need to ensure students learn key employability skills alongside developing a 

broader understanding of who they are and how they might contribute to social 

change in their communities. This is echoed by Lilly who believes that the 
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university has broader responsibilities in society as well as in the world of work, 

that teaching, and learning involve the development of “future citizens” as well as 

developing and delivering employability learning content:  

 
        We also have a role in developing, sort of, future citizens. So, not just for the 

world of work. But, you know, for the world generally…and I also think that 
we have a role in the community as well (Lilly, p5) 

 
Patrick continues this theme by stating his understanding regarding the role of the 

university is to deliver support and learning for students that “create a responsible 

citizen and critical thinker” and how his research and teaching are directed to 

exploring how this could be achieved. He mentions the PRME (principles for 

responsible management education) and partnerships with the students, and how 

that impacts his role as a teacher and researcher: 

 
Create a responsible citizen and critical thinker from the students, rather than 
the...assuming that they are a customer or consumer. That they came to get 
a degree and then move on to this. Actually, I wrote a paper for this one, 
which is now under review at the moment. In which we argue about the 
differences of the prime engagement model. Which I went to the conference 
on. How we have to change that engagement model to the new model, which 
is in that model...we have the students and the staff as key stakeholders of 
the university. Who have to be there and running the university - rather than 
assuming that the staff and the students are two different islands. That 
they’re not communicating or contemplating to each other (Patrick, p3) 

 
He continues to talk about the “social” aspects of the university: 

 
         …and one area of research that I have is the social movements, and I’m 

looking at, you know, the student movements. All the LGBTQ movements, 
the women’s movement, which...I’m tracing them back, and they are all 
started because of the...  the growth in the university (Patrick, p3) 

 
Patrick reinforces his belief about the university and its role in creating movements 

for social change particularly around inclusivity and diversity. His integration of 

research and teaching is a means for him to explore these topics with both 

research communities and with student cohorts. 

 

Grace and Michael agreed in the focus group upon the type of education the 

university should offer. The current education business model operated through a 

managerial environment and a metrics culture does not support the delivery of 

“proper” education which is described as contemplative and is “directly adjacent” 
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to the current model. The role of the lecturer in the current environment appears to 

be to resist it: 

 
“It feels like the business model is...is not set up to...it’s...sort of…directly 
adjacent to what we actually need to deliver really proper education” (Grace, 
focus group, p16). 
 
“It’s not contemplative. It’s like fundamentally not contemplative” (Michael, 
focus group, p16). 
 
“It’s the opposite end from contemplative” (Grace, focus group, p17). 
 
“And you’re resisting that force. The … pressure, I think, is a good way of 
putting it.  There’s this sort of...you know, and you’re trying to push against 
that to create some space” (Michael, focus group, p17). 
 

The lecturers view the university as operating in a monstrous way or as a machine 

without ethical or moral responsibilities which is incongruent with the 

characteristics of the role of an education provider. This challenges the 

participants to question their own identity and motivation as lecturers in this 

environment. Their personal concerns of being perceived as a bad person by 

students or as an unhelpful colleague due to high workloads or differences in their 

teaching approaches is a sensitive issue. However, they continue to attempt to 

counteract this mindless way of working by behaving and supporting students in 

an ethical manner according to their beliefs. By being sensitive to the needs of the 

student and colleagues despite the constraints and concerns they may have for 

themselves in doing so, they are attempting to control and manage the context 

they find themselves in.  

 

This dilemma concerning the historical purpose of higher education and the neo-

liberal university and its’ practices are evident throughout the interviews and leads 

to a great deal of frustration. It explains to some degree the enormous effort that is 

required to counter the growing instrumental content prescribed in their teaching. 

The goal of contemplative practice and mindfulness in higher education is to 

create opportunities for deep reflection and exploration which allows for more 

personal engagement with the learning content, the development of relationships, 

and personal and shared values in a collaborative environment. Examples of these 

practices will be introduced throughout this chapter. 
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The moral and ethical issues explored here and the apparent “dual” purpose of the 

university in terms of teaching business skills and the ambition to have a more 

holistic approach to student learning are explored further in the next theme as they 

impact lecturers and students daily. 

 

4.2.2 Neither one thing nor the other 

Competing agendas and narratives at university level are passed down to staff in 

the form of conflicting strategies and operational goals. The tensions created by 

this are evident as the participants raise their concerns about how to find 

opportunities to teach more than the prescribed content for assessment purposes. 

As a minimum they want to ensure that as a business school, relationships with 

businesses are strong and that real-life business scenarios and experiences are 

brought into the classroom.  

 

Carol shares her concerns on this issue when she implies that “we’re kind of 

neither one thing nor the other” as teaching and learning business skills are more 

of a transactional process and are prioritised in the curriculum. She suggests that 

this is not ideal but believes that as a minimum the business school must ensure 

that partnerships with businesses are strong and that colleagues are able to bring 

their own industry experiences into the classroom. Carol found that discussing this 

with another colleague did not go very well as she describes the experience as 

“unpleasant”. Colleagues were either unable or unwilling to accept this need of 

real-world work experience and debate, and the necessity of students to have the 

skills to apply the learning in class to practice in their real lives: 

 

It’s kind of that we have academized – if that’s a word – business in a way.  
Even though, say, that we’re talking about a more transactional thing. We 
have still turned it into an academic discipline. And we’re not as close to 
business as a business school as maybe we should be. So, we’re kind of 
neither one thing nor the other.  And my thing that I feel…that, sort of…that 
I’m not happy about here, is the fact that we are…  we don’t have much of a 
relationship with business, it would appear. I talk to colleagues all the time, 
and mostly most people haven’t worked in business like I have. Because I 
bring my experiences into the classroom, and I think we should all be able to 
do that. So, I had a conversation with our head of subject group, and I said 
that. And he said, “Yes, but everybody can’t…isn’t able to do that.” And I 
said, “Well, I think everybody should be.” So, that was a bit unpleasant.  But I 
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think it’s true. I don’t think we are…If we are a business school, then we 
should…we should have more involvement with business (Carol, p4)  

 
Carol’s concern is that even the transactional skills for business are now too 

academic and not applicable to the real world of work. The narrow functional 

knowledge acquisition is too theoretical, leaving no room and possibility for them 

to practice what they have learnt due to the absence of experienced lecturers from 

industry who can support student’s application of these from their personal and 

professional work experiences.  

 

Learning content developed and delivered for assessment of transactional 

business skills is perceived as a task that “you have to get through”. However, 

opportunities that arise which relate the student and their learning to the bigger 

picture and “idealist visions” of society are introduced by Gerard wherever 

possible: 

 
        You have to get through the content. Which…yeah, you do sometimes have 

to do it, I suppose. It’s…you can’t always have idealist visions in every 
session. But…more often than not, you try to. I try to bring them. Yeah, it’s 
just the way I tend to do…  show, or talk even – it tends to always come back 
to the bigger picture (Gerard, p6) 

 
Gerard implies that some content is just something that “you do sometimes have 

to do” and there seems to be a lack of motivation to do it as he would much prefer 

to be having different conversations. His insistence on bringing in broader issues 

depicts this dilemma between teaching “one thing or the other”, defined as basic 

employability skills or issues and topics that are of concern for society at large. His 

concerns are that the content also needs to be based on ethical sensitivity 

concerning public expectations and values related to the issues and decisions 

they will encounter in the world of work. 

 

Michael has the same dilemma as he comments that: 

            
I think the business schools have been tools for good and bad. 
Where…where those tools are used in a liberal intelligent way, they can be 
huge tools for good. When imposed from the centre as a means of control, 
they are a part of a managerialist neoliberal system which is deeply 
destructive, I think, in organisations (Michael, p11) 
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The higher education institution is compared to organisations in general who are 

part of a neoliberal system. He implies that this may not be the way that 

universities should be run as he suggests that tools for management and control 

are “bad” and they do not support the “good” that a liberal educator should model 

in its way of working. This is understandable since business schools are also 

businesses which are embedded in the same business model as the rest of the 

global economy. 

 

Another aspect of this theme is that of teaching and research tensions. Grace 

highlights this when she feels that learning is not considered as valuable as 

research and that there has been a change in focus to the “business of 

universities”. Her own uncertainty about how she thinks about this change and the 

confusion it brings is highlighted below: 

  
I think…in a way, I feel like education has become devalued by the business 
of university. But ultimately, I believe that universities are here to teach 
before they’re here to do research. I think…that’s what I…I think I think that, 
if you know what I mean (Grace, p6) 

 
Contradicting messages regarding the purpose of the business school amplifies 

the confusion and frustration of how teaching is delivered and about what should 

be taught or given priority. Teaching and research tensions, the business of 

education and the managerialist tools used to control the environment suggests 

that there may be a crisis at institution level which is transferred downwards 

towards staff and impacting negatively on relationships and teaching and learning 

experiences. The business of education seeks absolutes which can be defined in 

metrics and audits, or evident in prejudices and narrow perspectives. But any 

learning organisation requires a culture that is open to change, multiple 

perspectives, critical and creative thinking for innovation and problem solving.  

Cultivating these abilities makes us more sensitive to context and shows us things 

that were unknow before but now are new ideas, behaviours, and activities. 

 

The next subordinate theme illustrates the negative impact of conflicting 

communication and operation practices on the participants as they attempt to 

balance the multiple demands on their time based on their roles, and the various 

performance measures attached to them. 



 
118 

 

4.2.3 Crushed 

The divergent roles of the university to provide students with employability skills 

and its’ aspirational ambition to create social change agents, alongside the 

growing responsibilities and performance metrics, contributes to the overwhelming 

pressure being placed on lecturers. Creativity of both lecturers and students is 

thwarted by rigid and instrumental teaching methods and curriculum, growing 

student numbers and lack of appropriate training. Additionally, evaluation 

processes and systems are deemed as incompetent and dysfunctional by not 

meeting the wider needs of staff and students. 

 

William experiences dissonance between the university strategy message and 

practice on the ground. This is derived from his comment that his creativity is 

being “crushed”, and that he does not feel valued for his unique specialism and 

contribution. According to him teaching is now something that must be 

standardised and delivered by whoever is available: 

 
…we’re not talking particularly about pedagogy here, but examples of how 
creativity, I think, is implicitly crushed in that…in that context. And, actually, 
despite what the industry says, what it actually wants is something which is 
easily replicable, low-cost, standardised, anyone can deliver…all staff are 
interchangeable. And so, I think what the industry says and what it does are 
diametrically opposed (William, p6) 
 

The design and use of standardised and narrow marking rubrics are highlighted by 

Kay: 

 
Sort of like the rubrics that we have. Which is another example of the lack 
of autonomy.  Because we have so many…I’m going off on a tangent. But it 
is that notion of the…the lack of autonomy. If we structure it so rigidly for 
them, then there’s no room for…for creativity (Kay, p11) 

 
  Additionally, Kay raises the concern that she is blind to student creativity as this is 

not visible anywhere, particularly if they are students she does not know: 

 
We mark for students that we haven’t taught. On rubrics that can’t possibly 
capture the essence of what might be really good about someone’s creative 
paper. We create boxes that people…we expect students to fit into. So, we 
squelch their creativity. We squelch their ability to think (Kay, p15) 

 
The theme of not knowing students was raised in the focus group also as the 

belief that the number of students allocated to lecturers was a barrier to building 
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relationships with them. This did not contribute to a positive learning experience 

and did not support students in securing help with job applications. This feeling of 

being overwhelmed and not being able to meet student expectations is captured 

by Carol: 

 
Yes, well, I’ve...I’m actually crushed by the numbers of students - that’s how I 
feel.  Because I’ve got 400 students on my programme, and the other things 
that I teach are part of large modules where there’s lots of students. And how 
can we give them a good experience? How can we meet then in the middle, 
as you say? If we struggle to get to know their names? I mean, a student 
asked me for a reference, and how can I give him a reference, because I 
haven’t met him (Carol, Focus group, p13) 

 
The “pressures” to fulfil multiple roles and meet performance criteria alongside the 

belief that there is disparity in expectations and rewards between management 

and the lecturer creates a stressful environment. This is captured below by Patrick 

who is saddened by the reality of possible job loss if those performance measures 

are not met: 

 
Because of your research interests. Because of your expertise. I’ve been to 
[Location] because I’m passionate about teaching and also research. 
So…why put that stupid pressure…? So, now the university are talking about 
the hundreds of people who are REF-able. And then if they are going to get 
that, and they’re going to get the bonuses.  And we are going to be crushed. 
Because of all the pressures and everything that they are putting us on. You 
are not going to get any sort of bonuses. If you are lucky…if I am lucky, I’m 
going to get my job. Keep my job. Rather than everything else. So, that’s 
reality. Which is very sad (Patrick, p19) 
  

The pressure is added to and compounded by inadequate training and 

development in an environment which creates a feeling of incompetency fuelled 

by inadequate processes and overbearing systems as described by Michael: 

 
You know, but it’s about appropriate assistance. We don’t need...you don’t 
need a sledgehammer to crack nuts. You need appropriate assistance. But I 
think...I think the general place breeds incompetency (Michael, p28) 

 
Participants’ feelings of being “crushed” by processes, systems, student numbers 

and growing responsibilities suggests the need for review and possible changes to 

many aspects of a lecturers’ role and responsibilities and to the environment 

where they work. Concerns over job loss, lack of confidence and competence may 

result in demotivated lecturers who feel they are unable to fulfil their purpose as 
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educators and continue to develop themselves and their students in creative 

environments. Management appears to mistrust and not care for or value lecturers 

and do not recognize that they find meaning and make sense of things from their 

own perspective in their everyday work. They want to provide value and 

contribute, yet they are thwarted in their endeavours every day in the business 

school context. 

 

4.2.4 Square that circle 

Operational processes and managerial systems in general were described by all 

participants as dysfunctional as they appeared to be set up to manage and control 

staff, measuring meaningless processes for staff and students rather than support 

learning, personal development, relationship building between staff and students, 

and between staff and senior management. William shares his experiences of time 

invested in reaching student satisfaction scores which he now regrets due to the 

limited time allocated to investigate the variety of reasons behind underperforming 

or absent students. This was an important issue for him as he is clear that his 

responsibility is to understand the whole life situation of the student. He implies 

that time spent there would be a more worthwhile investment then securing 

National Student Survey (NSS) scores which do not include all the information that 

should be considered, and he implies that some lecturers may not care about 

them anyway: 

 
And the satisfaction scores, if you care about those, are quite high. And I 
have to trade that off against those ones that, perhaps, then haven’t attended 
or there may have been reasons which I don’t have the time to 
explore…there may be difficulties to do with learning difficulties. There may 
be issues to do with problems at home, or accommodation or…other such 
factors, which I acknowledge in my approach, but which doesn’t account for 
that. And…I guess what I’m saying is I don’t know how to square that circle. 
And I know different lecturers will have different strategies, but that circle, I 
think, is quite difficult to square. So, I think there’s a…there is a…there is a, 
of course…the reality is wouldn’t you just love to have the time to be able to 
look at if there are some non-attendances or non-satisfactions, and start 
exploring those with students to be able to ensure that one is…factoring in all 
the information that one should (William, p7) 

 
The concern about management systems and metrics overall, and how work is 

allocated is raised in the focus group when Carol reflected on this theme from the 
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institution’s perspective. Its need to “square that circle“ is a possible explanation 

for the heavy management practices experienced by herself and colleagues: 

 
If we are heavily managed and we work to the workload model, and all of 
those things...is that the institution trying to square the circle? Kind of, at our 
expense? Is that what they’re trying to do? They’re trying to push us into a 
variety of holes - sometimes simultaneously. Which causes all the tensions 
that we have. So, perhaps, it’s not us that are actually trying to do that. But 
we’re being forced into doing that by...  by the institution and the way that 
we’re so heavily managed (Carol, focus group, p11)  

 
All participants spoke negatively about the utility of the NSS student surveys which 

support William’s view that there is a negative perception around them. They 

believe that they do not measure the student experience, or the quality and variety 

of teaching and learning experiences provided by lecturers, support teams and 

with the broader community. This is one of the “most hated” metrics and evidence 

of “good” qualitative experiences are lost which is “very demotivating”: 

 
And it’s always you know that now we have TEF, we have KEF, we have 
REF. We have all those different, you know, measures which somehow, we 
are there...it’s a bit...the NSS - which is I think, you know, the most-
hated...sort of, the measures within the academic staff - because, you know, 
you cannot measure something that has happened throughout three years by 
17 or 16 questions (Patrick, p3) 
 

         What about the NSS?  We are so driven by that, and this amorphous thing 
called the student experience. Which is really difficult to...difficult to 
understand, in some ways. Because it’s a different thing to different students. 
So, I don’t know...it’s just sort of an overarching thing around all of the 
pressures that we’re under. It doesn’t measure the...it doesn’t measure the 
things that perhaps even the students want to...want to have measured. And 
also, if they have space for qualitative things, those things don’t get recorded 
anywhere. But if they have a particularly good experience with an individual, 
that individual never finds out. That that...that...so, that’s very demotivating.  
It’s just all about the score (Carol, focus group, p2) 

 

There appears to be a great deal of frustration in the attempts to justify and 

reconcile the quantitative student survey process and data outcomes with the 

lecturers’ perception of what this type of survey should measure or evaluate. The 

importance and impact of qualitative feedback suggested by Carol was highlighted 

from a different perspective when Michael shared an example of passing on 

“meaningful” comments to another staff member from a student and the impact 

that can have on them: 
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I have had occasions where students said something about another member 
of staff in class and I have gone back and told that member of staff 
afterwards  as I agree you don’t get those things very often…it’s only 
happened a couple of times but they are gems when they happen…that’s 
why I always try to make the effort in those kinds of occasions as we are 
generally in a regime which measures all sorts of things which are not 
necessarily meaningful and the odd little comment like that can work 
wonders…(Michael, focus group, p2) 

 

There appears to be minimal opportunities to capture positive comments or 

constructive feedback from students that apply directly to an individual lecturer. 

This is very unfortunate as it can really make a difference in a quantitative 

“regime” of measurements and numbers that appear to depersonalise 

relationships and do not support the qualitative comments that recognise good 

teaching and learning experiences. 

 

The focus group was very vocal in exclaiming the problem with management and 

systems in terms of how they are applied in the context of their teaching roles and 

relationships and these divergent approaches appear to be irreconcilable: 

 
We improve...we improve knowledge. That’s what we’re about. We’re...we 
work with knowledge, don’t we? And manage...the type of management that 
happens here has got nothing to do with knowledge (Carol, focus group, p8) 

 
This powerful statement connects with Grace’s earlier comments in the first 

subordinate theme “Created this monster/moral champions” when she reflected 

that the way of working, the “business model” had nothing to do with “proper” 

education and the University’s approach is different to what she does on the 

ground. This is reflected here in how her attitude changes about teaching 

depending on whether she is thinking about her teaching related to students or 

with colleagues and the institution: 

 
         …there are two elements to thinking about teaching, from my point of view. 

One is my relationship with students, and the other is my relationship with the 
institution. Which includes...the staff and, you know, the teams and things 
like that. And I feel like that’s, kind of, what we have been talking about. Like, 
you just feel like they kind of go a bit in different directions (Grace, focus 
group, p8) 
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This implies that there are different approaches or experiences in HE when 

students are in focus compared to other conversations that lecturers have with 

management or peers. It may be due to challenges in meeting all outcomes and 

expectations from different stakeholders and therefore creating a dilemma for 

lecturers in how to navigate this if they differ from their own approaches and 

purpose. 

 

Michael intimates that in the use of the word ‘they’, management and leadership 

and the systems used to monitor and manage are perceived as one and the same. 

Therefore portraying a negative image of senior management and their poor 

treatment of staff as well as students: 

 
        There is something more difficult about the systems to be positive…maybe 

there is a more general point about the systems not just about how they treat 
staff but the students as well (Michael, focus group, p6) 

 
The merging of people and systems into one entity here is an interesting insight as 

it suggests that the human aspects of management are missing. This allows the 

technical systems and operational processes to be perceived as dysfunctional, 

inhuman, and lacking the qualitative or personal approach to supporting 

colleagues and students. 

 

Carol has a background in working with IT systems and lends weight to the 

discussion as she describes how she is “appalled” by the systems and the 

frustration they create producing negative feedback with the sole purpose to 

admonish staff for their incorrect administration rather than support and improve 

working environments: 

 
        I come from a systems point of view and I have always been absolutely 

appalled at how many times we have to record the same thing in different 
ways…how many forms with data that already exists elsewhere and that is 
time consuming and it’s frustrating and they still don’t do anything with it 
other than to tell you if you have done it wrong! (Carol, focus group, p5) 

 

        Sheer frustration is created by systems designed to manage and measure 

lecturers in the audit culture of the business school. Pointless data entry to feed 

quality improvement goals result only in a counting culture that names and 

shames rather than listen and engage with colleagues to create a more 
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meaningful and fulfilling work environment where competence can be developed, 

and motivation increased. Grace explored this further in the focus group when she 

asked if some of these issues are created by the institution:  

 
        “Is it because we have to engage with students through the systems and if 

we did it directly, we would have a much more relational approach with them 
and a more balanced relationship?” (Grace, focus group, p6). 

 

The tensions and frustrations created in attempting to bring together many 

seemingly incompatible processes, systems, and people, for example between 

compliance to a metric system that is not perceived as relevant or adding value 

with more meaningful subjective experiences such as reflection and building 

relationships is shared by all the participants. The value of qualitative experiences 

is believed to be neglected as they are not as easily measured as quantitative 

student surveys or other processes evaluated by audits and metrics.  

 

All participants in the focus group agreed with Grace when she introduced the 

aspirational idea of replacing all metrics: 

 
         But if you just did that and didn’t do all the measuring and all the 

questionnaires and all the NSS...I think...if everybody committed to say that I 
am going to be reflexive and open to what students say and that’s all we did I 
think they would have a better experience (Grace, focus group, p3) 

 

The lecturer who is allocated time and space in a work context to take 

responsibility for their own personal development, who have time to investigate 

issues surrounding student engagement and have the opportunity to utilise and 

evaluate qualitative, subjective experiences is believed to be a mindful way 

forward in an attempt to manage competing agendas, increase motivation and add 

value to the teaching and learning experience. The challenges of the institution in 

trying to balance all the competing agendas was recognised as the cause of many 

demotivating situations in their day-to-day work. Additionally, the systems 

designed to control and manage the work are not integrated to allow for the real 

efficiency that they promise to deliver. This in turn takes time away from the 

development of learner centred teaching in a social context that supports building 

relationships and partnerships with colleagues and students. These connections 
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having considerable influence on motivation, professional development, and 

teaching practice. 

 

4.2.5 Building connection moments 

This theme illuminates the fulfilling yet sometimes frustrating dilemma in the 

classroom where a lecturer wishes to be creative and responsive to the situation in 

that moment, to connect with students and create a conversation together around 

the learning content. They see the classroom as a place to allow the lecturer to 

build connections between themselves, the content, and the student. They feel 

constrained by issues of teaching only to the assignment criteria. There is no time 

to go off the prescribed track and explore what has come up in the moment. This  

learning and exploratory opportunity is complicated further when teaching is 

shared by somebody else who may be tasked with covering these topics later. All 

participants were very energised when they talked about their own mindful or 

contemplative practices and how that mitigates some of these frustrations and 

forces them to reflect on their own practice and question their approaches.  

Lilly defined her teaching role as a facilitator. This is not surprising as she works 

primarily with professionals in a coaching context, providing the academic theory, 

background, and support so that students can discuss and critique ideas in 

relation to practice in their existing business settings. Lilly elaborates on her 

teaching style and how her personal mindfulness practice has impacted her 

teaching approach. She has received feedback from past students who still 

practice mindfulness and how it has become a key component built into their own 

coaching practices to ground themselves before practising. She is very clear about 

her goals, for students to “make connections” for themselves and create new 

experiences that put them at the centre of their own learning journey: 

 
        …and then my style would be very much facilitative. So, it would be very 

much about maybe providing some frameworks to help people make 
connections. But very much about using questions.  About using discussions. 
And getting people to think about, okay, here’s this theory or here’s this 
model, what does that actually mean in practice?  You know, how might I use 
that in my everyday practice? You know, what are the strengths and benefits 
of it? (Lilly, p5) 

 

There is the suggestion here that teaching mindfully requires the teacher to have 

their own practice so that they are prepared for what comes up and know how to 
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manage challenging situations. Grace continued this theme later in her interview 

by relating to her own experiences of mindfulness which supported her through 

challenging times and the importance of care and responsibility for those involved. 

She raises the concern that mindfulness should not be treated as a one-off quick 

activity, but something that is sustainable, “built” into teaching approaches and 

practices: 

 
        Well, in saying that, you know, you can do ten minutes of mindfulness, and 

the effect can be lasting. And the memory of how it felt for the ten minutes 
can be, you know…it can whet your appetite, I guess. I do feel though there’s 
a big issue with embeddedness. And I’ve experienced there being a big issue 
with embeddedness.  So, I think, you know, sort of, shots…shots at 
it…doesn’t feel like doing it justice. And I’m not sure would serve people as 
well as it being something that’s really built in (p19) 

 

Grace became very animated in the focus group when she introduced the topic of 

teaching research methodology as an example of when she wanted to connect 

with her students and find out “where they’re at”: 

 
…and I loved the days when I’ve had a full three-hour teaching…ambitious 
teaching plan. And, you know, you finally get them to, sort of, say where 
they’re at and…you realised…you’ve gone, woah-woah-woah…okay, we’re 
going to do about 25 minutes of this stuff. Because they want to do 
something really quite different. And I just want to do that, then. You’re just, 
okay, let’s just do what you want to do. Let’s just do that because that’s really 
great…let’s just talk about that. And I love that. But then you always have this 
little thing of…but if you get an assessment on such-and-such, and we’re not 
talking about that today, we’re not going to get this brilliant conversation, 
which is clearly going to happen (Grace, focus group, p23) 

 

        That experience was “really great” due to the ‘brilliant conversation’ and being able 

to do something “really quite different” yet doubt and concern remain as to 

whether it was the correct decision due to the risk of missing content that was 

assessment- focused. This opportunity to go off plan initiated a deep reflection for 

herself and challenged her thinking regarding her teaching specialism: 

                 
                 And I feel like I’m sort of going against myself here, because research 

methodology is my thing and that’s what I love. I feel like a methodologist. I 
like to design studies.  But I don’t really know why we’re teaching it to 
students. I really don’t (Laughter) (Grace, focus group, p24) 
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        Additionally, it refocused her attention back to the students and how changing her 

current approach would have more benefits to them in their personal and 

professional lives. Creating that opportunity would allow them to reflect on their 

own beliefs and values and how that knowledge might “empower” them in the 

future: 

 
         …but what I do think is we could spend ten weeks on epistemology…there is 

a thing about knowing what reality is, deciding on whether or not you are 
convinced by it, thinking about evidence and how that might empower you to 
help influence others and make decisions (Grace, focus group, p24) 

 
There appear to be many benefits for both lecturers and students by paying 

attention to and being responsive to students in the moment when deciding to go 

off a planned session. Self - reflection, empowerment and creativity have the 

potential to create a more engaging learning experience. This approach seems to 

outweigh the concerns of potentially missing some assignment-led content which 

may not be of real value to students’ lives in the future. 

 

Meeting students where they are for Carol: 

 
…very satisfying, that’s the thing about it, but you always have this idea in 
the back of your head, what about the assessment…but it definitely is the 
way to go (Carol, focus group, p24) 
 

The discussion emphasised the importance of awareness of the present moment 

and therefore being able to respond to students’ needs and connecting the content 

to them and each other. Grace and Carol share above how fulfilling it is as a 

teacher to be able to do that. Learning content appears to have a dual meaning as 

it is described as the “normal stuff” focused on assessment, in contrast to 

“content” that arises when you are responsive in the moment. The latter is 

perceived as satisfying and joyful, but sometimes negated by the worry of not 

covering the assignment specifics (the former) as mentioned by Carol.  

 

This has direct impact on students and lecturers as evidenced in the way Kay 

describes a system that does not allow for “teachable moments”, which limit 

autonomy by constricting teaching to rigid assessment-led content: 
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…I want to have my own class, and I want to see the student develop from 
beginning to end.  I want to be able to adjust on the fly. I want to be able to 
go with a teachable moment, and if they bring up something that we’re going 
to talk about two sessions down, I want to be able to go with that. And not 
say, oh, sorry, we can’t talk about that today because, you know…this is my 
last time of teaching you guys, and somebody else is teaching that 
session…(Kay, p13)  

 
Carol shared how her personal experience with mindfulness has impacted her 

practice in the classroom. She recognised how powerful a tool mindfulness was in 

her personal life and felt that this could and should be translated into the 

classroom to “keep focused” and be able to respond to the needs of students: 

 
       …it was very good to think about it and to think about being contemplative 

actually does help in day-to-day life…and when I came back to work, I 
brought that back to work. I think it’s really important, as…as a lecturer, when 
you’re…when you’re doing what you do, when you’re teaching, I think it’s 
really important to keep focused on what you’re doing. And take a…take a 
step back. And give the students space to be in…in the experience. Rather 
than just trying to push through and just tell them things all the time (Carol, 
p8)  

 
She continues by clarifying the point that she is not explicit in using contemplative 

or mindful language but introduces the activity in the context of a learning review 

of the class activities:  

 
Letting…giving some space to a session. It’s very calming for me, and I think 
it’s calming for the students. I wouldn’t say that I would say, “Now we’re 
going to be contemplative, obviously.” But I would sort of say, “Right, 
okay…we’ve done this, now just think about that. Think about how you might 
use it. Look at what you’ve done.  And try and, sort of…give a completeness 
to it.”  So that they feel that it’s not a stressful, frenetic thing they’ve just got 
to get through. I think that’s kind of how I brought the things that I learnt into 
my practice (Carol, p8)  
 

This allows the students time and space to build new knowledge and connections 

as they integrate the content and reflect on how they may apply it to their own 

lives. The aim is to ensure learning is not stressful or forced, it should not be just a 

task to “get through”. The theme of student-centred learning arose in the one-to-

one interview’s and connects to the superordinate theme “students as gauges” 

which will be detailed later in this chapter.  

 

  



 
129 

 

4.2.6 Theme One - Summary 

All participants were concerned about meeting the students’ needs in the moment 

and many see their role as creating frameworks, spaces and experiences that 

allow opportunities for an experiential journey rather than risk limiting the learning 

experience to a narrow set of content and measurement criteria. They also felt that 

this was a more enjoyable and fulfilling experience for teachers compared to the 

rigid focus on assessment outcomes. Contemplative practices that support first 

person learning and awareness of what’s happening in the present moment 

appear to be a means of circumventing this rigid instrumental teaching approach. 

However, concerns were raised as to how these practices could be introduced into 

the classroom and suggest that the lecturer should have some prior experience 

that would help them to embed practices in their teaching design and delivery.  

 

The second superordinate theme captures the frustration and fulfilment of the 

participants in their lecturer role due to the multiple challenges inherent in 

balancing their individual teaching approaches with additional roles and 

responsibilities and needs of the institution and is discussed next. 

 

4.3 The Teachers’ Cloak 

Authenticity, motivation, and feelings of doubt about accomplishments come 

through as themes when sharing their experiences as teachers, researchers, 

managers and leaders in their varied positions and responsibilities for the 

university. It was evident from all participants that different roles and 

responsibilities engendered diverging emotions and at times caused distress and 

anxiety as well as feelings of indulgence and happiness. 

 

Table 4.3: The Second Superordinate Theme and Related Subordinate  
Themes  

 

 

  



 
130 

 

4.3.1 Put on a cloak 

Gerard was very adamant form his experiences in the past that being “authentic” 

meant he now brings as much of himself into the classroom, implying that he does 

not need to “put on a cloak “of teacher. He suggests that his real life will come 

through unconsciously in any case as it is not entirely possible to leave everything 

“outside the door” as some teachers do. This reflection has come from some bitter 

experiences of not being himself in the classroom prior to his current role: 

 
        You know, I might come…I might come to that session and feel very tired 

or…I might have had something personal that’s happened that means that 
I’m not in the right space. So, I think…what I’ve found when I think about 
being a teacher is it’s…you know, putting on a…you’re trying to put on a 
cloak of I’m the facilitator now. And trying to park what you have outside the 
door. But that’s…that’s not possible, really. You are always going to bring in 
all your life to a session. You can pretend that you are the facilitator, the 
tutor, the lecturer, the professor. Whatever you are. But you’re always going 
to bring in that other world as well. And it’s always going to impact the way 
that I teach. I’m sure…I mean, I’m sure some people are very good at leaving 
it entirely, but I…I think in a way it’s actually…when I think about it, that’s 
what…that’s how you should teach. You should bring that into the lesson. 
Because that’s real. It’s not…I think the more that you pretend that you can 
just…be this…pretend to be this actor, almost. And that’s one of the 
challenges I had when I was teaching, I think. at secondary level. Was 
pretending to be this person in the classroom. And not being authentic 
(Gerard, p14) 

 
Gerard acknowledges that other lecturers may not believe in this approach, 

however through reflection he has made the connection between his authentic self 

and lecturing as a way of being contemplative. He is comfortable in his own 

reflections and his openness to being vulnerable is a means to contemplate on 

himself and his practice: 

 
        So, I do feel like my authenticity is something that I try and bring to…to 

lessons and to my teaching. I think…yeah, that tends to be…I’m talking a lot 
in terms of reflection, really. That tends to be where I…how I contemplate 
who I am. I don’t have any specific tools for doing that. I don’t go through a 
process. It tends to be more tangential thinking. What…what comes to be in 
the moment. Because that’s…it’s just…I feel very comfortable in my own 
reflections. Although I can get lost in them sometimes. But, you know, 
it’s…that tends to be how I contemplate on my work. And I…as I’ve got older 
and more and more open to showing vulnerability and asking questions 
and…I think that tends to be how I contemplate on my practice as well 
(Gerard, p14) 
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This appears to have been a gradual process of development as age and 

experience have informed his growth and contemplative practice which is 

important to him personally as well as in his teaching practice. Gerard is very clear 

about his purpose and teaching identity, “it feels me”, as he aspires to be a more 

reflective teacher:  

 
        In terms of here, yes – I would be…in terms of teaching, for example, I would 

be…I would like to incorporate more of mindfulness and that type of thinking 
– contemplative practice – into the way I teach. Because it feels…as I say, it 
feels me, you know. So, it feels like that’s the way I would like to teach. You 
know, if people were describing me, I would like them to describe me as that 
kind of teacher. Yeah, I think that feels like how I would like to be. So, 
yeah…because then it’s thinking about how I would…  think about other 
teachers. There have been certain teachers, you know, that’s what you’re 
going to get when you go to them. So, it would be nice, I think, for people to 
think of me as you’re going to get quite reflective practice when you come to 
me. And I think that’s good. I think you should have different types of 
teaching when you come here (Gerard, p21) 

 
Gerard acknowledges that there are still opportunities to develop his reflective 

teaching style and that he wants to be recognised by his peers and students as 

that type of teacher. He advocates for diversity and sees the need for a variety of 

teaching styles and methods across the university. This is an interesting point as it 

raises the question about whether contemplative practices should be practised by 

all lecturers or be the practice of some (and complemented by other approaches).  

 

Carol talks about her mindfulness practice as integral to both her professional 

work and her personal life as work feels more “fluid” now as she brings elements 

of her contemplative practice to her work life: 

 
I don’t feel as I used to feel when I first started. Right, okay, leave everything 
at the door, get into the room, do the…do the session. Leave, go home. It is 
much more fluid.  I feel that the day is less pressured because I am bringing 
those kinds of things into… into the day. And, for example, on a day like 
today – which is really busy – I will take some time at some point just to sit 
quietly for 20 minutes and…and recharge my batteries…Sometime around 
lunchtime I will, you know, see that I have a bit of…of space and time. And I 
don’t think there’s anything…I would at one time have thought, well, no, I 
need to be working absolutely every minute that I’m here. But actually, it’s 
better for you if you don’t, I think (Carol, p3) 
 

Gerard and Carol bring their personal contemplative approaches and practices to 

work and there is a clear passage of time that has enabled them to be able to do 
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this. Carol feels different now to when she first started. Their examples suggest 

that they have developed their teacher identity over time and that their 

contemplative practices have changed them and their approach to their work and 

teaching practices.  

 

Conversely, Michael appears to be having an identity crisis as he asks “what am I” 

due to the numerous tasks and roles he is attempting to juggle. He perceives 

himself to be on a journey filled with “hard lessons” before reaching his full 

potential: 

 
        I’ve got a long way before…before I have a sense of smug satisfaction that 

I’ve learned all the hard lessons that are available. And I’ve managed to bring 
my research into my teaching. I still feel like…so, what am I? That’s the 
second full cycle that I’ve just been through. I think I’m at least two or three 
years away from getting to the point (Michael, p6) 

 
He continues this theme much later in the interview and expresses frustration by 

the repetitive tasks he must do which might explain his earlier comments. The lack 

of space to reflect on personal career development and for opportunities to 

develop learning content and research initiatives is very frustrating. This is clear 

from the repetitive language and tone observed during his interview: 

 
         ...So, there are certain things, given a bit of space...which there’s not very 

much of round here, because it’s just bloody teaching, teaching, teaching, 
teaching...and marking. And admin and admin and admin and admin and 
admin...and teaching, teaching, marking and admin (Michael, p22) 

 
Teaching could be understood to be a monotonous task that takes all his available 

time, and this is applicable also to administration and marking as they are 

mentioned in the same sentence. This implies that Michael feels teaching, and 

related activities are demotivating and take an unreasonable amount of time, and 

the negative consequences of this are lack of development and career 

progression. This is in line with his earlier comments in the first superordinate 

theme “Space to be in the experience” where he expresses sadness and 

frustration about not meeting his development goals and the impact of this on his 

aspirations for the future as his “own personal Gantt chart keeps slipping”. 
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Kay reflects on her past experiences and how that has affected her development 

which has informed her current thinking on the power and influence a teacher can 

have: 

 
And…our professor refused to tell us what religion he was. We spent the 
entire time trying to guess, and he…he would…he would do devil’s advocate 
things all the time of what about this, and what about that? And you would go 
back and forth. But I remember how powerful it was for him not to tell us what 
his perspective was. I usually am not able to be that circumspect and…you 
know, close heart…close held with my ideas and my beliefs and perspectives 
(p5) 
 

There appears to be a dilemma here that teaching is “close held with my ideas 

and beliefs”, and could be understood as an authentic teaching approach, but not 

necessarily the way she wants to teach. This may be explained by a concern that  

her beliefs and perspective may be imposed on students, which could restrict  

exploration of their own values and belief systems. This is line with her earlier 

comments and strong viewpoint that the lecturer must not place themselves at the 

centre when teaching students. This dilemma may be explained further by her 

admission that she feels like an “imposter” when educating despite her vast 

experience in this arena: 

 
So…so, I will be the first to admit that even though I’ve been doing 
this…doing the training and/or education now for…over 30 years – I still 
suffer from imposter syndrome on a fairly regular basis (Kay, p17) 

 
Undertaking the role of a teacher and feeling competent in the role may not fit well 

with all the participants, this may be due to the demands on them to be experts in 

many roles and deliver accordingly. However, it may be due to incongruence with 

how they wish to teach and the contradicting expectations on learning approaches 

and outcomes required by the university. This uncertainty and concern around 

teaching was discussed by Grace who also used the term “imposter” when talking 

about her teaching competence versus her researching credibility: 

 
You know, I think I…I think my credit bearing here is as a researcher, more 
than anything. And I think loads of other people here have huge, huge credit 
as teachers.  So, I do feel that kind of imposter syndrome, I guess. About, 
you know, like, well…You know? Who are you? You’re not experienced. You 
don’t know the way we do things. You don’t know our systems. And I don’t. 
But it kind of weakens, I guess, my relationships with people a little bit. Not 
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personally. Everybody is lovely. It maybe weakens my feelings of 
competency (Grace, p12) 
 

It appears that her feeling of incompetency is measured by other peoples’ 

perceptions of her, and her of them as she thinks many of her peers have “huge, 

huge credit as teachers“, which may or may not be true. This negative comparison 

with colleagues does not appear to affect her personal relationships with them, 

however later she goes on to say that mindfulness could be a way to bring people 

together as she perceives it as an authentic practice for individuals and for groups 

and teams. She believes that the strength of its impact will become evident with 

staff who practice together, who will then consider the benefits of introducing it into 

a classroom environment: 

 
         So, I do think there is a…I do think there’s absolutely a place for it. I think my 

concern doing it in a classroom environment is about the sustaining…and it 
not feeling fadish, and it not feeling like, you know, oh well…they did that 
because they thought it was cool. But, you know, it’s got to have something 
authentic.  It’s got to have an authentic impact, I suppose. But then 
there’s…there’s…I don’t think that saying, you know, these are the benefits 
of mindfulness, or these are the benefits of contemplative practice, is going 
to cut it. I do think you’re kind of…there’s a thing about just getting everyone 
doing it. That’s when you really…that’s when you really feel it (19) 

 
This theme highlights authentic feelings derived from the ability of being oneself   

and therefore feeling “real” at work. Conversely, participants appear anxious and  

full of self-doubt when it comes to acknowledging their competence as lecturers as  

they question their abilities despite vast experience and proven career success.  

The multiple roles and inconsistent messages on what teaching and learning  

outcomes are most valued alongside individual motivation and teaching  

approaches may be contributing to this confusion and doubt. The idea of  

introducing mindfulness as a way to be together as a team may help to mitigate  

these feelings as teaching practices and the teaching role could  

be shared, discussed, and developed through reflection and reflexivity as part of a 

teaching community. 

 

4.3.2 Feeling uncomfortable/happy as a pig in muck 

The participants shared their experiences around their teaching and research 

roles. Some very strongly identified themselves as researchers, some as teachers 
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and some as both. This highlights the complexity and variety of approaches and 

practice to teaching based on individual motivation, career ambitions and based 

on what is perceived as important by the university measured in staff performance 

and student focused metrics. 

 

Grace described some of her teaching-related experiences as “uncomfortable” 

due to not feeling like an expert or being out of touch with her specialism. In 

contrast, she exclaims the fulfilment that her research role brought her as she 

cannot wait to “bury” herself in research for a few days: 

 
But…because I’m not an expert. So, that’s all very uncomfortable. So, the 
teaching element of my job here is probably the most uncomfortable teaching 
position I’ve been in, because I’m not teaching research methods, I’m not 
teaching organisational behaviour stuff – which is what my PhD was in. 
Although I would be very rusty on that now as well. Most of what I’m 
teaching…most of what I have taught since my PhD has been…methodology 
stuff. And, I guess, more broadly, kind of, learning…transferring 
professional…and professionalism. So, it’s…I’m feeling uncomfortable. But 
fortunately, I can bury myself in research. So, I’ve got two days back-to-
back…because there’s a deadline tomorrow of…of doing research. And I’m 
really as happy as a pig in muck on those days (Grace, p3) 
 

Despite the inherent stress created by her research deadlines, she is happy to be 

in that position whilst remaining uncomfortable about her teaching. There is the 

added consideration for Grace when she is expected to carry out responsibilities 

that may not be of her choosing but are key to the university strategy. This role 

does not appear to be personally motivating but is something requested by senior 

management. This might suggest that she has no autonomy in this case to refuse 

nor is aware of how she can secure support as delegation and teamwork appears 

non-existent: 

 
        …and I’m not sure yet where my motivation is with that. And whether I feel 

committed to it. I think my commitment at the moment…what is…what is 
hanging by a thread with that programme…probably similar…similar to the 
first reason on the MSc that is has some esteem as a…as a concept 
programme. But…you know, like [Name] loves it – wants it to be happening. 
There are…you know, the PVCs want a stake in the sand with that, and they 
have asked me to be responsible for it (Grace, p4) 

 

There appear to be mixed feelings here as her commitment to her teaching  

responsibilities are “hanging by a thread” as the motivation to do it appears to be  



 
136 

 

coming externally from senior management rather than her own personal interest  

in delivering it. The programme itself appears to bring some esteem to those  

connected with it and therefore implies there may be a positive outcome for her  

professionally. Her leadership role is also a concern for her as she feels “a bit  

wobbly” when she is unable to secure team members who could complement her  

skills as she believes there is no team-work or formal process to delegate work:  

 
        … and I can’t…I don’t know who to ask about…or whether I should ask 

about, effectively, delegation. Because we don’t really work in teams around 
here. And that’s new. So, it’s the ways…It’s the ways of working. And where 
my…where my skill gaps are is different. To where it’s been before. So, I was 
feeling a little bit wobbly on some of those…on some of those aspects 
(Grace, p9). 

 
Kay is passionate about both roles of teacher and researcher which is evident 

throughout her interview, but the roles are driven by different factors which can 

either motivate or frustrate depending on how lecturers are motivated according to 

their sense of purpose and career goals: 

 
… people do what they need to do to meet the measurements. And they sell 
their souls away from doing what probably got them into teaching in the first 
place. If they’re teaching-oriented…and I am teaching-oriented. I’m good at 
the research, I like the research…I use research as a mechanism to teach 
others as well…but I love teaching. I like that…  oh, I got it look in 
somebody’s face when…when they understand something. That is…  
awesome. I love mentoring. I like doing that. I like helping people succeed. I 
like helping people learn new things. And our system here prevents us from 
that (p13) 
 

Kay suggests that some colleagues may not be teaching-oriented and implies that 

regardless of her research interests, she loves teaching. The “Oh, I got it look” 

when someone appears to understand something is a motivator and recognition of 

her teaching success. Performativity has the potential to alter the way in which 

lecturers experience their role and workplace which includes the satisfactions they 

equally gain from this. Furthermore, lecturers’ sense of moral purpose is also 

devalued by increasing demands to equally assume the remit of highly visible 

entrepreneurs competing to sell their goods and services in the higher education 

marketplace. This may be a reference to the current university policy of hiring only 

Research Excellence Framework (REF) suitable staff which might hint to the 
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prioritisation of research over teaching and the perception that researchers  are 

unwilling to invest time in teaching. 

Regardless, of having a love for teaching and helping people learn, there are 

limitations to being innovative in the current teaching model as new employees 

either have no influence in affecting change or do not have any teaching 

responsibilities. There is an implication here that innovation and change are driven 

by a limited number of individuals who have been in their positions for some time 

and or have a passion for teaching. A lack of community where teaching 

innovation can be shared and practiced implies a lack of a common or shared 

vision and agency towards creative teaching approaches: 

 
        …and so, it’s a lot harder to generate different ways of doing things. And 

when we do bring someone in from the outside, for the teaching part they’re 
either very junior – so they have no power – or they’re very senior and they 
don’t teach in this system (Kay, p31) 

 
Michael compares himself to his colleagues in terms of teaching and research and 

appears to have a real dilemma when it comes to creativity and trying out new 

things “fun stuff that I think is fun” to teach and research about: 

 
I know I’m still not there yet, but I would like to be. You know, I talked… I 
talked to people…I’ve been talking to people over the last few days who 
aren’t that far away from my kind of research and my kind of teaching. But 
they teach entirely different stuff to me. And I’m still scratching my head and 
thinking, you know, do I just chuck away Porter’s five forces, and do I chuck 
away all the stuff that, you know…? That I actually think is quite important? I 
still think this stuff is important. So, I’m not, you know…and do I just teach 
this…? This fun stuff that I think is fun. But I still…  anyway, this is probably a 
separate discussion. But I still struggle to imagine the man taking the other 
stuff into the meeting. Whereas the stuff that I do is very eminently pick-up-
able. And take-able into the real world (Michael, p21) 
 

His “struggle” to even imagine a new teaching approach or identity for himself, 

including fun content is evident as he does not see himself as “the man” who 

would be doing that. It would mean leaving behind valuable content that is easy to 

learn and useful in the real world, and maybe for Michael easier to teach. This 

suggests that contemplative practice and mindful learning are understood as fun 

topics and implies also that they may have little value compared with existing 

learning content. He is concerned that colleagues in his research field “teach 

entirely different stuff” and there is an implication that he may be out of touch with 
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his professional community and is unsure if he should or could change his 

approach. 

The perception of doing extra work or investing time in planning or creating new 

content outside of the allocated work-loaded hours for teaching would require you 

“to volunteer” your time. This is not a key activity for William as it does not serve 

his purpose as he is primarily motivated by his research focus: 

 
         …as someone who is much more research-focused – you know, that is my 

priority. So, of course, I’m not necessarily going to volunteer for the 
organisation in an unpaid capacity to spend time planning teaching, when I 
could be doing more research (William, p5) 

 
Later, in the interview William elaborates on the reasoning behind this as there 

appears to be a combination of factors that have brought him to this point. He 

describes the constraints he feels regarding teaching development and delivery 

and its apparent lack of value and interest in the institution. The negative career 

implications of focusing on lecturing contrasted with the support, creativity, and 

interest he finds “fulfilling” in his research are aligned to his sense of self purpose 

and career development:  

 
        …given some of the constraints we’ve talked about – but as a broad 

statement, the teaching aspect is largely unfulfilling as a lecturer. Whereas in 
the research field, [Organisation]…to say something positive, supports me in 
my research on spirituality and religion and the management field. And 
therefore, it’s much more fulfilling to be focusing on…the areas that I’m 
interested in. And being supported to do it. Notwithstanding, of course, 
again…you know, if you think back from a career point of view and REF and 
the rest of it – of course it’s…you know, there’s probably more career points 
for want of a better word. And by insuring one is publishing in good journals – 
than there is, perhaps, in being a good lecturer. But on a more personal note, 
it would be very much about actually, you know, if I were to do more teaching 
– which I broadly am fulfilling – I would probably be getting roped into all 
sorts of modules, teaching stuff that I’m not interested in. Whereas in 
research, I can focus on something specifically that I’m interested in, and 
receive the benefits from a creative point of view of doing it (William, p14) 

 
Conversely, Lilly describes her teaching as “indulgent” as she works primarily with 

smaller, professional groups and has great autonomy in how she manages and 

develops her teaching. Despite this, she indicates a feeling of guilt that makes her 

reluctant in sharing her teaching practices, which includes mindfulness with 

colleagues: 
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        You know, there is probably an opportunity to...to share that as a pedagogic 
approach.  But I must be honest, I think I often feel a little bit...guilty is not the 
right word. But...  I feel a bit...I don’t know. Because I know that a lot of 
colleagues work with, you know, large groups of students on modules where 
the material is written for them, it feels like this is quite a luxury. And, you 
know, I suppose, maybe...for some it would seem quite indulgent. You know, 
that we’ve got a small group and we’ve got the time and the...so, you know, 
perhaps by my reluctance - if it is reluctance, because I like talking about 
it...so, it’s not really reluctance. But maybe I fear that people would say, 
“Well, that’s fine and dandy on that course. But...you know, we would never 
have the time or the scope. Or permission to do that.” (Lilly, p15) 

 
Lilly appears to have a clear purpose as she practices mindfulness and integrates 

it into her teaching, however she is quite fearful of what might happen when she 

discusses her teaching practices as the environment and the structural conditions 

along with the needs of specific cohorts all lead to a feeling that colleagues might 

be dismissive of her experiences. They may feel they have no autonomy, 

authority, or time to work in a similar fashion even if they wished to do so. She 

may also be concerned that her approach does not necessarily fit the normative 

teaching practices (primarily transactional) prescribed by the institution and risks 

setting herself apart from her colleagues and possible under scrutiny from 

management. 

 

Some participants found joy and sense of self-purpose in research, some in 

teaching and some in both areas. The contrasting experiences of teaching and 

research illuminate the individual motivations of the participants based on their 

purpose which affects their career development, personal preferences ,and 

university priorities. Feelings of discomfort and contentment arose when 

participants found themselves outside of their preferred specialisms, considering 

new content or teaching practices, or caught between multiple roles that made 

them question their competence and purpose. 

 

4.3.3 Bolt on the machine 

This theme considers the feelings of lecturers as they share examples and 

experiences of being treated as inanimate objects, not to be trusted in the 

education machine. Humans are considered as replaceable, interchangeable and 

must conform to a standard profile so that they may be utilised at will to ensure the 

efficient running of the overall operation. The lecturer is reduced to an automaton 
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where individual characteristics, needs and specialist expertise are irrelevant 

when allocating resources and acknowledging individual contribution. The first 

excerpt illustrates this when lecture-recording technology, designed as a support 

for lecturers and students is utilised to ensure uniformed teaching practice and 

limits the creativity of the individual in the classroom environment: 

 
Because you…particularly with the technology I referred to, you almost 
become a machine in front of a group of students. And it could be anybody in 
front of those students. And you almost become, I think, part of a…you’re 
a…a bolt on a machine (William, p14) 
 

Carol felt “really annoyed” due to the lack of awareness of “who” she was and her 

personal circumstances: 

 
         But I don’t feel I’ve sort of...I’m not normally...I’m normally very obliging. But 

it has really annoyed me. Because nowhere in that was there any recognition 
that I already have this pastoral care duty to all of these students. And also, 
they didn’t even know who I was, because they gave me the students that 
were on my daughter’s programme (Focus Group, p15) 

   
Grace perceived these problems as systems and working practices issues where 

management is attempting to measure relationships and activities by monitoring 

them from a distance as there is a “lack of trust” for individuals to do so: 

 
...because we’re trying to have personal relationships with anyone that we’re 
in contact with, as a matter of course. Of course we are. But it’s this lack of 
trust. So, we have to put a system in place because we don’t trust that you’re 
doing those things. So, we can measure it from afar (Grace, Focus Group, 
p15) 
 

This perception of the participants as objects of mistrust and lacking agency is 

reflected by Michael and Lilly where they are defined as anybody with “two legs”, 

or someone who is needed to make up the numbers regardless of their expertise, 

preferences, and competence: 

 
So, I’m trying to shift at the moment away from some of the normal teaching 
into research teaching. So that because...they keep sending me these 
people through to be a supervisor for. But I don’t feel like the system has 
trained me to be a, kind of, competent practitioner in that. They’re just 
saying...well, you’ve got two legs. We need someone. So, just go and do it 
(Focus group, Michael, p27) 
 
There was definitely, you know, times in the past where you have 
been...where I would’ve been, you know, put on a module, necessarily, 
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without any discussion. And, you know, it then didn’t...you didn’t feel very 
empowered, really. It was just a case of, well, you know, we need 15 people 
for this...and you’re one of them (Lilly, p7) 
 

However, Lilly went on to say that her position and positive relationships enabled 

her to have more say and influence on her teaching workload which was quite 

different to when she started her career:            

 
I think...you know, I personally benefitted from being a...a, sort of, long-
standing member of a fairly small department. Where, you know, you’ve had 
the ear of the head of department. And you feel able to shape, you know, 
what you get involved in. That...  felt like I had a little bit more choice and 
say. But early days, not necessarily so (p7) 
 

Having a voice in what and how a lecturer teaches is very important as it allows for 

autonomy and counters the “dehumanising aspects” of work processes and 

practices . Additionally, introducing the “emotional” aspects of work is a counter to 

this and a key responsibility of the lecturer, as well as a motivator in teaching: 

 
I’ve heard from different people this week about some of the dehumanising 
aspects of where we work and the ways that we work. So, I suppose, to 
counter that, I try and humanise a lot of what we do. And some of the topics 
that we do – I always try and bring in the humanised aspect of it. The 
emotional side of work. The emotional side of any topic. I try and…I try and 
raise awareness of that. I think I feel like that’s my agenda. Is to…to bring 
that in to as many topics as possible. Certainly, to be consistent with the 
work I’m now doing in research and now doing in terms of equity and gender 
and all areas of equity, really. I really, really find it very important that I use 
that voice when I’m in the classroom. That motivates me. Any opportunity I 
have, I try and bring that in. Because I feel like it’s my responsibility to do 
that, so…yeah, that’s…  that does really motivate me a lot (Gerard, p12) 
 

Kay adds to this when she discusses that her role and practices are a means to 

negate work practices that only feed the performance measures and salaries of 

those who are designing them. Contemplative practices, along with other 

initiatives are forms of “resistance” and drive her need for autonomy in how her 

classes are created: 

 
I think that in the environment of the higher education sector now, 
contemplative practices and the kinds of things that I’ve been talking about in 
terms of safe spaces and relationships and connectivity…is a mechanism of 
resistance into a system that doesn’t want us to think that way. Doesn’t want 
us to act that way, doesn’t feed into the performance measures that feed the 
pocketbooks of the power interests that are structuring our systems today. 
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I…I see this as an important mechanism of saying no.  Which is why I’m 
creating my classes the way I create my classes (Kay, p31) 

 

Autonomy, self-purpose, and contemplative teaching are a political stance to say 

‘no’ to the profit-making machine that the business school has become. Kay 

attempts to resist the macro governance structures that are designed for profit, but 

inhibit safe spaces for learning communities to connect, relate and build 

relationships. These activities appear to have little value when it comes to the 

bottom line in the business of education. 

 

4.3.4 Theme Two – Summary 

Contemplative practices that include the creation of safe spaces, building of 

relationships and the emotional human aspects of teaching and learning appear to 

be introduced to counter the systems and activities of a university machine that 

objectifies lecturers who are utilised at will. This type of environment creates lack 

of trust and empowerment and a confused identity, except maybe for those who 

have been in their roles for some time, have positions of power themselves or 

have a positive relationship with those in power. It highlights how the context and 

governance within that context influences how the lecturers experience meaning 

and purpose in their own teaching as well as how the surrounding environment 

impedes fulfilment at work and the challenges and tension that arise from that.  

 

The third and final superordinate theme illustrates the challenges and joy 

associated with the lecturers’ responsibilities, relationships and practices when 

engaging with students and is discussed next. 

 

4.4 Students as Gauges 

The varying needs of students from different backgrounds, ages and motivations 

meant that learning design and delivery needed to be adapted accordingly. The 

risks of introducing and integrating mindfulness and contemplative practices were 

highlighted yet the benefits of doing so brought their own rewards. The student as 

a gauge for external evaluation of lecturer competence and relationship building in 

delivering successful learning and in pastoral support was paramount to feelings 

of fulfilment in a lecturer role.  
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Table 4.4: The Third Superordinate Theme and Related Subordinate Themes 

 

 

4.4.1 Hungry for the learning/they weren’t really present 

        The first subordinate theme demonstrates the varying experiences of lecturers 

when working with different cohorts of students. All participants were very aware 

of the age, background, and academic level of their students and this impacted on 

how they prepared and delivered their teaching to them. Additionally, engagement 

and student feedback were different depending on those factors which created 

challenges. Some were more motivated than others and at times it was very 

difficult to gauge if they were really ‘present’ in the classroom. Lilly highlights this 

when reflecting on the different motivating factors that may or may not drive 

learner engagement:   

 
        You know the undergrad full-time students were there, but often they weren’t 

really there. As in, they weren’t really very present. Their motivation...not all 
of them, but you know...it was definitely not as charged as those that, you 
know, were coming either supporting themselves or supported by their 
organisations to do the qualification.  They felt a lot more hungry for the 
learning than the undergrads (p4) 

 
Even when working with professionals from industry there is a feeling of anxiety or 

discomfort as it can be difficult to ascertain if the students are engaged in their 

learning, “whether they are there or not”: 

 
         I just felt, like, oh, I’m not sure that this is what they want. I’m not sure if this 

is what it should be. I don’t see the smiles on their faces. They’re not talking 
to each other. You know, I’m picking up all negative cues. And I’m not sure 
whether they’re there or not (Grace, p4) 

 
Grace compares her experiences of teaching undergraduates as students who 

“were a bit of a blank sheet of paper” and unresponsive, whereas professionals 

actually “spark up at theory” as it speaks to them and implies her role as less of a 

“sage” performing on stage: 

 
        You know, you might not get anything back or…and I was maybe too young 

to think about…to get people to think about that themselves. And I knew that 



 
144 

 

they were a bit of a blank sheet of paper, compared to…I know they’re not 
but compared to what people bring from their professional practice. And that 
just makes the world open up, I think, in terms of them…you know, running 
with ideas and seeing…seeing people actually spark up at theory, because 
the theory speaks to them much, much easier than to be an…the sage…on 
the stage, in that sense (Grace, p5) 
 

Grace infers that with undergraduates she may adapt her teaching approach, as 

the lecturer who has all the knowledge to impart compared, with a more facilitative 

or guiding role in a more collaborative setting deployed when working with 

professionals. Lilly, as a professional coach with a facilitator style of teaching, 

acknowledges she has a positive personal bias towards mindfulness. Despite 

working with professionals in her teaching role, she is cautious about her wish to 

“embed it” into her programme: 

 
        Yeah. I mean, I practice mindful meditation myself. And...it’s very much a 

theme in coaching. And becoming more prevalent. So, there are a lot of 
coaching practitioners who engage, not only personally in mindfulness, but 
actually use mindfulness in their practice. And some of the students who are 
now on the third year who did that say that they still use in their practice as a 
way of grounding before going in to coaching. And it’s difficult, because I 
think because I believe in it as a practice, I think it would be...  really 
interesting to embed it into the coaching programme. So, that’s kind of on my 
mind for the future (p16) 

 
Lilly acknowledges the growing popularity of mindful practices yet recognises the 

challenges that may occur when implementing them:  

 
Because...in my experience of working with this course for a number of 
years, we often get quite strong reactions from some of the students, 
because they are going through quite a journey of self-discovery. So, we 
often have people who will, you know, break down in tears because they are 
coming up face-to-face with stuff that they perhaps haven’t confronted for 
quite a while. Or the fact that, actually, you know, the work that they’re 
engaged in at the moment really isn’t where they want to be. ...we’ve often 
had, I would say, nearly on every cohort, at least one person who has that 
kind of very strong reaction (Lilly, p14)   
 

This “strong reaction” to mindfulness as part of a journey of self-discovery could 

be “damaging” according to Grace without the knowledge of how to manage those 

situations: 

 
Unless you contain or you have a method of, kind of, containing what comes 

out when you reflect – I sometimes feel like it could be damaging as well. 

Like…a bit like in counselling, you know. It’s alright with the counsellor 
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because they know how to manage it when scary stuff comes up (Grace, 

p15) 

Student care is at the fore throughout this theme and great consideration is taken 

when introducing any type of mindfulness practice that supports students to be 

fully present and active in their learning. Along with these professional and 

personal emotional concerns, William raises the additional worry that students 

may feel it is not a worthwhile practice and implementing these types of practices 

may affect student satisfaction scores in a negative way: 

 
         Of course, it’s risky. You know, it’s risky in so far as whilst I, because of my 

contemplative practice, I’m quite comfortable with silence. If no-one speaks, 
then, of course…and I have sat there for 15 minutes and no-one speaks. And 
you can…you can see how that is very uncomfortable. And we get into 
issues of what I’m paying to be sat here for? So, there are issues to do with 
satisfaction (William, p15) 

 
        William acknowledges the risk involved with utilising mindfulness silence in the 

classroom and is aware that whilst he is very experienced and comfortable with it, 

students may not be. Additionally, if they do not see the value of the practice it will 

come up in the student feedback and assessment which may be damaging to him 

professionally. These extracts highlight the varying ways that lecturer’s reflexivity 

adopts “students as gauges” when selecting the types of learning approaches, 

they value as lecturers, and the impact this may have on both lecturer and 

student.  

 

        Another consideration when using contemplative practices in the classroom is 

discussed in the focus group regarding international students. They may have very 

different expectations of how they will experience learning and the same concern 

is raised as to whether students would be happy “paying for silence”. Lecturers 

would need to decide if a contemplative teaching strategy would be effective or in 

the worst case could “get nobody anywhere”: 

 
        There was a bit in here about paying for silence. And I wrote a bit…I wrote a 

bit about that because…and I feel like it’s…I’m thinking about…research 
method students that I used to have and they were Chinese. And if you sat in 
silence with a group of Chinese people, it was going to get nobody 
anywhere. So, while I…while I do get that. And, you know, from a research 
point of view, we should be quite happy to sit in silence and use things from 
it. But I do…but I do think the group of students somewhat determines how 
effective some of those strategies are going to be. So, we could sit 
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contemplatively, with some groups of students, and they would…they would 
take something positive from that. But if you were to do it with the groups of 
students that I remember…that were pretty much all…all Chinese (Grace, 
Focus Group, p19) 

 
        The concerns of implementing mindfulness and other contemplative practices were 

not only related to international students. The impact of culture as well as skills 

sets would need to be considered also. The notion of leadership development, 

professional growth and “uncomfortable reflection” is where “learning happens” 

which is also used as a gauge with British students, as well as reflecting on how  

personal experience adds further insight: 

 
But this is how you learn to be a better leader. By doing that uncomfortable 
reflection about yourself and others. So…I think…I think there’s a general 
tendency with British students that that is a more difficult thing. And I was 
trying to write my Fellowship of Higher Education Application (FHEA) a little 
while ago. You know, where you’re trying to write reflectively about your own 
thing. I don’t think it’s an easy writing style that we do very often. But 
nevertheless, that’s where the learning happens. You know what I mean? 
And so you have to gently support people in that realm, I think (Michael, 
Focus Group, p21)  

 
No, absolutely. No, you are. You’re right. You’re right (Grace, Focus Group, 
p21) 
 
But culturally – because there will be people who are way further back on the 
skills for doing that, yeah (Grace, Focus Group, p21) 
   
It’s not even skills.  Just culturally…It just doesn’t work. It just makes no 
sense at all to them (Michael, Focus Group, p22) 
 
Well, it almost seems to be…I don’t know…not a…not a polite thing to do, to 
talk about yourself. So…so it feels wrong and unpleasant (Carol, Focus 
Group, p22)  
 
That’s the British stoic kind of thing, isn’t it? You’re not really supposed to do 
that sort of thing.  Waltz on about how marvellous you are (Michael, Focus 
Group, p 22) 
 

There appears to be the preconception that for some student’s time for self-

reflection and developing awareness of who they are is “wrong and unpleasant” 

and therefore “uncomfortable”. Underdeveloped or absent contemplative skills and 

different cultural backgrounds compound the implementation of contemplative 

practices with different student groups. Despite this Michael believes that these 

practices add value as this is where “the learning happens”.  
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William supports this belief by saying that utilising contemplative practices is 

“about being brave” for both lecturer and student as it encourages sharing 

“individual knowledge” gained through reflection on themselves and their 

connection to the content. Despite the discomfort learning takes place in this 

process: 

 
And I think there’s something about being brave. Because although I say to 
them this is the process – what you’re doing is you have individual 
knowledge about something and you’re expressing it.  And you’re exposing it 
to others. And by doing so, you’re going to need to shift your knowledge in 
some direction. That is learning (William, p 11) 
 

The student-learner is at the centre of this theme when considering whether 

contemplative practices should be used by the participants in their teaching. The 

challenges of different age groups, cultural backgrounds and skills are in focus as 

well as the perceived risks attached regarding negative student reactions and the 

impact on student satisfaction scores. The participants believe that knowledge 

sharing, and learning happens through the contemplative process, this explains 

why they believe it is so worthwhile despite the discomfort involved. They are very 

aware that despite their personal motivation to introduce these practices a great 

deal of consideration is required when planning and delivering them.  

 

4.4.2 Always for my students 

The final subordinate theme emphasises the lecturer’s teaching approaches and 

how they are affected by them personally and professionally. Central to these 

approaches are the creation of spaces that enable learning around the broader 

context students live in and experience as citizens in society. Inquiry, shared 

dialogue and reflection and other contemplative practices are utilised to ensure a 

more complete learning journey. Despite the challenges incumbent in teaching 

different cohorts identified in the previous theme, care for the individual student in 

a pastoral sense, their learning experience, and the evaluation of that is explored 

further in this theme. Students are considered as gauges by the lecturers to 

validate their competence, drive personal motivation and to give them a sense of 

their own well-being as personal and professional lives become entwined. 
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Lecturers who debate broader topics around citizenship due to its perceived 

importance to them may not be focused on course content and assessment 

outcomes. This may place them under scrutiny and raise questions for themselves 

about their purpose as teachers as they “don’t belong” in the business school: 

 
        So, it’s always for my students, as well. So, when you are doing that, you 

know, the debate in the classroom or the...you know, why are you doing 
that? It’s not just for the assignment. But it always ends up with this thing of 
it’s just for the assignment. But, to me, it’s that every citizen has, sort of, a 
responsibility in the society. So, it happens because, you know, I’m a citizen 
and...I myself...I have this discussion with my colleagues here in that we are 
not...we don’t belong to this business school (Patrick, p2)  

 
Patrick describes himself as a “citizen” who has responsibilities in society and that 

informs what he teaches. He discussed this in the first subordinate theme “created 

this monster/moral champions” where he describes his responsibility and his  

ethical stance as an “academic activist”. This may explain why it is so important for  

him to include this discourse in his teaching even if there appears to be a  

misalignment between that and the assignment content and objectives for his 

classes.    

 

Most of the participants see subjective evaluation as a means to circumvent the 

prescribed performative measures set by the business school and consciously rely 

on the students themselves as “gauges” through their subjective feedback of the 

teaching and learning experience. This may be considered as “subversive” by 

some but also perceived as practices that create connections with students that 

are learner-centred and “feel good for the lecturer”: 

 
        So, as practices to be subversive and do it in learner-centred ways and…and 

evaluate in ways that…that get around the performative, kind of, measures. 
But bring out, you know, the learning pieces of it. So…I see those connected 
to help the students get connected. So, they’re not necessarily contemplative 
for me, in…in situ. But they are contemplative…they’re me creating 
contemplative spaces for other people. And hoping…in hopes of them finding 
the kinds of connections that are so enriching for me. And in doing that, and 
in leading that, it energises me, and it makes me feel good (Kay, p29) 

 
Kay sees her role as attempting to create “contemplative spaces” for students that 

provide richer learning experiences and in turn become energising for herself. The 

subordinate theme “Always for my students “, illustrates a dynamic relationship 
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and non-duality of the teaching and learning experience as both are affected by, 

and responsible for the connections made. By treating students as equals and 

partners, lecturers create an environment where students blossom as they talk 

about their ideas and gather feedback from professionals and peers. Again, 

students are not discussed in terms of grades and objective metrics, rather in the 

context of a non-judgemental environment where sharing through dialogue is key. 

This supports self-discovery and a positive learning experience which the students 

“loved” and encapsulates this theme of “always for my students”: 

 
        But the students...because they weren’t being judged, absolutely blossomed 

in that environment. They loved talking to the people about their ideas. And I 
got some fantastic feedback from the people who came in, that I could pass 
on to the students.  Because it was in a completely non-judgemental 
environment. But they learnt loads. You know, that was a real learning 
experience. And they learnt things about themselves. They learnt that they 
could talk to people about things. Just, you know...  that they didn’t have to 
be shy. That they could really communicate. It worked really, really well. And 
it was because there was no mark and there was no prize. It was just...it was 
just everybody...people talking as equals (Carol, Focus Group, p18) 

 
The benefits of not measuring students or having them “judged” by formal 

objective assessments allow for “a real learning experience” that supports 

confidence through conversation and ideas sharing with peers and external 

business leaders. 

 

Students’ reactions and positive feedback in a teaching session are “hitting the  

mark” in terms of how Gerard thinks about his competence as a teacher: 

           
         …even if I’m going to be thinking about my competence, it tends to be how 

the students have responded in the session. And I tend to find if students, at 
the end of it, are openly saying that that was a good session or, you 
know…having contributed a lot. If I’ve sensed that people have had a good 
degree of challenge in the session.  They’ve actually contributed something 
and have made them think, that’s…that’s for me, hitting the…hitting the mark 
(Gerard, 283-287) 

 
Gerard utilises the students as gauges when he receives negative feedback or 

there was a lack of participation in class. It signals for him an opportunity for 

reflection on whether it is because the subject is not enjoyable to teach or it is due 

to content that is “dry”. 
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        …what I tend to reflect on more is when I’ve had a subject that’s been a bit 
more dry.  And I’ve had to try and make it more interesting. But being aware 
that it is dry. It’s not necessarily something that I would personally choose to 
teach, but something that I am teaching. And that’s something that I find 
more of a challenge in terms of reflecting on how I could make it better, and 
knowing next time, okay, I might not do that again.  I might try and tweak this 
area. So, I often find that those are the areas that have the most opportunity 
for reflection. It’s nice to reflect positively on things, but I like to think of the 
areas where I really should be able to make improvements next time 
and…and hopefully make it more engaging next time, yeah (Gerard, p3) 

 
He goes on to say: 

 
         I am quite reflective. Certainly, a bit of reflection before. If I can, I like to 

spend a little bit of time before, reading through and just thinking, okay, what 
would I like to do?  How would that work? Try and put myself in their shoes a 
little bit. But definitely after, I do think about things quite a bit. And if 
something hasn’t gone well, I can reflect on that for a long time. Because it 
stays with me a bit longer. Yeah. So, I do…I do tend to be a very reflective 
person. I don’t tend to move on very quickly, yeah (Gerard, p3) 

 
Gerard is “quite reflective “ when something “hasn’t gone well” and he implies that 

the experience could have a negative impact on him personally and professionally. 

He stated earlier that he measures his competence through his interaction with 

students and he will reflect for “a long time” if he feels something went wrong. His 

actions appear to be always for his students as he tries to “put himself in their 

shoes” to gauge their perspective.  

 

The feeling of competence is also defined through student feedback. A “small 

conversation” can demonstrate how a student has been impacted by a lecturer: 

 
        …you know, so how do I feel competent? So, sometimes I go home from a 

teaching experience where you’ve had some glimmer of direct feedback. And 
it’s...it’s often the small stuff, isn’t it? You know, you’ve had a small 
conversation with a student where you know you’ve had impact. And you 
know they’ve changed what they do because of something (Michael, p23)  

 
For Michael, a “glimmer of direct feedback” is enough of a gauge to feel  

competent after a teaching experience, where a student has changed in some 

aspect due to his actions. He suggests that this “small” thing resonates with him 

and has a big impact on his perception of himself as a competent lecturer from the 

students’ perspective.  
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A shared learning experience is also a means to evaluate teaching success. Kay 

defines “the best learning” is when she has learnt more from the students then 

they have from her. This is achieved through students learning in groups and 

having the “ability to voice what they think” about the content: 

 
         And I always say that, for me, the best learning…the best experience to 

know that I’ve been successful, is when I’ve walked away learning more from 
them than they have from me. And if I can…if I can pull that off…if we can 
pull that off, then that’s been a good session. A good semester. And it 
always…when you get the students in groups to learn themselves, it 
happens. But if you try to lecture at them and tell them what you got out of 
the readings, you’ve short circuited their contemplation. You’ve short 
circuited their ability to voice what they think about the readings (Kay, p6) 

 
Kay does not wish to “short circuit” their contemplation by lecturing her opinions  

and thoughts at them. This is also reflected later on in her interview when she 

describes her teaching experiences as “energising” as she believes that she and 

her students are a team who learn together: 

 
        Yeah, for me, the team is the students. The team…the social, the energising, 

the excitement I get, is being part of this learning group that includes…that is 
the students and me (p,21) 

 
Michael, like Kay also introduces the emotional aspects of teaching students as a 

gauge when sharing experiences about two specific students and the comparison 

he makes with his own children in his teaching approaches. His experiences 

capture the emotional and intellectual strain that comes with the responsibility and 

care for both children and students as he shares the highs and lows in his 

personal and professional life: 

          
...I find it quite emotional at times, and I came...I don’t know whether I told 
you this story. I met two students a little while ago. Placement students. And 
it was just...I think I was tired. I’m often tired at the moment. I’m working 
really, really hard. And I’m quite...I’m quite intellectually tired, and I think quite 
emotionally drained. But I came out of this meeting and it was one of 
the...one of the best young students I had worked with in two and half years. 
And it had just been such a wonderful time to spend an hour with them and 
see their future ahead of them. And just...It was a joy and a delight to have, 
for me, to share that with them and to see where they were going in their 
20s, you know. To see how excited and bright and challenging...and all those 
doors in front of you. You know, because I’m at a point in my life at the 
moment where my own work… I get my greatest joy from my children and 
working with my children.  And giving them experiences, you know. And 
hopefully they’ll have that when they arrive at the age of 20, you know what I 



 
152 

 

mean? And then the other student I went to see, everything keeps going 
wrong for this person. And...and really in quite a deep way. In a worrying 
way. And I think I came out worrying about my own children. Wanting them to 
be like the student where the doors are opening. You know, when...when 
they’re 20 and thinking how do I help my children be like that person? How 
do I help them create a world where doors open for them? And not like this 
other poor student, who just...  where things keep going wrong for them, you 
know (Michael, p25) 
 

Michael appears to be gauging his responsibilities as a parent and as a lecturer by 

the learning and life experiences he creates and shares with his students and his 

children. This excerpt suggests how challenging it is balancing all his roles and 

responsibilities and the merging of emotions from his professional and personal 

life. Despite being “emotionally drained” and “intellectually tired” these activities 

give him joy and delight and conversely, can be the cause of great concern. The 

comparison between his children and students here is very insightful as it 

demonstrates how professional and personal lives can be intertwined. The 

aspirations shown for his young family and his students are the same as he 

worries about their future. He reflects deeply on his responsibility as a father and 

lecturer with the common objective to ensure “doors are opening” rather than 

“where things keep going wrong”. Michael implies that everything he does is for 

his children and that appears to be the same for his students. 

 

Problems can arise when students themselves are not considered as gauges as to 

who should be involved in their supervision and assessment. The “bad” systems 

were partly to blame for this when Kay became emotional about a particular 

student she supervised when she first started in her current position. This 

experience was still very upsetting when she thought about that particular student 

even though it occurred sometime ago: 

 
But that then is the other thing – what made me realise how bad our system 
was about how we assign these things was my first semester here I was 
assigned a young man…and I might cry thinking about this one.  
Because…and I see you’ve got…I think you’ve got…yeah, you have tissues. 
So, if I do cry, I’ll be grabbing them. A young man was assigned to me – he 
was undergraduate. He was part-time, he was working.  Really a sharp 
young man.  Really engaged.  They gave me this proposal…I didn’t 
understand how all these things work (Kay, p14) 
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Kay elaborates further as to how her subjective teaching experience regarding 

marking was at odds with the objective rubric criteria which she was directed to 

follow, compounded the situation further as she queried: 

 
To what extent do I need to follow the rubric. Because, you know, my 20 
years of experience…20-plus years of experience says he should be getting 
this mark – a 75.  But if I follow the rubric, he’s going to get a 50. “What do I 
do?”  “Oh, you must follow the rubric.”  I followed the rubric – he would’ve 
graduated with a first. And I think, at best, he graduated with a 2:1. But I think 
he might’ve graduated with a 2:2.  His grade now…his life…is messed up 
(Kay, p15)   

 
Students appear to be allocated blindly by a system that disregards their academic 

capability and career ambitions. The lack of knowledge of how the system works 

as well as an inadequate handover in the supervision process meant the 

assessment criteria and marking process were not aligned and resulted in the 

student receiving a lower grade then intended. Lack of knowledge of the learner’s 

context is also of concern to Grace as she states that it is “vital to learning” and 

that she ‘feels’ for lecturers who are teaching “hundreds and hundreds of faces”:  

 
Because we don’t know the learner’s context. There was a quote in there 
about, you know, what...what’s happening in their lives, and blah-blah.  And 
actually, we all know that your context and your backdrop and your 
mental...sort of, you know, position and state and health...is vital to learning. 
And we’ve always got that blind spot with students.  Well, not always. There 
are some that it comes out with. But I really feel for the people who are 
teaching, do you know, hundreds and hundreds of faces.  Because they’ve 
all turned up with their...with their baggage and with their stuff. And we can’t 
meet them in the middle with that (Grace, Focus group, p12) 
 

Lecturers are at a disadvantage when they do not have the opportunity to learn 

about or gauge a student’s background as their personal “baggage” described by 

Grace is a “blind spot”. This implies that consideration will not be made for 

students with personal problems or health issues and will not be supported unless 

students share those problems, or they come out in unforeseen ways. This is of 

particular concern when lecturers themselves reflect on introducing contemplative 

practices, as they may not be appropriate for those with mental health issues. This 

concern for student mental health was also raised by Carol when reflecting on her 

pastoral care responsibilities and how mindfulness practice might support her: 
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Now that…yes, now, that is really interesting. That would be really interesting 
because that’s a part of my job that I really like. I wouldn’t have done the 
coaching course otherwise. And my…I mean, I really…I really warm to that 
part of my role.  Maybe it’s because I’m a mum as well, perhaps. But I do 
enjoy that. And I’ve enjoyed helping students with all manner of things. And, 
you know…and some…but, no, it’s part of my role that I enjoy. I’m currently 
mentoring another member of staff who’s new, and he has been thrown into 
programme leadership with no…no…and he’s young and…we were talking 
last week, and he said he doesn’t like it. He didn’t expect to have to do the 
pastoral care role and he…he’s very…he feels very vulnerable himself. He 
doesn’t feel in the right place to do that so, I’m going to help him (Carol, p16) 
 

The comparison of the role of pastoral support and being a “mum” is insightful 

here as it is of a similar vein to the “dad” analogy that could be made from 

Michael’s example earlier. It illustrates the parental approach when it comes to the 

care that some of the participants have towards their students. Carol warms to that 

part of her role and enjoys helping students “with all manner of things”. She 

appears to perceive her mentorship role of a new, younger colleague as 

necessary as it resonates with a parental approach to those younger and 

“vulnerable” who need help and may not wish to or do not feel confident to 

undertake such a responsibility. She is interested to explore how mindfulness 

could support here and relates it to her experience as a coach as well: 

 
It’s building resilience, I think, in the staff. I think that’s…that’s…we need to 
do that. If student support as a…student support is something which is…the 
need for student support is growing and growing. And it’s not being provided 
by the centre in a timely fashion. So, we’re picking up lots and lots of things. 
We need to protect ourselves…If there is a mechanism to do that, we need 
to know what it is. And we also need to make sure we’ve got…we can help 
the students. And I think that looking at the sort of…taking on the 
mindfulness approach and being, you know, sort of…focusing and all the 
various things that I did on the coaching course as well. Those kinds of tools 
and skills are really important. And people need to develop them…I don’t 
know how though…(Carol, p17) 
 

There is a growing need to support staff and students in this area and Carol 

believes that tools like mindfulness are very important to help staff build resilience 

for themselves as well as to help the growing number of students who need 

support.  
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4.4.3 Theme Three – Summary 

        Contemplative practices and activities that circumvent metrics and objective 

assessment processes are employed to create spaces for broader learning 

experiences. While recognising that these practices may have risks attached, 

there is a strong belief that they add value in a number of ways. The lecturers 

place the student at the core of their teaching approaches and adapt according to 

the student cohort. Student relationships and care are taken very seriously and 

qualitative student feedback on teaching and learning is received as a measure of 

the lecturer’s competence. The emotional aspects of the student-teacher 

relationship are expressed through stories shared by some of the participants and 

also at times personal and professional lives become entangled as lecturers bring 

their parental roles into play. Mindfulness practices may be employed to build 

resilience in lecturers and students in a supportive environment where personal 

challenges and health issues can be shared, and support secured. There is 

interest in exploring the possibilities and benefits of contemplative practices and 

mindfulness from a pastoral care perspective.   

       

        4.5 Chapter Summary  

        The superordinate and subordinate themes have been discussed in this chapter. 

Lecturers felt at times lost in an overbearing and restrictive managerial system that 

made them feel undervalued, isolated, and unfulfilled. This chapter has presented 

the findings of the research as three superordinate themes; space to be in the 

experience; the teachers’ cloak; students as gauges. The first theme: “space to be 

in the experience” encapsulates the need for space and time in the business 

school to allow for teaching moments that encourage diverse learning experiences 

and more meaningful relationships between the lecturer and learning content with 

students at the centre. The second theme; the “teachers’ cloak” illustrates in a 

powerful way that creativity, authenticity, and potential is covered up by the 

processes and operations of a dysfunctional work environment and standardised 

teaching approaches. The third and final theme entitled “students as gauges” 

captures the critical importance lecturers placed on their connection with students 

regarding their motivation to teach, placing the students at the centre of everything 

that they do. 
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        Chapter Five discusses these findings and will extend current research and 

knowledge of lecturers’ experiences of contemplative practices, mindful learning, 

and their self-determination in HE. 
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Chapter 5 - Discussion  

 

In a maze we lose ourselves, in a labyrinth we find ourselves… 

                                                                                           Robert Ferre (2000, p.x)  

 

5.1 Introduction 

The aim of this chapter is to discuss the research findings from this study in 

relation to the literature on contemplative practices and mindful learning in higher 

education. These findings will be discussed as to how they illuminate previous 

research and address gaps in knowledge in the current debate surrounding the 

relevant theory and conceptual models of contemplative practices, mindfulness, 

and self-determination theory with lecturers as the study participants.  

 

At this point it is also pertinent to consider the transition from chapter 4, with the 

focus on the lecturers’ experiences alongside the analysis and interpretation of the 

data, to the present chapter 5 which places the contextualisation of the findings 

from the data as the central focus. Specifically, the number of master themes and 

constituent themes identified in any one study vary and should reflect the data 

from which they are derived. It cannot be known beforehand how many master 

themes will be identified through the analysis. However, it is important to ensure 

that analysis continues until the point at which full integration of themes has been 

achieved. In other words, interpretative phenomenological analysis is not complete 

until that which is shared between participants has been identified and captured in 

superordinate themes (master themes). To clarify further, this means that even 

when it is not known exactly how many themes will be generated, the theming 

must not stop until all subordinate themes have either been integrated into or 

dropped from the analysis (Willig, 2008) or until the connections across the 

lecturers’ conversations concerning their experiences have been identified. 

 

The highest level of interpretation, therefore, takes the present study beyond the 

participant’s own words and understanding(s). Clearly, this level is more tentative 

and speculative than the initial immersion in the participant data and should not be 

held too rigidly initially, as some of the themes may not be as relevant or as 

important as others when it comes to answering the needs of the research study. 
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Willig (2008) notes that, although higher levels of interpretation enrich the 

research by generating new insights and understanding, they also give rise to 

ethical issues around the imposition of meaning and giving/denying voice to 

research participants (see also Willig & Stainton Rogers, 2008: chapter 1). Whilst 

this is a concern for the current study it is vital to take a more abstract view of the 

findings and interpretations as is expected of a doctoral student. These are the 

ideas and possible contributions needed to critically discuss in the context of the 

current domain-relevant literature in the final arguments of the thesis, allowing the 

further prominence of the researcher’s voice at this stage. 

 

Therefore, the present chapter is “by far the most important section in an IPA 

write-up. It is important to present a full narrative account, which is 

comprehensible, systematic and persuasive” (Smith et al., 2009 p.108). I include 

the most recent discourse on contemplative and mindfulness practices and 

expand on some aspects from the literature review in chapter two that provide 

further insight. The research aims are provided here to contextualise the 

discussion in this chapter and offer a reminder to the reader as to the purpose of 

this study. 

 

The research aims to answer the broad research question: 

 

How do contemplative practices and mindful learning support purpose and self - 

discovery in higher education lecturers?  

 

This chapter addresses the final research objective: 

 

• Develop a theoretical framework to contribute to the theory and 

practice of lecturers’ contemplative practices, mindful learning, and 

motivation theory in the HE context.  

 

5.2 CAPE: A Theoretical Framework for Contemplative and Mindful Lecturers  

The three superordinate themes that emerged from the interpretative analysis 

were: ‘space to be in the experience’, ‘the teachers’ cloak’, and ‘students as 

gauges’ as discussed and summarised at the end of the previous chapter. In this 
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chapter key sub-themes will also be discussed as they portray characteristics, 

attitudes and practices that shape the purpose and self-discovery from the 

lecturer’s experiences. The framework (Figure 5.1) illustrates the integrated and 

holistic nature of the themes and the continuous path of purpose and self-

discovery for lecturers, as denoted by the arrows moving around the model.    

 

The learning journey in this framework starts from ‘Space to be in the experience’ 

with the lecturers’ purpose, their values and goals and a whole approach to 

teaching and learning as illustrated in the circle on the left-hand side of Figure 5.1. 

The journey continues through the ongoing process of developing creative 

practices including mindful and transformative learning.  

 

As the reader moves to the right-hand side of the framework, the theme of 

awareness is highlighted and the key sub-themes of ‘the teachers’ cloak’ are those 

of personal values and goals developed through authenticity, relatedness with 

others and an ongoing practice of contemplative reflexivity. The final theme 

‘students as gauges’ characterises teaching and learning as a collaborative 

process through partnership and engaged ethics. The key themes included here 

are emotions, mindful empathy and civic duty. 

 

All these themes are discussed in detail throughout the rest of this chapter. 
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Figure 5.1: A Theoretical Framework for Contemplative and Mindful 
Lecturers 

 
 

 

The CAPE framework represents an original contribution to the current debate as 

the lecturer’s role is to co-create a climate of creativity, awareness, partnership 

and engaged ethics which grows around them and the learner, echoing the 

philosophy and teaching approaches of Heathcote’s (2009) ‘Mantle of the Expert’. 

Both approaches assume a progressive view of learning, responsive to the needs 

of the learner (Hesten,1993). However, the experience of the teacher is 

paramount: 

 
It is imperative that if we are to bring contemplative pedagogy into the 
classroom, we have some knowledge of our own internal lives and the 
beauty and fear that can arise from deepening self-awareness. It would be 
irresponsible to encourage students into deeper self-awareness if we have 
not started to explore this ourselves. Furthermore, contemplative pedagogy 
blurs the line of traditional educational power arrangements and insists that 
as educators we are also prepared to remain students, open to the wisdom 
and knowledge of those we teach (Contemplative Pedagogy Network, 2019) 
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Contemplative practice explicitly places learners as co-constructors of  learning. 

The lecturer and student work with contemplative practices and mindful inquiry in 

a collaborative partnership.  

 

5.3 Space to be in the experience 

The first theme from the findings Chapter relates to the purpose of HE, highlighting 

the competing values and goals and the importance of a whole approach to 

teaching and learning as depicted on the left-hand side in Figure 5.1 above. This 

theme is discussed at the outset as it sets the scene and broader context of the 

study and serves to answer the research question ‘How do contemplative 

practices and mindful learning support purpose in HE lecturers?’. 

 

5.3.1 Higher Education Purpose  

This research is timely, contributing to the current phase of mindfulness 

development situated at the forefront of research and policy in HE. However, this 

progressive view of higher education is not new as Whitehead (1929/ [1957], pp. 

92–93) argued that universities are: 

 
…schools of education, and schools of research. But the primary reason for 
their existence is not to be found either in the mere knowledge conveyed to 
the students or in the mere opportunities afforded to the members of the 
faculty…the justification for a university is that it preserves the connection 
between knowledge and the zest of life, by uniting the young and the old in 
the imaginative consideration of learning  
 

Whitehead’s work ‘the imaginative consideration of learning’, is still recognised as 

the primary purpose and role of the university. While some see this as a romantic 

notion from the past, others embrace it and believe this view to be paramount 

when considering how universities add value to society. Unfortunately, this view 

contrasts with the findings in this study as lecturers describe the university as ‘a 

machine’, with overbearing ‘managerial systems’, meaningless  ‘quantitative 

assessment’ and an ’audit culture’ that prohibits creativity and ‘civic responsibility’. 

The term “mindful campus” from Coutant and Caldwell, (2017) resonates with 

Whitehead as the term describes universities that have integrated contemplative 

practices into the curriculum with the aim to place first person learning at the 

centre of the learning experience. This approach to multiple ways of knowing and 
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personal meaning making (Bach & Alexander, 2015), contributes to the education 

of the whole person.  

 

In contrast, the lecturers’ accounts in this study highlight the HE business model 

as “mindless” and not fit for purpose, as the opposite to a “mindful campus” and to 

what is required for “real education”. According to Pack (2015, p. iv) “…the 

university is becoming less and less a place of wonder, self-cultivation and 

thinking and instead is becoming more and more a place to specialise, strategize, 

produce, and profit”. These concerns resonate strongly with the findings from this 

study as lecturers have minimal interest in mindless audits and measurable 

outcomes. Contemplative practices develop independent thinking (Sable, 2014), 

and facilitates broader discussion around issues of equity and exploitation in 

society (Berila, 2014). This resonates with Weares’ (2019) argument that 

mindfulness and contemplative practices should slowly start to come together as 

both have much to offer higher education; the desire to place learners and their 

meaning making at the heart of everything. 

 

5.3.2 Values and Goals  

This study highlights the competing goals and demands experienced in HE; Carol 

described the business school as “neither one thing nor the other” implying that 

not enough was being done to deliver teaching and learning for job training in 

business, or in taking a “whole person” approach to student learning. These 

findings align with Buller (2014) who defines two cultures; one where the university 

is the place for development of ‘the whole person’ and one that champions job 

training and employability. Neo-liberal culture and policy making in HE aligns when 

allocating the budgets and practices that place student career pathways front and 

centre of university strategy (Fotaki & Prasad, 2015). This may explain why heavy 

management practices and metrics are employed by management in the business 

school, as a way to manage lecturers and “push us into a variety of holes, 

sometimes simultaneously” as Carol stated. This practice was described by 

Michael as a hopeless activity, he constantly monitors himself and his 

performance: “I’m measuring all me time…but everything slips…my own personal 

Gantt chart keeps slipping”.  
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This suggests the self as victim and enabler in which lecturers are overloaded with 

work while at the same time are led to believe that this extra work and potential 

opportunities for development will ultimately be better for their career pathway. 

The result is a type of Orwellian surveillance on individual performance by the  

university as well as a constant measuring by the lecturers on themselves. The 

aim is to at least measure up to other colleagues, and at best to come out on top  

(Foucault, 2008). Neoliberal business values encourage a world of constant 

activity and reward those who thrive in it, individual performativity isolates and 

divides those in the community who value collaborative endeavour, collegiality and 

academic freedom above profit making agendas (Leathwood, 2005). 

 

Ball (2003) suggests that students in the ‘Neoliberal University’ have no other 

option but to become part of the corporate machine where competition is prized 

above all else and learn to love coming out on top. Students are increasingly 

finding themselves being challenged to rise above the competition rather than 

learning about themselves and others, and their place in the world. This is not a 

new ‘problem’ in higher education:  

 
        There is a relatively silent colonisation of the hearts and minds of academics 

and students happening in universities. Such a colonisation is made possible 
by the seemingly apolitical nature of the neo-liberal agenda; it depoliticises 
debates about education by hiding its ideological underpinnings in a 
language of economic efficiency. (Lynch, 2006, p.7) 

 
This study highlights that self-esteem issues and demotivating performance 

metrics thrive in this type of culture despite how meaningless or inauthentic they 

are to the work of the lecturer (Cooper, 2007). Opportunities to fulfil personal 

purpose and self-discovery are limited, resulting in Kay’s description of lecturers 

who must ‘sell their souls’ and deliver only on what is measured. This emphasises 

the distress caused by prescribed assessment metrics as Kay raised the concern 

that “some of the most important things you can’t measure…and so what happens 

is people do what they need to do to meet the measurements”. The lecturers 

share their experiences about feeling ‘crushed’ by multiple roles and their inherent 

measurements, an excessive and unbalanced workload, large student cohorts and 

endless administration which takes them away from doing what they love. The 
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findings of this study are significant regards teaching and research as well as the 

impact on the culture of the neoliberal university. 

 

Competition thrives driving conformity in a market-based environment and 

success or failure impact self-esteem and sense of purpose for lecturers (Feldman 

& Sandoval, 2018). In the UK (though not only), university-budgets rely on student 

fees. Data analysed by the Higher Education Statistics Agency (HESA, 2021) 

shows that in 2019-2020, UK universities received over half their income from 

teaching while 15% was related to research, and 11% was related to knowledge 

exchange initiatives. This demonstrates that teaching is the better ‘product’ when 

compared with research. In the neoliberal vernacular, teaching is by far the most 

valuable therefore begging the question as to why the ideal academic is perceived 

as one who does more research and less teaching? William encapsulated this 

sense of confusion by stating there are more ‘career points’ as a researcher than 

being a good lecturer, despite the importance of student satisfaction metrics.  

William’s comments about teaching are in line with Brown (2015) who laments:  

 
         Neoliberalisation has dramatically depressed the status of undergraduate 

teaching within the academic profession as a whole and at public research 
universities, in particular. Since research is all that enhances scholarly value, 
all savvy young faculty learn to allocate most of their human capital portfolio 
to it. Teaching steals precious time from research…(p.196) 

 
The Teaching Excellence Framework (TEF) was implemented with the hope to 

raise the profile of teaching yet appears to be counter- productive. This may be 

explained by the fact that a deluge of performance metrics accompanies it and 

instrumentalises teaching and learning demanded by a neoliberal logic as 

discussed in this study. The concerns are teaching is taken hostage by the values 

of individualism, efficiency, and profit and only add to an already overwhelming list 

of metrics and audits. Instead of raising the profile of teaching, it will most likely 

increase the academic’s workload (Feldman & Sandoval, 2018). Teaching and 

research are not the only demands on time as Grace was ‘hanging by a thread’ 

when sharing her feelings about one of her roles issued by the university. 

Undertaking a role on demand by management, rather than from personal choice 

appeared to have a negative impact on her personal motivation. Her dilemma 

highlights that universities attempt to satisfy many roles and therefore academic 
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roles are varied and lecturers’ identity is constantly changing under personal 

ambition and from both the university ambitions and needs of the community it sits 

within.  

 

Carol’s mindfulness practice allows for the integration of her personal life and 

varying work roles and responsibilities, and she feels her approach to work is now 

more ‘fluid’ compared to when she started teaching. Conversely, Michael appears 

to have an existential crisis as he asks “what am I” due to the numerous tasks and 

roles he is attempting to juggle. He perceives himself to be on a journey filled with 

“hard lessons” before reaching his full potential. Uncertainty and scepticism grow 

when the notion of self is unstable and feelings of groundlessness become the 

mainstay of lecturer identities. This is more profound for those who are motivated 

by career progression and to find success and fulfilment. This vulnerability is 

captured very well in a study with business school academics by (Knights & 

Clarke, 2014), “Fragility (or the vulnerable self) is both a condition and 

consequence of insecurity, and closely intertwined with our sense of who we are, 

and the sweet promise of who we could become” (p.6). 

 

Michael feels his professional career goals “slipping away” as his time is 

consumed by teaching and administration with little or no time to fulfil his role as a 

researcher. My findings contribute to the debate within the neoliberal discourse as 

organisation issues and an unsupportive environment can be taken as individual 

incompetence to meet competing demands and thrive (Feldman & Sandoval, 

2018). Excessive workload and multiple responsibilities are highlighted in this 

study as the main contributor to concerns about self-worth and career 

development as concerns for job security and time to focus on teaching, research 

and building partnerships were limited or non-existent. Neoliberalism offers ample 

opportunities for academics who as high achievers are willing to perform and 

delivery to specified metric outcomes as they fit well with autonomy and self-

determination in a corporate environment (Gill, 2016). This contradiction features 

heavily in the competing influences on lecturers’ experiences highlighted in this 

study. They lament the absence of ‘space’ and ‘time’ for creative reflection and 

collaboration which the audit culture excludes and ultimately disregards.  
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This theme “values and goals” highlights that the lecturer role is characterised by 

tensions which result in an internal conflict. The complexity of these conflicts as 

experienced by the lecturers in this study are not captured in job roles and 

responsibilities, however they do resonate with the notion of the emergence of 

“Third Space” professionals, which explores the  blurring of professional and 

academic identities and the varied activities therein (Whitchurch, 2008). 

 

5.3.3 Whole approach 

The lecturers in this study believe in teaching and learning for the whole student; 

they defined it as a “moral” (Gerard) responsibility, an “ethical decision”(Patrick), a 

duty of “care” (Carol) in their teaching practices, which aligned with Lynch (2014) 

are at the heart of a good education. Focusing on educating the whole person 

requires understanding individuals and their relationships to others and to their 

community. A 2015 report by the Higher Education Funding Council for England 

(HEFCE) reported on the ‘metric tide’ that is drowning HE in Britain (Wilsdon et al., 

2015). The report suggests that this supreme influence of metrics  reflects the 

view of the university as central to  economic growth and therefore must provide 

‘value for money’. This view is contrary to a ‘whole approach’ where teaching and 

learning require an emotional investment between people, with examples found in 

this study being, “subjective feedback” (Michael), lecturer and students as a 

“team” (Kay), “being reflexive and open to what students say” (Grace). These 

examples of emotional investment are often downplayed in many organisations as 

the ‘product’ here includes the development and care of others. The care of 

learners does have an impact, but long-term benefits are not usually identifiable in 

a quantifiable, short time frame.  

 

A teaching and learning approach based on “wholeness values the harmony 

between the outer experience of intellectualism and rational analysis and the inner 

dimension of insight, emotion and awareness” (Rendón, 2009, p.136). Her holistic 

approach described by her Sentipensante pedagogy to teaching and learning 

aligns with contemplative practices and mindfulness, which focus on the values of 

compassion, kindness, and love in all interactions. In fact, despite the 

instrumentalization of learning for employment, lecturers still wish to explore 

student values, meaning, and purpose of their lives while in HE. So, “… If we are 
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to educate the whole human being, then these dimensions of their nature cannot 

be forgotten” (Palmer, Zajonc, & Scribner, 2010, p.117).  

 

Nurture and care maybe evaluated with quantifiable metrics, however the risk 

inherent in this is the possibility of undermining relatedness and mutuality that is at 

the heart of teaching and learning. In other words care and nurture could become 

just another metric, instrumentalised for teaching quality rather than authenticity 

(Lynch, Grummell & Devine, 2012). In this study Grace advocated for lecturers to 

be willing to expose themselves to inspection or review. It would create a “better 

experience” compared to results or outcomes from the various measurements and 

questionnaires currently used and deemed inadequate by the lecturers. Her 

sentiments align with Cunliffe, (2003) where reflexive practitioners must be open 

to challenge and questioning of beliefs and the fluidity of knowledge being an 

unsettling experience. Carol encourages contemplative time and space in her 

classrooms for herself and her students to reflect and feedback on their learning; 

to give “a completeness to it”. Mindless activities such as metrics, audits, rigid 

assessment activities and excessive administration subvert the emergence of new 

and meaningful experiences for lecturers and students (Langer,1997). In contrast, 

mindful activities as part of contemplative practice, create space for creativity 

knowledge creation for lecturers and students alike.  

 

The next theme as seen in the top left-hand corner of Figure 5.1 above, discusses 

creativity and the role of mindful learning in ideas creation integrated with other 

teaching approaches for transformative learning. 

 

5.4 Creativity and Mindful Learning 

Levy and Langer (1999) stated that creativity is “the ability to transcend traditional 

ways of thinking by generating ideas, methods and forms that are meaningful and 

new to others” (p. 45). In this study, standardised learning materials, rigid marking 

rubrics and a one-size fits all approach to teaching and learning were identified as 

thwarting lecturer and student creativity which undermine the purpose of the 

university and the lecturer. Lecturers feel devalued and “interchangeable” 

(William), limiting agency and individual expression with “no room for creativity” 

(Kay). Langer acknowledges the relationship between creative attitudes and  
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mindfulness as an open mind requires curiosity that wishes to explore multiple 

perspectives and encourages thoughtful critical thinking. The natural link between  

mindful learning and creativity, is core to Langer’s conceptualisation of 

mindfulness as it allows for awareness of what unfurls in the moment 

(Langer,1989).  

 

This study highlights the importance the lecturers placed on being spontaneous 

and responsive to students ‘in the moment’ and to be able to ‘meet them where 

they are’ and adapt their teaching approach or plan accordingly. This requires a 

level of awareness, openness, and creativity to ensure these “teachable moments” 

(Kay), are maximised. Grace encapsulated mindful learning when she reflects on 

her reaction to opportunities in her classroom, when she realises that her students 

wish to explore a different aspect or topic and “she wants to do what they want to 

do”. Grace’s contemplative pedagogic practice aligns with mindful learning which 

suggests that mindfulness requires awareness and attention to the external world 

as well as taking an internal cognitive approach that offers insights and 

opportunities and lays the foundation for creative thinking (Levy & Langer, 1999). 

 

Langer’s (1997) ‘Mindful Learning’ approach acknowledges the fluid nature of 

context and knowledge creation which allows new ideas and multiple viewpoints to 

emerge and in doing so reduces mindlessness. Although we all are creatures of 

habit, habits can be overcome as new approaches to problem solving are 

explored. Activities need to go beyond top-down instruction on the one hand and 

disconnected bottom-up initiatives on the other. With the right kinds of settings, 

such as well-designed professional learning communities for lecturers, they can be 

“jostled into mindful awareness” (Langer,1997, p. 24) with “supportive and non-

judgmental colleagues” (MacDonald & Shirley, 2009). Mindful learning can 

encourage creativity by cultivating an open mind and perspective taking, including 

broader discussions around social and contemporary issues as lecturers in this 

study help students prepare for citizenship and business leadership roles.  

 

This study supports the integration of mindful learning as an approach to creating 

transformative teaching and learning experiences. The connection with 

transformative learning will be discussed further in the next section. 
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5.4.1 Transformative Learning  

Creating spaces and opportunities through contemplative pedagogic practices 

allows for student reflexivity and increased awareness and acknowledgement of 

their own beliefs and values. These insights might ‘empower’ them in the future as 

discussed in this study. Grace captured the essence of this in her teaching 

epistemology; how students might question their views of the world and challenge 

their preconceptions. Additionally, this experience is key to her personal view on 

teaching practice as she believes it adds more value than teaching instrumental 

research methods. Mezirow’s transformative learning theory, and particularly how 

individuals make meaning of their experiences and how perspectives are 

transformed, align with Grace’s teaching epistemology. In his earlier writings, 

Mezirow (1978, p. 108) referred to these experiences of growth and change as a 

‘crucial dimension’:  

 
         We all require the meaning perspectives prescribed by our culture, but we 

have the potentiality of becoming critically aware of our perspectives and of 
changing them. By doing so, we move from an uncritical organic relationship 
to a self-consciously contractual relationship with individuals, institutions, and 
ideologies. This is a crucial developmental task of maturity. 

 
Transformative learning has been integrated with mindful practices for some time 

by those who wish to bring ethics and spirituality into their teaching and to 

advocate for broader consideration and action with the prevailing political agenda 

and community development activities (Wilber, Engler, & Brown, 1986). These 

objectives are highlighted by most of the lecturers in this study as core to their 

teaching approaches which include the creation of contemplative spaces (Kay & 

Lilly), reflection writing (Grace & Lily), sharing of personal beliefs (Grace, Patrick & 

Gerard), discussion of ideas alongside citizenship (Gerard, Lilly & Patrick), and 

ethical business (Gerard, Lilly, Grace & Michael). These practices are in line with 

the literature on contemplative practices proven to be effective in learning and 

teaching; the mindfulness practice of insight meditation, mindful/contemplative 

journals, collaborative enquiry, and self-scrutiny (Hyland, 2011; Schoeberlein & 

Sheth, 2009). These activities might nurture ethical decision making and empathy 

which can transform knowledge and understanding, and address inequity and 

sustainability problems in contemporary society.  
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This first theme ‘Space to be in the experience’ adds important insights into how 

contemplative practices and mindfulness are a means to resist the impact of a 

problematic social, cultural, and political education system in the business school. 

This study supports a whole approach to developing an informed citizenry by 

exploring personal and shared values and goals with students and inform the 

debate on mindfulness as a pedagogic practice which is evolving to counter the 

issues mentioned above, such as integral mindfulness (Forbes, 2016), socially 

transformative mindfulness (Bodhi, 2015), socially responsible mindfulness (Duerr, 

2015), civic mindfulness (Healey, 2013), and critical mindfulness (Ng, 2016). 

Additionally, creating space for mindful and transformative learning  contributes to 

answering the question as to the purpose of the lecturer and the role of HE. 

 

The next theme discusses more specifically how awareness, authenticity, 

relatedness and contemplative reflexivity support self-discovery despite the 

limitations and barriers of the working environment.  

 

5.5 The teachers’ cloak 

 
 We shall not cease from exploration, and the end of our exploring will be to 

 arrive where we started and know the place for the first time (T. S. Eliot) 

 
The excerpt above reflects the innate human need to learn and explore our place 

and purpose in the world. A contemplative practice supports this journey as 

experiences change and mould how we think and act. The journey is never ending 

and iterative yet by knowing ourselves and accepting the learning journey we will 

feel at home, safe and return to ourselves with a renewed, richer perspective from 

where we started. 

 

The second theme from the findings chapter is discussed here in relation to the 

literature on awareness, authenticity, relatedness, and a new construct entitled 

‘contemplative reflexivity’ and answers the research question ‘how do 

contemplative practices and mindful learning support self-discovery in HE 

lecturers?’ This is depicted on the right-hand side of Figure 5.1.  
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Figure 5.1: A Theoretical Framework for Contemplative and Mindful 
Lecturers 

 
 

5.5.1 Awareness  

Focus, taking a step back, and grounding were key reflections from the lecturers 

as core to their teaching process and classroom practice, allowing them to 

respond to students in the moment. This study highlights how important it is to 

“embed” (Lilly) contemplative practices and mindfulness into the curriculum as 

“shots at it…doesn’t feel like doing it justice” (Grace, p19). Awareness brings our 

thinking into consciousness as individual’s consider what is going on externally 

and internally in any given moment. Attention differs in the sense that the focus of 

awareness is narrowed to something specific in this broad field of conscious 

awareness (Westen,1999). In other words, individuals can notice multiple stimuli 

but the specific attention to something in particular brings that experience or 

feeling into direct focus. Lilly and Carol imply that lecturers should have some 

personal experience of contemplative or mindful practice themselves before 

introducing them to their students. This echoes Weare (2019), who highlighted this 

as key to implementing contemplative practices in higher education.  

 

Awareness supports reflexivity and congruence between espoused values and 

actions. Within the theoretical framework of self-determination theory (SDT), the 

definition of mindfulness according to Brown and Ryan (2003) “is defined as a 
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receptive state of mind wherein attention, informed by a sensitive awareness of 

what is occurring at the moment, plainly observes internal (e.g., psychological, and 

somatic experiences) and events in the outer world” (Brown & Ryan, 2003). 

Attention and awareness, key elements in defining mindfulness, are important 

components of consciousness (Brown & Ryan, 2003). Furthermore, contemplative 

practices support purpose and self-discovery by “bringing experiences” into the 

classroom (Carol) and bringing “idealist visions” and the “bigger picture” to every 

session (Gerard). This awareness is an important substrate of integration, and 

therefore a critical ingredient of autonomy development (Deci & Ryan,1985). 

Awareness supports the lecturer’s wish to ensure authenticity as these practices 

relate to one’s capacity to attend openly, and consciously, to current internal and 

external experiences. 

 

5.5.2 Authenticity  

The metaphor of the ‘cloak’ was used by Gerard to describe the lack of 

authenticity he felt in the past when he ‘put on a cloak’ in his role of the teacher. 

He suggested that some lecturers hide themselves and their multiple identities 

when teaching in the classroom with students. My model of the ‘lecturers’ cape’ as 

a representation of this discussion (Figure 5.1) proposes the opposite, not as a 

cape used as an image of a superhero or heroine, but one that highlights the need 

for time and space to acknowledge personal goals and values, develop authentic 

relationships, and to teach beyond the assignment content towards civic 

responsibility and social engagement.  

 

Heathcote (1972) reflected on the idea of authenticity for many years and realised 

it was a notion she had been working with for some time, possibly all her teaching 

life “without being able to grasp hold of it” (p.173). This is understandable as 

teaching may be understood as a journey of exploration and defining purpose 

through practice with others: 

Mantle is not a cloak by which a person is recognised. This is no garment to 
cover. I use it as a quality: of leadership, carrying standards of behaviour, 
morality, responsibility, ethics, and the spiritual basis of all action. The mantle 
embodies the standards I ascribe to. It grows with usage, not garment 
stitching (Heathcote, 2009, pp.1-2)  
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Being “real” (Gerard), being “present’”(Carol) in order to “meet the students where 

they are” (Grace) and putting themselves in the “student’s shoes” (Gerard) are 

highlighted in this study by the lecturers as characteristics of ‘authentic’ teaching 

and “real learning”. There are inevitable pressures that come with fulfilling roles 

whilst seeking to be authentic and our real selves at the same time. Roles 

illustrate possibilities and status and drive many onwards on a particular career 

pathway. There are many roles we play at work and in society, however playing a 

role or being in a role can be perceived as inauthentic or insincere. Role playing 

can be understood as acting or depicting a fake persona yet educators often agree 

that effective teaching is demonstrated by lecturers who are good actors (Horning, 

1979; Schonmann, 2005; Stillwaggon, 2008). In this sense, to say that a teacher 

‘plays the role’ would in fact be pejorative. 

  

However, in an educational climate that is instrumental in nature, with rigid and 

narrow learning outcomes weighed down by performativity and metric tables, it is 

even more important to revisit Heathcote’s (1972) philosophy of education and to 

recognise the role of the lecturer in it:   

  
The difference may be that we create a race of teachers who are unafraid to 
make relationships with classes, who are unafraid to admit that they do not 
know, who never stop seeking to learn more about the dynamics of teaching; 
who bring all of themselves to school and demand that their classes do the 
same; who can actually change their modes of work to suit the needs of their 
classes at any time so that learning is kept meaningful, who like to get on 
with the people they teach because they are unafraid of the dull, the 
aggressive, the unacademic, the ‘naughty’; who are able to admit that they 
are tired today, so their classes can take some responsibility. It is surely 
worth trying a different way (p.40)  

 
This perspective is illustrated by Kay in her belief that the best learning and 

knowing that she has been successful, is when she walks away learning more 

from the students then they have from her.  

 

The vision of a lecturer as someone who freely acknowledges their limitations or 

are unafraid to build relationships with students can be very challenging for some 

as Grace exclaimed “I’m not an expert…so, that’s all very uncomfortable”. Grace 

perceives teaching differently when discussing it with colleagues and students 

compared to with the ‘institution’ as they go in ‘different’, and at times conflicting 
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directions. These competing directions (teaching for wholeness v. instrumental 

outcomes) may explain why Kay and Grace share their feelings of being an 

‘imposter’ when talking about their teaching role despite their vast experience. An 

explanation for this may be due to the university work environment described by 

the lecturers. It has the potential to promote confusion, inadequacy, isolation, 

frustration, and demotivation as lecturers who must engage in these meaningless 

activities and try to find balance as they juggle multiple roles. It is no surprise to 

Edwards (2019) who claims that context plays a vital role in imposter syndrome, 

particularly for women who look to others to determine what characteristics make 

one an authentic academic or professional. Lecturers who compare themselves to 

others in an individualistic, performance fuelled  environment devoid of learning 

communities with peers, is a perfect breeding ground for imposter syndrome 

(Knights & Clarke, 2014). 

 

Research on the role of context and its impact on identity is not new as Reynolds 

(1996) discovered that the social context, the expectations of others in that 

environment and the degree to which these factors influence the person have a 

profound impact on his or her identity as a teacher. Clandinin, Connelly & Bradley 

(1999) built on that research and noted in particular that changes in teaching and 

learning content driven by the institution alone had greatly impacted teaching 

identity as teachers self-esteem and agency diminished. However, in this current 

study William suggests that “it’s about being brave” in the classroom. This echoes 

the mantle of the expert discussed at the beginning of this theme; Heathcote 

(1972) called for teachers to be ‘unafraid’ as they bring themselves to their 

teaching practices. A personal approach to learning and the values inherent must 

be at the forefront; Kay was adamant that lecturers must not ‘rob students’ of their 

contemplation. Barbezat and Bush (2014) summarise this point: 

 
        We are cheating our students out of the opportunity to inquire deeply into 

their own meaning and find themselves in the centre of their learning, thus 
providing them with a clear sense of the meaning of their studies’ (Barbezat 
& Bush 2014, p. xv).  

 
Kay emphasises this with her concerns that students are “robbed of their learning” 

in the neo-liberal context. To counter this she creates ‘contemplative spaces’ that 

aim to reorient the classroom toward growth rather than the instrumental 
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objectives where learning must be completed. This new classroom is the place 

where learning is a process of growing self-awareness through silent reflection, 

authentic dialogue with lecturers who are present, real, and put themselves in the 

students’ shoes.  

 

The importance of relatedness in the context of this study and how it impacts self-

discovery, motivation and competence in the workplace will be explored in the 

next section in relation to Self-Determination Theory, (SDT; Deci & Ryan, 2000, 

2012). 

 

5.5.3 Relatedness  

These findings suggest that the lecturers’ basic psychological need of relatedness 

is not fully realised in the context of this business school. This is due to low 

relatedness experienced by lecturers who feel lost due to the absence of ‘teams’ 

for teaching and learning with colleagues, and lack of trust in poor or absent 

relationships with management. This absence of ‘relatedness’ implies a lack of 

connection and feelings of not being valued or cared for and therefore not feeling 

they belong in the community they are situated in (Deci & Ryan,1985; Deci & 

Ryan, 2002). This contrasts with the notion that a “secure relational base appears 

to provide a needed backdrop of distal support for intrinsic motivation” (Deci & 

Ryan, 2002, p. 235). Personal motivation in any role in an organisation enables 

individuals to perform well as resilience, innovation and determination generally 

produce positive outcomes (Deci & Ryan, 2000).  

 

Fostering relationships through common goals, values, projects and practices with 

peers and management help in the grounding and sustaining of personal purpose 

and values through self-discovery and mutual support as evidenced throughout 

this study in lecturer and student relationships and contemplative practices. 

Conversely, this study uncovered the absence of peer and institutional relations 

and why every lecturer shared how their relationships with students and their 

engagement in teaching and learning partnerships was crucial in providing 

feelings of competence and motivation in lecturers. It is important to consider that 

SDT theorists do not consider the three psychological needs of autonomy, 

competence, and relatedness to be equal in the experience of self-determination. 
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The primacy given to autonomy in SDT is highlighted by Deci and Ryan (2000) in 

their review article:  

         
 …autonomy occupies a unique position in the set of three needs: being able 
to satisfy the needs of competence and relatedness may be enough for 
controlled behaviour but being able to satisfy the need for autonomy is 
essential for the goal directed behaviour to be self-determined and for many 
of the optimal outcomes associated with self-determination to accrue, (p. 
242).  

 
However in this study, relatedness appears to be the key ingredient when it comes 

to the fulfilment of basic needs as the negative effects of absent learning 

communities, and distant leadership have a profound impact on the lecturers.   

Absent relatedness with management where lecturers are ‘not trusted’ (Carol) or 

feel they ‘don’t belong’ (Patrick) align with Goodson and Cole (1994) whose study 

recognised once again how the social context thwarted or fulfilled teachers 

personal and professional aspirations. A business school which is shaped by the 

neoliberal agenda that embodies an audit culture, requires lecturers to be 

autonomous outside of their community, where critical reflexivity and relationships 

are deemed unnecessary (Mackenzie & Stoljar, 2000).  

 

The absence of relatedness outside of the lecturer-student dynamic might obstruct 

an understanding of the different experiences and difficulties that peers and 

groups face in achieving self-determination. The absence of community, teams, or 

groups where reflection and learning from practice and shared experiences is 

explored further in the next section. 

 

5.5.4 Contemplative Reflexivity  

This study illustrates that contemplative practices provide a ‘pathway’ to bring 

awareness to the ‘fluid’(Carol) nature of self-discovery as it ebbs and flows over 

time and reflects the reality of academic lives in the higher education context. 

Lecturers might consciously bring themselves into the moment of ‘awakening’ by 

practicing mindfulness discussed in the reflexive practice discourse in chapter 

one, however there are gaps in the literature as to ‘how’ this pathway might be 

created and explored.  
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Mindfulness appears to be a means to move those who practice it away from their  

“conceptual selves”—the storied self, complete with biases and prejudices and 

bring them in contact with their “experiential selves,” which arise from sensory 

experience of the external and internal environment at present (Roeser & Pinela, 

2014, p. 20). This is exemplified by Grace who felt she was ‘going against herself’ 

when questioning why research methods were taught in the way they were despite 

that being her specialism, and Carol who will “sit quietly for 20 minutes” instead of 

working as “ its better for you if you don’t’ work all the time”. Self-examination and 

reflexivity are crucial in any attempts to bring into awareness, and interrogate the 

self-narrative built on beliefs, values, and experiences. This process allows 

individuals to see different perspectives of themselves and their actions as well as 

how that may impact others. This resonates with Dewey (1933) who considered 

reflection as having a moral base and Cunliffe (2016) recognises that we are 

always in relation with others. Focusing on relationships and reflexivity brings a 

moral responsibility where ethics are both institutional and interpersonal. 

 

There must be strong acknowledgement and understanding that when considering 

any mode of reflexive practice that some lecturers and students will not want to 

participate. This is a fundamental principle that must be adhered to and respected. 

However, whilst acknowledging this there are a broad range of contemplative 

practices that could be used and lecturers must be keenly aware of this when 

selecting their approach and practice with different cohorts of students. Lilly 

shared her reflection on how some students “break down in tears” because they 

are coming face-to-face with stuff that they perhaps have not confronted, while 

Grace is concerned that there is a need to be able to “contain” what comes out 

when you reflect as it can be damaging. Practitioners may experience “pain” 

(Hibbert, Beech, Callagher & Siedlok, 2021) when facing up to challenging beliefs 

and thought processes that may no longer be valid or useful to them. Therefore, 

lecturers and students require freedom, emotional and physical spaces to allow 

them time to process new experiences and feelings. Additionally, in the classroom 

context, these reactions from students might be perceived as resistance, lack of 

engagement and that the learning experience has failed. This resonates with the 

work of Amanda Sinclair (2007) as she reflects on her experiences teaching 

critical management learning: 
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         Part of me thought I could do the pedagogical job differently by ‘being’ 
different. A critical perspective requires that we look beyond individual actors 
and identify the structural ways that pedagogical practice is disciplined. 
These include; institutional responses, student expectations and anxieties, 
one’s own fears of losing expertise, status, self. Taking up a different style of 
pedagogy creates ambiguities and intensifies identity work (p, 470) 

 
Discomfort and difficulty are part and parcel of authentic contemplative practice 

and lecturers must acknowledge and accept the trials and tribulations inherent in 

this approach to teaching and learning. The change process is core to the 

development of a contemplative practice which demands lecturers to be role 

models by embracing novel ideas, valuing multiple viewpoints, and enabling 

students to follow the example set and practice in a safe environment (Weare, 

2019). Reflexive practice constitutes both Self-Reflexivity and Critical-Reflexivity 

(Cunliffe & Jun, 2005; Hibbert et al., 2010, 2014). Self-Reflexivity requires 

individuals to examine their values and beliefs and bring them into awareness to 

avoid a mindless approach to their work activities (Cunliffe, 2003). Critical 

reflexivity takes an external view and asks individuals to investigate their role and 

place in their social contexts and to acknowledge that this process can complicate 

our understanding of ourselves when critiqued by others (Cunliffe & Jun, 2005; 

Hibbert et al., 2014).  

 

This resonates with the collective approach that Patrick championed and was 

adamant that the University should be run in partnership with staff and students as 

key stakeholders, “rather than assuming that the staff and students are two 

different islands. That they’re not communicating or contemplating to each other”. 

He specifically challenges the United Nation’s Principles for Responsible 

Management Education (PRME) launched in 2007 as it does not place this 

partnership front and centre (PRME, 2007). Partnerships and relationships are a 

red throughout this study as Grace calls for a “more balanced relationship” and 

when referring to mindfulness it was just about “getting everyone doing it”, Lilly 

wishes to “make connections”, Kay creates “contemplative spaces”, and Carol 

championed opportunities where students and lecturers could just be “ people 

talking as equals” with grades and assessment  removed from the learning 

environment.  
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Attending to inner growth is not viewed as narcissistic self-indulgence, but as a 

profound ethical responsibility. Neglecting the care of one’s inner spiritual life, it is 

believed, will inevitably have negative consequences not just for the individual, but 

for others as well (MacDonald & Shirley, 2009). Responsible management 

requires moral reflexivity in order to ensure ethical business and how our thinking 

and actions impacts society (Cunliffe, 2009). Change based on new understanding 

and knowledge is fundamental to ethical practice as acknowledging and 

understanding problems or difficulties through moral reflexivity is the beginning of 

a process where transformation begins. Despite the rhetoric and the importance 

placed on responsible management and the PRME principles, everyday scandals 

and ethical failures are unfolding highlighting that there is much work to do to bring 

the theory into practice (Hibbert & Cunliffe, 2015). 

  

This study highlights how “in the moment” experiences might produce new 

insights, in which engaged practitioners become aware of opportunities to adapt or 

change their practices for themselves and with others. Spontaneity and 

responsiveness are crucial to “mindful learning” and is evident in how Kay 

approaches her teaching. She wants her own class where she can see students 

from the beginning of their learning journey to the end and she can adjust “on the 

fly”. Similarly, Gerard contemplates his practice by “what comes to be in the 

moment” aligning with Loughran’s (1995) reflective framework, in particular his 

notion of ‘contemporaneous reflection’. Contemporaneous reflection entails the ‘on 

the spot’ decisions made while teaching, neglected in most teacher education 

programmes where the approach is in cultivating reflective skills through 

processes of anticipatory and retrospective reflection.  

 

Dialogic reflection in lecturer – student relationships are some of the activities 

highlighted in this study as contemplative practices. Typical reflective questions 

asked by the lecturers such as “How could I make it better?” (Gerard), “What have 

you learnt today” (Carol), and Grace “let’s just do what you want to do”. 

Additionally, the subjective feedback from students highlighted as important in this 

study might prompt retrospective reflection. Interestingly, even dialogue about ‘on 

the spot’ or contemporaneous reflection usually occurs retrospectively (Freese, 

1999). While anticipatory and retrospective reflective processes are valuable to 
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teacher development, contemporaneous reflection is paramount but least 

emphasised. This moment–to–moment awareness to information may impact the 

quality of attention given to students and inform instruction so that pedagogy is 

tailored to “meet them where they are” (Grace), and not just the anticipated needs 

of students. Contemplative reflexivity can afford lecturers to be present in the 

moment and respond adaptively to their unfolding external and internal 

environments, particularly with their students in the classroom. A reflexive lecturer 

wishes to develop and explore their practice, but a contemplative lecturer is 

required to think and act for the good of society and endeavour to seek a broader 

and deeper ethical purpose in collaboration with their students. This aspiration is 

different to those who reduce the teaching and learning experience to efficient 

delivery and instrumental outcomes and metrics.  

 

This theme answers the question on how contemplative practices and mindful 

learning support self-discovery as the lecturers bring awareness, authenticity and 

develop a sense of relatedness with their students. Additionally, it highlights the 

absence of time and space to develop the capacity for contemplative reflexivity. 

However despite the limitations and concerns, all of the lecturers highlight its’ 

importance and work towards creating contemplative approaches, moments, and 

spaces at every opportunity. William introduces the practice of ‘silence’, 

mindfulness is integrated by Lilly into her coaching programme, Kay creates 

‘contemplative spaces’ in her classrooms, Patrick and Gerard facilitate moral and 

ethical discussions whilst Carol allows for reflective time to give a ‘completeness’ 

to the content that has been delivered. 

  

The final theme discusses how the student perspective impacts lecturers’ sense of 

competence, and particularly relatedness in their approaches to teaching and the 

development of partnerships. 

 

5.6 Students as gauges 

This final theme explores the impact of the lecturer-student relationship as a 

gauge of learning and teaching competence. These are expressed through 

partnership and an engaged ethics characterised by emotions, mindful empathy, 

and civic duty (as shown in the bottom of Figure 5.1).  
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Figure 5.1: CAPE - A Theoretical Framework for Contemplative and Mindful 
Lecturers 

 
 

This study highlights that lecturer’s gauge their competence from student 

reactions; are motivated by student interaction and subjective feedback, and the 

belief that the purpose of the university is to support the learning and development 

of the whole student.  

 

5.6.1 Partnership through relatedness   

Partnership through contemplative practice and mindful learning is built on the 

understanding that challenge and risk are essential to change, growth and 

learning. This approach is “uncomfortable” (Grace) but “where the learning 

happens” (Michael) according to the findings in this study. Consideration of the 

cultural background, age, reflective skills, and student motivation are crucial when 

developing and delivering a contemplative approach to teaching and learning 

highlighted in this study. The lecturer’s gauge students as either “hungry” (Lilly) for 

learning or those who “weren’t really present” (Lilly), as “a blank sheet of paper” 

(Grace), or those who “spark up at theory” (Grace). Different student cohorts are 

perceived as gauges to different approaches to teaching; lecturers adopt either the 

‘sage’ approach or the ‘guide’ on the side (Grace). A partnership in teaching and 
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learning must be inclusive and respect uniqueness and diversity that comes with 

the collaborative process (HEA, 2022). This approach allows for new knowledge 

creation as multiple ways of knowing, behaving and insight are possible when 

teaching and learning in partnership. Kay talked about herself as part of the 

‘learning group’ and she was an equal member of the ‘team’ they created in the 

classroom. Everybody who enters higher education has a story they bring with 

them based on life experience and their values and beliefs. These experiences are 

ripe for exploration when shared and discussed in a respectful and unforced way. 

There are concerns that students may not have the competence to fully participate 

in a learning partnership as expressed by Cook-Sather, Bovill and Felten (2014, 

p.15):  

  
         …students are neither disciplinary nor pedagogical experts. Rather, their 

experience and expertise typically are in being a student – something that 
faculty have not been for many years. They understand where they and their 
peers are coming from and, often, where they think they are going.  

 
However, progressive education must accept that all experience and knowledge is 

valued whether limited to student experiences or the broader scope of difference, 

complexity, and multiple ways of knowing. In other words all experience and 

diversity are learning sources that support holistic learning through creativity and 

change. Stoten, Oliver, O’ Brien and Swain (2018, p.3) advocate for partnership 

as: 

 
Co-creation through collaboration offers us the opportunity to redefine the 
nature of exchange, as well as its benefits. Instead of the traditional didactic 
model of teaching and learning that privileged the instructor above the 
student, co-creation is conceived in terms of the social construction of 
learning through the interaction of participants.  

 
In this study lecturers aspire to engage their students with the broader social 

issues and allow them time to reflect and discuss these topics rather than 

reframing them in narrow terms, and limited perspectives as instrumental learning 

outcomes that rob them of this challenge. This study highlights the critical 

importance of student engagement and feedback. If the lecturers “don’t see the 

smiles on their faces or students are not talking to each other” (Grace), it is 

perceived as a negative cue. Lecturers and students learn together as partners 
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and develop and organic and nurturing relationship that is mutually beneficial and 

creates feelings of relatedness in HE settings.  

 

There is no prescription other than for lecturers to ground themselves first in a 

personal contemplative practice; understand how this practice occurs; facilitate 

and be open and responsive to the process; review its impact and engage with 

peers and the diverse student community.  

 

Partnership and aspects of social change by way of an engaged ethics is 

discussed in the next section.  

 

5.7 Engaged Ethics  

 

If you have come to help me, you are wasting your time. 
But if you have come because your liberation is bound up with mine, 

then let us work together. 
 

This quote is accredited to Aboriginal activist Lilla Watson (1940), and delivers a 

poignant message to those who, like the lecturers in this study, fashion 

themselves as lecturers who take a whole person approach and advocate for civic 

responsibility. A significant finding is that morals and ethics were absent in how 

management, systems and metrics dehumanised the experience of teaching and 

learning. Faculty should be ‘moral champions’ as suggested by Gerard who is 

motivated by a university’s ‘civic duty’. Michael has a disparaging view of the 

climate in the business school, where poor or absent relationships with teaching 

peers and an overbearing managerial system that utilises a ‘regime’ of 

measurements, is not contributing to the aspirations of a progressive higher 

education.  

 

This is illustrated by the position taken by the focus group when they describe the 

business school as “fundamentally not contemplative” and as individuals they 

must “push against that to create some space” for proper learning. These 

sentiments are echoed by the lecturers describing the business school as a 

‘monster’, a ‘machine’ with a focus only on standardisation and efficiency, that has 

‘devalued’ education according to Grace. Carol talked about this in her role as the 
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lecturer, “we work with knowledge…the type of management in the business 

school has got nothing to do with knowledge”. Despite these challenges the 

lecturers attempted to bring activism, social issues, and responsible business 

principles into their classrooms. The moral foundations of meditative mindfulness 

as a contemplative practice leads many to embrace the humanistic values of 

kindness, care, and tolerance whilst insincerity, greed and intolerance are value 

naturally to a progression where self-regarding virtues such as greed, hatred, and 

delusion are dislodged in the need to focus and act on what is most important to 

the self and (Stanley, Purser & Singh, 2018). Therefore these practices support 

lecturers in the development of ethical business students who acknowledge and 

accept their civic responsibilities and strive to be a power for good. Buddhist 

values, responsible business and civic duty align with the ‘engaged Buddhist’ 

movement which is currently discussed in relation to the work of Thich Nhat Hanh 

since the 1960s (Kraft, 2000). However, the 8-fold path in ancient Buddhism 

includes ethical value of kindness, care, and compassion which are still relevant in 

the discourse on contemporary contemplative practice and its potential role in 

responsible business education (Gowans, 2015). 

 

This study illustrates that the business school is trying to manage competing 

agendas through impersonal systems and measurements that devalue learning 

and exclude the moral and ethical aspects of student development. Additionally, it 

limits the development of relationships and collaboration between management 

and staff as well as with students. This creates confusion and frustration around 

the purpose of the business school. This adds further insight to answering the 

research question on purpose and self-discovery and the impact of these 

competing agendas on development, meaning and motivation at work for 

lecturers.  

 

5.7.1 Emotions  

A crucial finding in this study is that most lecturers evaluate their teaching 

competence, emotional connection, and collaborative approach with students as a 

gauge of who they are as lecturers, whilst placing little value on external 

quantitative measures. Gerard includes the ‘humanised aspects’ of teaching when 

he brings in the ‘emotional side’ of any topic and many of the lecturers shared their 
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emotions and feelings as ‘enriching’(Kay), ‘meaningful’ (Michael) and ‘passionate’ 

(Patrick) in their interactions with students. These emotional connections are 

manifested through direct feedback, ‘even a glimmer’(Michael) from students is 

described as energising. This feedback drives motivation and is more important 

than other formal quantitative measurements or evaluations. The analysis of the 

data highlighted how emotions and parental instincts come into play when 

lecturers consider their role and the negative outcomes of ineffective processes 

and time constraints. Michael became very emotional as he shares how work and 

home are indistinguishable at times, he worries about his children and hope they 

will not have the same experience as a student where “everything keeps going 

wrong” for them.  

 

While research has expanded on the relationship between emotion and learning it 

is not so obvious in Business and Management praxis (Vince, 2016). Research 

demonstrated that student-teacher relationships and experiences can be very 

emotional and these relationships are the prevailing factor when teachers share 

their emotional experiences (Sutton & Wheatley, 2003). Recently, Hagenauer, 

Hascher and Volet (2015) describe this as ‘closeness’ based on positive 

experiences and whether teachers appear to like their students and have built up 

a personal relationship with them. This research is interesting to consider as the  

findings in this study suggested that some lecturers ’put on a cloak’ and pretend to 

be the teacher, leaving their emotions and authentic selves outside the classroom 

(Gerard), a practice which he stated was contrary to his own.  

 

A reason why some lecturers leave themselves outside the classroom might be 

explained by studies on ‘emotional labour’ which examines why emotions should 

remain hidden at work (Maslach & Jackson, 1984). If lecturers continually hide or 

ignore their emotional selves at work their wellbeing may be impacted in a 

negative way through burnout and unhappiness, as agency and authenticity may 

be comprised (Tsouloupas, Carson, Matthews, Grawitch & Barber, 2010; Zhang & 

Zhu, 2008). This study aligns with Shore (2010) who states that academics face 

these risks everyday due to “contrasting visions of the university ... are driving 

academic activity in different— and increasingly contradictory—directions” (p.28), 
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resulting in “conflicting institutional visions and managerial agendas” that 

negatively impact the everyday work of lecturers as highlighted in this study.  

 

Emotional labour often emerges from roles that include pastoral support or moral 

aspects (Chen & Kristjansson, 2011; Isenbarger & Zembylas, 2006). Carol, when 

asked about using mindfulness in her pastoral care, thought “it would be very 

interesting” as the need for student support is growing. Additionally, for her it is a 

part of her job that she likes yet sees the benefits to building staff resilience to 

‘protect’ themselves. Concerns about student emotions in the classroom is 

contradictory and challenging to support if the environment perceives these 

aspects of teaching and learning as valueless. Goleman (1995) maintains that:  

 
When it comes to shaping our decisions and our actions, feeling counts 
every bit as much and often more than thought… We have gone too far in 
emphasizing the value and import of the purely rational of what IQ measures 
in human life.  For better or worse, intelligence can come to nothing if devoid 
of emotions (p.4)  
 

Therefore, it is of primary importance that the affective dimension operates 

throughout the institution at every level; from individuals to communities and is led 

by senior management to assure strategy and operations are in alignment. Lewis 

and Dehler (2000) argue for a whole approach where “educators have to 

intentionally generate some degree of uncertainty and confusion . . . (for) creative 

tension” (p. 710) by creating opportunities and safe environments where teaching 

and learning includes emotions and how they infuse our everyday roles and 

relations. Michael explains how uncomfortable reflection is when applying for his 

Fellowship of the Higher Education Academy (FHEA), but he also believes that in 

that discomfort of reflection is “where the learning happens”. Fear can prevent 

progress on the road to self-discovery and may limit experiences of awareness, 

authenticity, and purpose (Rendón, 2009). Michael goes on to say that you have 

to “gently support people in that realm” and “The context and your backdrop and 

your mental...sort of, you know, position and state and health...is vital to learning” 

(Grace, focus group). The challenge is to stay with the emotion and vulnerability 

and see it as a connection with others who experience similar anxieties and fear, 

rather than re-enforce the need to escape from fear and stay solid and unchanged 

(Chodron, 2006). Palmer (1993) states that “education is not just a cognitive 
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process, not just the transmission of facts and reasons. It is a process that 

involves the whole person, and so involves deep feelings as well” (p.115).  

 

Being aware of our own emotions and those of others allows for closer 

observations and supports decision making in how to respond to the information 

emotions provides. This support is crucial for lecturers to explore and understand 

how their emotions play a part in how they respond rather than react in 

challenging and difficult situations and mitigates the risk of emotional burnout. 

Mindful Empathy, a practice to help understand emotions, multiple perspectives 

and diversity is discussed next. 

 

5.7.2 Mindful Empathy  

Lecturers highlight the need for time to ‘identify’ and ‘support’ (William) struggling 

students and to understand the ‘baggage’ (Grace) they bring with them. Affective 

empathy is a willingness to be open to the experiences, emotions, and feelings of 

others as well as our own and to share those experiences in an empathetic 

manner (Davis, 1983; Duan & Hill, 1996). In order to develop reflective and 

reflexivity capacities in students, there is a prerequisite that lecturers are being 

mindful and remain present for their students. Schoeberlein & Sheth (2009) state 

these opportunities only arise “when teachers and students learn to pay attention 

to the experience of paying attention” (p.xii). This study aligns with research on 

cognitive empathy, which develops capacities for the consideration and 

perspective taking of the feelings and emotions of others, by placing oneself “in 

their shoes” (Gerard). This practice maybe referred to as mind reading, when one 

is so attuned to others and is therefore aware of the state of mind informing their 

decisions and actions (Baron-Cohen, 2001).  

 

Lecturers and students together can learn and develop mindful behaviour by 

simply taking moments of quiet and calm to reflect before speaking to ask or 

answer questions (Burnett, 2009), and to remain open, respectful, and caring in all 

interactions. Contemplative practices support the development of empathy as 

reflexivity skills become a natural and integrated part of teaching and learning. 

Carol encapsulated this when she speaks about her experiences, when student 

work is not assessed formally with rubrics but shared in a dialogue with peers and 
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external visitors. It was a non-judgmental environment, “a real learning 

experience” and a subjective evaluation where the students blossomed as they 

loved talking about their ideas with “people talking as equals”. Kramer (2007) 

observes:  

     

        Communication is an act of mutual gift giving.  We offer each other the gift of 
presence, of the particular wisdom of the moment, and of the muscled and 
softly textured heart.  We receive the spoken word with appreciation for this 
gift.  We listen with the generosity of patience, unhurried by a personal 
agenda.  We aspire to the type of generosity Thoreau suggested when he 
said:’ The greatest compliment that was ever paid to me was when one 
asked me what I thought, and attended to my answer’…As the words of 
another touch us, the astonishing and mundane loop of communicative 
contact is closed (pp.150-151) 

 
As illustrated in the first theme ‘Space to be in the experience’, there is little or no 

time in the working day of lecturers and students for a space for such 

communication, yet all the lecturers insisted on the importance of these 

connections and time must be made for them. These moments are central to 

teaching mindfully with authenticity and a prerequisite for a whole education. 

Mindful empathy may support HE lecturers in fulfilling their mission and purpose; 

to educate students about themselves, others, and the world so that they have a 

deeper understanding of their actions, attitudes, and their civic duty in their 

communities. 

 

5.7.3 Civic Duty   

This study offers contemplative practice and mindful learning as opportunities to 

reorient teaching and learning towards the wider needs of society and developing 

solutions to complex issues. Patrick elaborated on the social aspects of the 

university as “All the LGBTQ movements, the women’s movement, …they are all 

started because of the... growth in the university”. Muddiman (2020) argues that 

HE is the place where students receive broad learning content and are sheltered 

from economic driven directives, to allow them room to grow in a social and 

diverse space. Similarly, calls for wider debate on the purpose of the university 

have been made (Boni & Walker, 2013). Student have contributed to the debate 

on neoliberal consumerism, for example, the International Student Initiative for 

Pluralism in Economics (2014) request a review into the way economics is taught 
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and learnt and champion the inclusion of the social and humanistic aspects. 

Mindfulness focused on civic duty supports people to re-examine their thoughts, 

feeling and perspectives on certain issues and problems and may come to realise 

that personal issues and frustration maybe politically driven and therefore shared 

by many(Purser, 2019).  

 

This current study highlights the importance of developing students as ‘future 

citizens’ and to be responsible ‘business leader’s’. A notable example of 

contemporary challenges in society is Extinction Rebellion (XR). The leadership 

consciously utilised mindfulness as integral to its’ mode of resistance. They named 

their activities as a ‘spiritual truth force’ when participating in civil disobedience 

protests (Purser, 2019). Lilly states that she has the responsibility to develop 

students “for the world generally … and that we have a role in the community as 

well”. Other examples include how universities impact the location they are 

situated in(e.g. Doyle 2010), the impact of their civic mission (e.g. Jongbloed, 

Enders, & Salerno 2008) or wider responsibilities in society (Ayala-Rodríguez et 

al., 2019), and the differences graduates make in the world. Ahier, Beck, & Moore 

(2005), found that the growth of higher education as a market commodity is 

warping the notion of ‘citizenship’, and that a new neoliberal citizenship is 

emerging defined by material success, competition with the neo-liberal individual 

front and centre. 

 

According to this study, students and the staff are “key stakeholders of the 

university” (Patrick). Contemplative education starts by re-imagining how lecturers 

and students should learn together. It must be a joint endeavour where students 

fully participate in teaching and learning and lecturers freely share the power and 

responsibility for sharing and creating new knowledge and realities. Ergas (2015) 

captures the essence of this approach when stating that “in allocating curricular 

time to activities that ask students to note their breathing, thoughts and 

sensations-their inner workings and the here-ness and now-ness of their 

existence-we are transforming the social understanding of ‘education’ and the 

‘educated person” (p. 218). Mindfulness practices become more than an individual 

activity, people start to see connections between themselves and others and how 

their personal experiences and problems are often shaped by broader societal 
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issues. When this happens there are opportunities for understanding and change 

not only on an individual level but through collaboration and resistance in 

communities. Only together can a sustained approach to renewing the culture in 

the institution be achieved.  

 

This aligns with critical education as it acknowledges that one way teaching which 

primarily relies on lecturers loading objective facts and information into students’ 

heads is an inferior approach in modern day education. Freire (1970) in ‘Pedagogy 

of the Oppressed’, defined critical pedagogy as a removal of the teacher-student 

dynamic and in doing so recognising that both can teach and learn and bring their 

own experiential knowledge to the process. Additionally, this suggests that no-one 

has the answers to everything nor and students are not ignorant; “a blank piece of 

paper” as suggested by Grace. Relationships and partnership with students 

resonate with Buddhist texts when reflecting on how everyone is connected. 

Buddhist nun Pema Chödrön (2001) illustrates this non-duality:  

 
In order to have compassionate social action, there has to be a fundamental 
change of attitude. The notion ‘I am the helper, and you are the one who 
needs help’ might work in a temporary way, but fundamentally nothing 
changes, because there’s still one who has it and one who doesn’t. That 
dualistic notion is not really speaking to the heart (p.109) 

 
Kay was adamant that contemplative practices and how she creates her 

classrooms with her students are a “mechanism of resistance into a system”, a 

means to challenge and say no to power interests and performance measures that 

are only profit oriented. Kay sees her role as attempting to create ‘contemplative 

spaces’ for lecturers and students that provide richer learning experiences and in 

turn become energising for herself. Just as professional and personal 

responsibility feature in the personal life and meaningful role of the lecturer, so too 

for the student as they experience a broad business education and participate in 

the civic duties of the university.   

 

Teaching business skills as well as introducing students to broader social issues 

are highlighted by the lecturers in this study as a means to bring together the 

cognitive and affective domains of higher education as part of a whole approach. 

Contemplative practices are mainly perceived as an individual endeavour, 
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however there is growing support for a more collaborative approach that is 

positioned as a means for personal and social transformation. Engaged ethics 

encapsulates the idea of introducing mindfulness as a way to be “together as a 

team” (Grace) addressing social issues, and which may also help to mitigate the 

vulnerability or isolation an individual lecturer may feel. Additionally, new teaching 

practices and the impact on the teaching role could be discussed through shared 

reflexivity in the teaching and learning community. Grace believes that ‘that’s 

when you really feel it’, when everyone is doing it then it becomes a more 

sustainable practice with authentic impact. 

 

5.8 Chapter Summary 

This chapter presented the findings of this study and discussed them in relation to 

the extant literature. Three themes emerged across the eight accounts and a 

theoretical framework illustrated by the CAPE-creativity, awareness, partnership 

and engaged ethics-was presented (Figure 5.1). It portrays the characteristics of 

contemplative practice and mindful learning shared by the lecturers. It illustrated 

the varied aspects of teaching and learning and explores how lecturers navigate 

their way in the business school. Our universities reflect society and the 

communities where they are situated and as the political becomes personal, a new 

mindset to approaching education and what it means to be a lecturer in this 

context is vital in helping prepare future citizens. Lecturers need to navigate and 

tackle this complexity as they explore their personal and professional values and 

build positive relationships with peers and students. Despite the thwarting 

environment of an audit culture and absent or poor relationships with 

management, lecturers attempt to model citizenship behaviour through 

contemplative practices and mindful learning.  

 

The CAPE framework offers lecturers the potential benefits of a variety of 

contemplative practices to clarify purpose, foster creativity, and to raise self-

awareness. Additionally, it provides a framework to foster a return to civic duty 

through collaborative partnerships, guided by engaged ethics and by fostering 

whole person education. These approaches are couched in the broader scope of 

contemplative practices and with the awareness that mindfulness and 

contemplative practices can induce strong reactions that maybe uncomfortable to 
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acknowledge and process. Finally, considering SDT as a lens on this discussion 

highlights interesting aspects of motivation; fulfilment and frustration, as varying 

levels of autonomy, competence and relatedness are experienced by the 

lecturers.  

 

The next chapter returns to the aim of this research and the question initially 

posed. In doing so, contribution to theory, methodology and implications of this 

study are presented. Additionally, it includes a reflexive section documenting key 

aspects of my personal and professional journey this study. 
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Chapter 6 – Conclusion 

 

“The academy is not paradise. 
But learning is a place where paradise can be created. 

The classroom, with all its limitations, remains a location of possibility. 
In that field of possibility we have the opportunity to labour for freedom, to demand 
of ourselves and our comrades, an openness of mind and heart that allows us to 
face reality even as we collectively imagine ways to move beyond boundaries, 

to transgress. This is education as the practice of freedom”. 
                                                                             (hooks, 1994, p. 208).  

 

6.1 Introduction  

This closing chapter signifies the end of the research study and reminds the 

reader of the purpose, concepts and research design utilised to collect, analyse, 

and interpret the data. There themes emerged from the data and are discussed  in 

terms of how they interact and contribute to lecturers’ experiences of 

contemplative practices and mindful learning in the HE context. The research 

design and aspects of validity and quality are discussed, as well as the 

methodological contributions to IPA research. The implications of this research are 

considered, both in how contemplative practice and mindful learning contribute to 

theory and how it may be applied in future, and to how future research designs 

might be created. Finally, I share my personal experiences as a mindfulness 

practitioner, an insider researcher and as a lecturer, straddling multiple roles, 

exploring, and challenging my own purpose on this journey of self-discovery.  

 

6.2 Overview of research  

The next section includes a summary of the study and describes how the research 

question and the objectives of the study were considered and fulfilled in each 

chapter. 

 

6.2.1 Revisiting the research purpose, research question and objectives 

The purpose of this qualitative study was to explore how lecturers used  

contemplative practices and mindful learning in a higher education setting. This 

study address calls for research in these areas and gaps in the literature. 

Additionally, this study aimed to illuminate the ever-changing environment and 

practices of a specific group of lecturers and how their teaching and learning 
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approaches and their sense of purpose is affected by their context and learning 

communities they work within. 

The following broad research question underpins the focus of the study: 

Research Question 

How do contemplative practices and mindful learning support purpose and self - 

discovery in higher education lecturers? 

The aim of the study was to explore the lived experience of lecturers; 

of how these practices were experienced, focussing on teaching approaches, 

purpose, and the impact of the environment on self–determination.  

 

Chapter One – Introduction: 

This chapter introduces and outlines the focus and context of the study as well as 

sharing the reasons behind the selection of this topic area and gaps in the 

literature. This is visualised in Figure 1.1: The Conceptual Framework-context, 

method, and theoretical perspective which was developed and integrated 

throughout the thesis. Finally, the research question and five objectives that will be 

addressed in this study are guide the study were defined. 

 

Chapter Two – The Conceptual Framework – Literature 

This chapter addressed the first research objective: 

 

• Review appropriate literature around the related areas of contemplative 

practice in HE, mindful approaches to teaching and learning and the role of 

the lecturer in the university to identify a gap in the literature and inform the 

later analysis and discussion. 

 

This chapter satisfies the first objective by providing a critical review of the  

contemplative and mindfulness literature. This is visualised in Figure 2.6: The 

Conceptual Framework-literature. 

 

Chapter Three – Methodology 

The chapter addressed the second research objective: 
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• Adopt a relevant qualitative methodological framework to undertake primary 

research using individual interviews, diaries and focus groups. 

 

This chapter satisfies this objective by addressing the methodological approach, 

study design and methods used to undertake the study. The researcher’s 

philosophical position was discussed and the process adopted for thematic 

analysis was reviewed. Any ethical considerations were also addressed in this 

chapter. This is visualised in Figure 3.1: The Conceptual Framework-IPA. 

 

Chapter Four – Analysing and interpreting experience 

This chapter addresses the third and fourth research objectives: 

 

• Identify, through the use of Interpretative Phenomenological Analysis, ways in 

which the experiences impact upon lecturers’ self-discovery and purpose. 

 

• Develop individual themes from the data which illustrate these experiences, 

leading to the overarching themes derived from the cross‐theme analysis.  

 

This chapter delivers on these objectives by utilising the IPA interview and 

analysis method and adapting a focus group approach to aid group interviews 

(Smith,1996). New data was obtained, shared, and analysed providing rich 

insights of the participants’ experiences. Each experience is unique and context 

specific, and although there is no requirement to generalise to the wider 

population, the study provides valuable insight into the experiences of lecturers 

and may suggest wider interest of the themes and future implications. This is 

visualised in Figure 4.1: The Conceptual Framework-Themes.  

 

Chapter Five – Discussion 

This chapter addresses the fifth research objective:  

 

• Develop a theoretical framework to contribute to the theory and practice of 

lecturers’ contemplative practices, mindful learning, and motivation theory 

in the HE context.  
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This chapter meets the above objective by presenting an integrated discussion of 

the main themes in chapter four and current literature in chapter two. It provides a 

theoretical framework for lecturers as illustrated in Figure 6.2: CAPE - A 

Theoretical Framework for Contemplative and Mindful Lecturers. 

 

Chapter Six – Conclusion 

This chapter highlighted where findings of the study challenged, extended, or 

added to the existing knowledge base. This is visualised in Figure 6.1: The 

Conceptual Framework-closing the circle. Additionally, it includes a personal 

reflection of the research process and examples of professional development 

provided by the research journey and how these were taken into practice.  

 

6.3 Conceptual Framework 

The conceptual framework depicts the focus of the study on lecturers in a 

business school and their personal and professional experiences of contemplative 

practices and mindful learning. The current research on contemplative practices 

and mindfulness in HE and lecturer motivation through the lens of SDT were 

added to the framework design. Additionally, the literature on communities of 

practice; purpose within teaching and learning and learners within a business 

school context was critically reviewed. The conceptual framework is visible 

throughout the thesis placed appropriately where it relates to each chapter; Figure 

1.1: The Conceptual Framework - context, method, and theoretical perspective, 

Figure 2.6: The Conceptual Framework - literature, Figure 3.1: Conceptual 

Framework - IPA, Figure 4.1: Conceptual Framework - ‘Themes’, and Figure 6.1: 

The Conceptual Framework - closing the circle. 
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Figure 6.1: The Conceptual Framework – closing the circle 

 
 

6.4 Contributions to knowledge  

The research has yielded important findings that move our understanding and 

enrich the underlying theories on which the conceptual framework of the thesis 

was constructed. These conclusions are linked to extant research to illustrate the 

contributions this research makes. 

 

Uncovering the superordinate themes enabled the development of the CAPE 

Theoretical Framework (Figure 6.2). This framework provides several important 

contributions to knowledge; by increasing the understanding of lecturer’s 

experiences in a business school utilising contemplative practices and mindful 

learning; offering insight into their approaches to management education in their 

social setting; illustrating the journey of the lecturer as they create the conditions 

whereby creativity, awareness, partnership and engaged ethics grow around them 

and the learner on the pathway to self-discovery. Additionally, it addresses lecturer 

motivation through SDT as a theoretical lens, illuminating their experiences and 
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providing details of possible practice implications for teaching and learning, and  

personal and professional development. Using IPA as a methodology to explore 

lecturers in HE in the UK in relation to their experiences of contemplative practices 

and mindful learning has not been done before. It has highlighted features of this 

phenomenon in this unique group of participants. Finally four methodological 

contributions will be discussed; markers of excellent IPA; ‘mindful interviewing’, 

the ‘concept of the gem’ and the adaption of the ‘Nominal Group Technique (NGT) 

technique’ in the IPA research process. 

 

Figure 6.2: CAPE - A Theoretical Framework for Contemplative and Mindful 
Lecturers 

 
 

The first set of contributions are discussed according to the themes as set out in 

the previous chapter.  

 

6.4.1 Space to be in the experience  

The first theme offers invaluable insight into the experiences of the lecturers in the 

social setting of a neoliberal business school with attention given to how this 

setting influences their beliefs and expectations. These influences are visible 
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across the themes but can be seen across all three themes but are best 

expressed in this theme and the accompanying discussion. 

 

Purpose 

This study contributes to the discussion around the purpose of the business 

school (shown in the circle on the left-hand side of (Figure 6.2) as the lecturers’ 

accounts crystalised the belief that the HE business model is not fit for purpose, as 

the opposite to what is required for ‘real education’. The lecturers describe the 

university as a place where instrumental outcomes and learning for profit 

overshadow the innate passion for learning and growth. The CAPE framework 

adds important insights to how contemplative practices and mindfulness are a 

means to resist the impact of a problematic social, cultural, and political education 

system in the business school.  

 

This study addresses the call for debate on contemplation and mindfulness as a 

pedagogic practice in the UK which is evolving to counter mindless activities such 

as performative metrics, audits and rigid assessments associated with the 

neoliberal values of competition, efficiency, and accountability (PRME, 2007; 

Weare, 2019). This research contributes to understanding the impact of conflicting 

values in a neoliberal environment.  

 

This study contributes not only in terms of how managers and administrators run 

or organise the business school, but also how this impacts the culture of teaching 

and learning. This study adds additional insights to Bullers’ work (2014) which 

describes two cultures: the progressive “whole person” approach or skills for work, 

and the job market exclusively (Ball, 2012).  

 

Values and Goals  

There are concerns that contemporary mindfulness encourages acceptance of 

difficult situations which may lead to passive behaviour (Purser, 2019), particularly 

in the context of the neoliberal business school described in this study, lecturers 

must ensure they are aware of their values and beliefs as well as understanding 

the context they operate in. The ‘McMindfulness discourse’ highlights tensions 

between the ethics of mindfulness; to provide relief from stress by showing 
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compassion and empathy, which is in opposition to the solely market driven 

objectives of the organisation (Crane, 2017). Evidence from this study shows that 

contemplative practices support individuals to develop a deeper awareness of 

their experiences and facilitates more authentic decision making (Cook, 2016).  

This study offers personal and professional values as an ethical foundation and 

starting point in which to anchor contemplative and mindfulness practices to and, 

inside the curriculum (Ergas & Hadar, 2019; Hyland, 2017). 

 

Whole approach 

The ‘whole approach’ to teaching and learning advocated for in this study aligns 

with contemplative practices and mindfulness which focus on the values of care, 

relatedness, and ethics in all interactions.  

 

This study builds on the current research related to integral mindfulness (Forbes 

2016, 2017) which allows individuals to reflect on whole belief systems, including 

ones’ own, and see them from a variety of perspectives. Socially responsible 

mindfulness is a call for mindfulness as a pathway to personal and collective 

liberation (Duerr, 2015). Civic mindfulness advocates for a shared sense of 

common good and civic participation, in education this means a movement away 

from purely economic outcomes to a broader socially aware and ethical approach 

(Ng, 2016).  

 

The underlying theme across this broad research field and from this study is 

towards a progressive, civic approach to education within HE. Lecturers reflect on 

their purpose, role and use of contemplative practices and mindful learning as they 

prepare business students for work and to be active citizenry.  

 

Creativity 

Lecturers were aware of the need to adapt their teaching approach or plan 

according to the student cohort. This suggests the need for a level of openness, 

and creativity to ensure these teachable moments are maximised. Langer’s (1997) 

‘Mindful Learning’ work advocates for an understanding of the fluidity of 
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knowledge and sensitivity to context.an awareness of context and of the ever-

changing nature of information. Her approach allows for new ideas and multiple 

viewpoints as a means to reduce mindlessness.  

 

Mezirow (1978, p.108) used the term ‘crucial dimension’ when relating how 

important changing perspectives were to how people learn and grow.  

Transformative learning theory and mindfulness practice is a valuable approach to 

education when ethics and spirituality need to be included in learning and wishes 

to make connections to issues and culture in wider society (Wilber, Engler, & 

Brown, 1986) as explored in this study. Creating spaces and creative opportunities 

through contemplative practices and mindful learning allow students time to reflect 

to reflect on their beliefs and values and how that knowledge might ‘empower’ 

them in the future is a key finding. This resonates with Barbezat and Bush (2014) 

who acknowledge that teachers and students have limited opportunities to 

investigate themselves and find their own meaning in learning and agree that 

contemplative practices can support this endeavour.  

 

This study found that lecturers feel devalued and ‘interchangeable’, limiting 

autonomy and individual expression with no room for creativity in the neoliberal 

environment. Mindful and transformative learning can encourage autonomy and 

creativity by cultivating an open mind and perspective taking, that include broader 

discussions around social and contemporary issues as lecturers help students 

prepare for citizenship and business leadership roles.  

 

6.4.2 The Teachers’ Cloak  

This theme (shown in the circle on the right-hand side of Figure 6.2 above) 

contributes to understanding how contemplative practices and mindful learning 

support self-discovery as the lecturers bring awareness, authenticity and develop 

a sense of relatedness with their students. Additionally, it highlights the absence of 

time and space to develop the capacity for contemplative reflexivity. However 

despite the limitations and concerns, all of the lecturers highlight its importance 

and work towards creating contemplative approaches, moments, and spaces at 
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every opportunity. These contributions are highlighted here but also in the 

supporting discussions across the themes.  

 

Awareness  

This study illustrates the importance of embedding contemplative practices and 

mindfulness into the curriculum. Being in the moment, taking a step back, and 

grounding were reflections from the lecturers as core to their teaching process and 

classroom practice, allowing them to respond to students in the moment. 

Awareness enables and supports congruence between what an individual values 

and how that influences behaviour. Within the theoretical framework of self-

determination theory (SDT), mindfulness is defined by Brown and Ryan (2003) as 

attention in the present to a developed awareness of internal experiences and 

external stimuli (Brown & Ryan, 2003; Kabat-Zinn, 2003).  

 

This study adds to Deci and Ryan’s (1985) concept development by highlighting 

the importance of awareness to ensure authenticity as contemplative practices 

support purpose and self-discovery by bringing personal values, life experience, 

idealist visions and the bigger picture to every teaching session. These practices 

relate to an individual’s ability to be aware of and understand their internal and 

external world and this ability is a critical ingredient of autonomy development.  

 

Authenticity 

This thesis highlights that a culture of compliance lacks authenticity as external 

measurement are deemed meaningless to lecturers who are demotivated by 

metrics that have little or no value to teaching and learning.  

 

This study supports Lynch (2010) who argues that higher education culture is 

driven by managerial practices and neoliberal values that leaves no place for care 

and civic duty.  

 

Being real and present in order to meet the students where they are and putting 

themselves in the student’s shoes are key contributions highlighted in this study as 

characteristics of authentic teaching and learning, answering Heathcotes’, (1972) 
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call for teachers to be ‘unafraid’ as they bring themselves to their teaching 

practices. 

 

Relatedness 

A business school which is shaped by the neoliberal agenda that operationalises a 

culture of audits and competition, requires lecturers to be social atoms who ignore 

their reflective capacities and identities, which are partly constructed by communal 

traditions and norms. When lecturers feel connected to others, have caring 

relationships, and belong to a community who are learning together, they may be 

more resilient, achieve positive results and take a more creative approach in their 

teaching and learning.  

 

This study contributes to the gap in understanding the impact of the unmet 

psychological need of relatedness (Deci & Ryan,1980), due to the absence of 

teaching teams and opportunities for learning with colleagues, as well as absent 

relationships with management. The absence of relatedness outside of the 

lecturer-student dynamic might obstruct an understanding of the diverse barriers 

and problems individuals and groups need to overcome to achieve self-

determination.   

 

Contemplative Reflexivity  

This study found that contemplative reflexive lecturers develop competence 

through and with their students. The lecturers in this study bring a set of attitudes, 

personal and professional values built from an increased self-awareness and 

understanding of their role in society and their purpose rather than only striving for   

narrow teaching and learning outcomes.  

This suggests the need for contemplative reflexivity as it appears to distance  

lecturers from their “conceptual selves” as they engage with their “experiential 

selves,” emerging from the external and internal environment at present (Roeser & 

Pinela, 2014, p. 20). The United Nation’s Principles for Responsible Management 

Education (PRME) launched in 2007 is a key example of why this way of being is 

needed (PRME, 2007). PRME focuses on humanistic values, responsible 

business, and worker rights as well as anticorruption in business education.  
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This study contributes to the call for ethical and responsible business education as 

lecturers and students might question their views of the world and challenge their 

preconceptions. Contemplative reflexivity requires individuals to challenge who 

they are and to behave in an ethical way, addressing a theory-practice gap 

highlighted by (Hibbert & Cunliffe, 2015). Learning and contemplative reflexive 

practice must be integrated and lecturers need to be role models demonstrating 

their openness to new and different perspectives in teaching and learning (Weare, 

2019). 

 

6.4.3 Students as gauges  

The final theme (shown in the circle at the bottom of Figure 6.2 above) builds on 

knowledge as to why lecturers gauge their competence through student reactions; 

are motivated by student interaction and subjective feedback and believe the role 

of the university and the lecturer is to facilitate a partnership with students. Their 

purpose is learning and development of the whole student as a future citizen and 

responsible business leader. 

 

Partnership 

This study contributes to the debate on student engagement through partnerships 

in learning communities. Although, contemplative practices are often perceived as 

an individual endeavour, there is growing support for a more collaborative 

approach that is positioned as a means for personal and social transformation. 

 

Feelings of relatedness grow when lecturers and students work in partnership as 

highlighted in this study. This learning community co-create knowledge and value 

all contributions. An awareness of the power structures and active mitigation of 

power imbalances are crucial for feelings of safety and communication and 

engagement are vital to successful communities of learning (HEA, 2016). 

Additionally, diverse student cohorts are perceived as gauges of teaching 

competence and quality, therefore different approaches to contemplative teaching 

and mindful learning may be required.  
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This study addresses the gap in understanding the motivation and importance 

lecturers place on student engagement; being spontaneous and responsive to 

students ‘in the moment’ and to be able to ‘meet them where they are’ 

appreciating the mutuality and co-construction of learning.  

Additionally, this study highlights that lecturer’s need to consider the cultural 

background, age, reflective skills, and student motivation when developing and 

delivering a contemplative approach to teaching and learning partnerships. 

 

Engaged Ethics 

Engaged ethics in this study encapsulates the idea of introducing mindfulness as a 

way to be together as a team, which may help to mitigate the vulnerability or 

isolation an individual lecturer may feel. Additionally, new teaching practices and 

the role of the lecturer could be discussed through shared reflection and reflexivity 

in the teaching and learning community. Lecturers aspire to be moral champions 

and motivated by their civic responsibilities. This adds further insight to answering 

the research question on the purpose of HE and the impact of competing agendas 

on personal, professional development and meaning at work for lecturers. The 

moral foundations of meditative mindfulness as a contemplative practice shift 

individuals away from many self-serving virtues and return to other-regarding 

values such as altruism, care, empathy, and a deeper awareness of a shared 

human experience (Stanley, Purser & Singh, 2018).  

 

This study contributes to the debate on the importance of morals and ethics in 

management education. 

 

Emotions  

A crucial finding in this study is that most lecturers evaluate their emotional 

connection, teaching competence, and collaborative approach with students as a 

gauge of who they are as lecturers, whilst placing little value on external 

quantitative measures. Building on the work of Hyland (2011), teaching business 

skills as well as introducing students to broader social issues are highlighted by 

the lecturers as a means to bring together the cognitive and affective domains of 

higher education. These emotions are manifested through direct feedback from 
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students which are described as energising, drives motivation and is more 

important than other formal quantitative measurements or evaluations. The 

humanising aspect of teaching brings in the emotional side of any topic. Many of 

the lecturers shared their emotions and feelings as enriching, meaningful and 

passionate in their relationships and interactions with students. The analysis of the 

data highlighted how emotions and parental instincts come into play when 

lecturers consider their role and the negative outcomes of ineffective processes 

and time constraints on themselves and their students.  

 

Palmer (1993) states that “education is not just a cognitive process, not just the 

transmission of facts and reasons. It is a process that involves the whole person, 

and so involves deep feelings as well” (p.115). This point is not new and research 

on emotions and learning in the area of business and management praxis is 

growing (Clancy & Vince, 2019; Sinclair, 2007; Vince, 2016). 

 

This study elaborates on how awareness of emotions allows for closer 

observations of the emotional state of the lecturers themselves and those around 

them, as well as to what is happening in the external environment. This awareness 

supports pedagogic decision making in how to respond to the information 

emotions provides in the moment. 

 

Mindful Empathy  

This study highlighted that there is little room in the workday of lecturers to create 

time and space for empathy, yet the lecturers in this study strive to make that 

happen as it is key to their whole approach to teaching and learning. Mindful 

empathy creates possibilities to advance HEI’s and their commitment to support 

students discover more about themselves and others as they share and discuss 

their experiences and try to understand multiple perspectives. 

 

This thesis offers contemplative practices to develop the reflexive skills through 

which empathy becomes embedded and contributes to research on cognitive and 
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mindful empathy which refers to understanding multiple perspectives by placing 

oneself ‘in their shoes’ (Trautwein et al., 2014).  

 

Civic Duty  

This study contributes to the debate on developing students as future citizens and 

to be responsible business leaders. All lecturers in this study believed that the 

purpose of the university is broader than just ‘job training’ and teaching to rigid 

assessments only. This resonates with Novak (1999) who stated that the moral 

character of business leaders will determine the moral health of society as 

business institutions constitute a large part of civil society. More recently, 

Muddiman (2020) argues that students should be protected from the market driven 

agenda of universities and be provided with space to develop social skills and 

build relationships as part of a wider education agenda. Similarly, insights into the 

purpose of universities are expanded upon in this study adding to the work of 

(Boni & Walker, 2013).   

 

This thesis offers contemplative practices and mindful learning as opportunities to 

reorient teaching and learning towards a more social agenda away from narrow 

objectives and learning outcomes. This thesis aligns with Ergas (2015) who 

explains this realignment: “in allocating curricular time to activities that ask 

students to note their breathing, thoughts and sensations—their inner workings 

and the here-ness and now-ness of their existence—we are transforming the 

social understanding of ‘education’ and the ‘educated person” (p. 218).    

 

6.4.4 Self-determination theory - the theoretical lens 

This thesis utilises Self-determination theory (SDT) to explore lecturer’s 

experiences of contemplative practice and mindful learning and a summary of the 

contributions are discussed next.  

 

SDT maintains that the satisfaction of three basic needs (autonomy, competence, 

and relatedness) are nurtured or crushed depending on the prevailing factors. This 
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study offers insights into the factors in a business school that negatively affect the 

fulfilment of lecturer’s basic needs. 

 

The adoption of SDT as theoretical lens for this study answers the call for more 

qualitative studies which contribute to existing research on motivation and 

activities required for need-supportive education (Ryan & Deci, 2020) and to 

provide ideas for making positive change (e.g., see Barrable & Arvanitis, 2019).  

 

Relatedness was highlighted as the most important aspect of SDT by the lecturers 

in this study and therefore challenges the primary position autonomy is given in 

SDT theory. This study builds on Klassen, Perry, and Frenzel (2012) whose 

studies on teachers found them to be more engaged and satisfied when they felt a 

sense of relatedness, particularly when it came to connections with students.  

When asked about their relationships with colleagues and how their working 

environment affected their motivation to teach, lecturers in this study highlighted 

the absence of ‘teams’ and a teaching community.  

 

Communities can help individuals feel a sense of comradery and security and 

provide confidence and support as they progress in their career. According to Deci 

and Ryan (2002), secure relationships provide a positive environment for intrinsic 

motivation and this in turn supports lecturers to create this supportive environment 

with their students.  

 

Poor relationships with management meant the lecturers lacked feelings of 

belonging and felt they were not trusted to carry out their duties.  

 

Current leadership and education policy appears to thwart the development of 

positive relationship building in autonomy supportive classroom environments. 

Interestingly, some participants commented on having a greater sense of 

autonomy within the job, despite the institutions’ overbearing management 

practices. This appeared to be more prevalent in those who have senior roles or 

have been working in the institution for some time and have a good relationship 

with management.  
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This thesis contributes to the gap in research on the motivation to teach and for  

continued personal development (e.g., Gorozidis & Papaioannou, 2014; Guay, 

Valois, Falardeau, & Lessard, 2016; Jansen in de Wal, den Brok, Hooijer, 

Martens, and van den Beemt, 2014).  

 

6.4.5 Methodological contributions  

This section indicates contributions to IPA research methodology in particular. 

Four areas are discussed: IPA quality markers, the application of the ‘gem’, 

mindful interviews, and the adaption of the NGT focus group technique.  

 

The first contribution is in providing extracts that exemplify the four IPA quality 

markers. The recent introduction of IPA quality markers as discussed in the 

methods chapter, are shown in Table 6.1, and explored in the next section. These 

examples contribute to the development of excellent quality IPA research due to 

their recent development and scarcity of application and empirical evidence.  

 

Table 6.1: The four quality indicators of good IPA (Nizza, Farr & Smith, 2021, 
p.3) 
 

 

 

The narrative was developed through analytic dialogue between carefully selected 

and interpreted extracts from the participants. What helped in developing that 

narrative is that each quote illustrates a specific point and additional quotes are 

used to take the narrative a step further, add something new, offer a different 

perspective. An example is provided in Figure 6.3 from the analysis chapter.  
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Figure 6.3: Constructing a compelling, unfolding narrative 

 

 

Good IPA is likely to invoke strong experiential or existential themes. The quality 

of IPA will be increased when there is engagement with experiential and 

existential events that illuminate why these events have such importance for the 

participants. A summary of this is provided in Figure 6.4.  
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Figure 6.4: Developing a vigorous experiential and/or existential account 

 

 

Another good example of IPA work includes information on prevalence, similarities 

and differences and ideographical details enriching the study themes. A summary 

of this is provided in Figure 6.5. 
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Figure 6.5: Attending to convergence and divergence 

 

 

The final marker of good IPA is the “close analytic reading of participants” words 

which helps to give meaning to the data and the experience it describes. I believe 

that the excerpts above and the analysis and interpretation chapter illustrate this 

quality as it is forefront in my approach that the voices of the lecturers are not lost 

in the analysis and interpretation process. 

 

Researchers may wish to build on these examples as they will contribute to the 

ongoing development of excellent quality IPA research.  

 

The application of the ‘Gem’ from IPA as an initial technique in research 

analysis 

The second of the methodological contributions is the use of the gem in the initial 

step of the data analysis process (Smith, 2011). Smith describes three aspects of 
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the gem: shining, suggestive and secret. In this study, the gem was used to 

capture the immediate interpretations of the researcher. There are scant examples 

of applying the ‘gem’ concept therefore this study contributes to further 

development of this idea in IPA research. 

 

The following three figures provide a summary of an example of each type of gem 

in this research study.  

 

Figure 6.6: The shining gem  
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Figure 6.7: The suggestive gem  

 

 

It is interesting to note that this gem did not become a theme of its own, but was 

subsumed into the first superordinate ‘space to be in the experience’ as it 

exemplified the demotivating and challenging environment the lecturers work in. 
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Figure 6.8: The secret gem  

 

 

Smith (2011) called for more work in this area in order to explore gems in 

qualitative research and how they manifested themselves therein. My own 

reflection was to ensure that these gems did not pre-determine the later analysis 

of the data, but were reflected upon throughout the analysis, and in the final 

stages of theme creation.  

 

This study makes an important contribution as it offers an innovative application of 

the gem for this preliminary stage of the analysis process in IPA, and it could be 

more widely adopted within qualitative data collection.  
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Mindful interviews 

The third methodological contribution relates to the debate regards the influence 

the researcher has on the research process and why reflexivity is crucial in 

qualitative research as the researcher plays a unique and integral role throughout 

(e.g., Corbin & Strauss, 2008; Lindlof & Taylor, 2011; Merriam & Tisdell, 2015). 

Brummans (2014) and Fielden (2010) connect mindfulness to qualitative research 

design. This study adds further insight and supports Lemons’ (2017) more recent 

work on how to integrate mindfulness practices into qualitative research. 

 

Prior to beginning this thesis, I had immersed myself in mindfulness literature and 

had participated in numerous courses and practice workshops. The core workshop 

being the Mindfulness Based Stress Reduction (MBSR) training (Kabat-Zinn, 

2003). I consciously decided to incorporate mindfulness wherever I felt it would 

support me as I prepared to start the research process with my participants. I 

booked a room for the full day when I was carrying out the one- to- one interviews 

to ensure I had time and space to meditate and initiated my contemplative journal 

where I captured ideas, sensations, and feelings about the interview process. 

These notes allowed me the opportunity to record the experience and return to it 

to reflect more deeply on it at a later stage. I believe these activities allowed me to 

be less stressful about the outcomes of the interviews and to be more present in 

the experience with the participants. Fielden (2010) describes this as “mindful 

maturity” (p.137). Additionally, I believe my approach led to the development of the 

‘gem’ which is discussed in the previous section. I include a few examples from 

my contemplative journal to illustrate my approach. 

 

I wanted to ensure I gave full attention to the conversation as well as to discreetly 

take notes. I balanced listening, observation and note taking by staying in the 

present moment and not getting caught up in concerns about missing something 

important. I believed it would arise again later in the interview if it held great 

importance to the participant. Distractions included concerns for timekeeping, 

ensuring the recording was operating correctly and noise from outside the 

interview room. I remained attentive to the interview and offered breaks and water 

and checked in with the participant’s when I felt a very emotional subject had 

arisen. I was fully aware of my priority; to hold a safe space for both of us. 



 
217 

 

 

Finally, I had started to categorise the quality or level of detail of different 

interviews. I realised that I was limiting my thought processes by doing this and 

stopped that activity. Short and long interviews offered revealing insights as the 

experiences shared were not limited by quantity or length of the interview 

transcript. All the interviews were unique and very specific to the participant 

themselves.  

 

Nominal Group Technique adaption 

Finally, the method adopted for the second stage of the data collection was an  

adaptation of the NGT focus group technique. Focus groups are considered less 

suitable for IPA, however the adaption of the NGT offers an innovative and viable 

solution for collecting data from focus groups and is sympathetic to an IPA 

approach. 

 

The analysis and interpretation of individual interviews and focus group data 

provided further insights as themes from the individual accounts were shared with 

the focus group. The data from the focus group discussion added deeper 

understanding as individual and group accounts further enhanced the shared 

meaning of the phenomenon as personal and context specific perspectives aided 

further interpretation of the data. Divergence and convergence of experiences in 

IPA adds another level of trust to the findings.  

 

This approach also considered the issues of dominant participants and group 

speak (Bryman, 2012) by ensuring individual voices and opinions were heard in a 

structured and managed way. This idiographic element aligns with IPA and 

therefore offers the NGT as a way to use focus groups in IPA (Smith, Flowers, & 

Larkin, 2009). Finally, sharing the data from the first stage of the interview process 

with the focus group reenforces the collaboration between the researcher and the 

researched and the authenticity that underlies the analysis and interpretation of 

the data.  
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6.4.6 Summary of Thesis Contributions  

The original contributions that this thesis makes to knowledge are detailed above, 

give new and additional insight into how lecturers experience contemplative 

practice and mindful learning from their own perspectives. This study is original 

because it is the first evaluation of these practices and approaches in a business 

school in the UK for a group of lecturers. This thesis brings together SDT, 

contemplative practice and mindful learning in a conceptual framework and utilises 

IPA as the qualitative approach that helped to create the thematic findings and 

new understanding of experiences and challenges of teaching in the current 

business school environment. The theoretical contributions are listed in Table 6.8. 

 

Table 6.8: Summary of contributions to theory 

Theme 
Theoretical field (Adapted 
from Colquitt and Zapata-

Phelan (2007) 

Impact and 
implementation 

Space to be in 
the experience 

 
The first theme 

offers invaluable 
insight into the 

experiences of the 
lecturers in the 

social setting of a 
neoliberal 

business school 
with attention 

given to how this 
setting influences 
beliefs, teaching 

practices and 
expectations. 

 

 
 
 
 
 
 
 
 
 
 
 

 
 
 

• Addresses calls for 
research on 
contemplative practices 
and mindfulness as 
pedagogic practice in UK 
higher education 
(Weare, 2019).  

• Addresses calls for 
innovative pedagogic 
practices in business 
management education 
(PRME, 2007) which 
needs to be developed 
to counter mindless 
activities such as 
performative metrics, 
audits and rigid 
assessments associated 
with the neoliberal 
values of competition, 
efficiency, and 
accountability (Lynch, 
2010; Purser, 2019). 

• Builds understanding of 
the impact of conflicting 
values and goals in a 
neo-liberal University 

 
 
 

The potential practical 
impact of this theme 

includes: 
 

Practically embedding 
learning from this pedagogic 

research process into 
strategic teaching and 

learning business planning 
and policy agenda setting 

working groups.  
 

Sharing this new knowledge 
and innovative approach to 
pedagogic practice, through 

agreement on specific 
initiatives to be implemented 
that embed beliefs, teaching 
practices, and expectations.  

 
 Involving all stakeholders 

connected (lecturers, 
students, leadership teams) 

to realise the 
implementation process, 
delivered as part of the 

yearly academic 
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(Ball, 2012; Buller, 
2014). 

• Supports the 
recognition of personal 
and professional values 
as an ethical foundation 
which anchors 
contemplative and 
mindfulness practices to 
and inside the curriculum 
(Ergas & Hadar, 2019, 
Hyland, 2017). 

• Builds understanding on 
the ‘whole approach’ to 
education as a power for 
good and civic duty 
(Forbes 2016, 2017; Ng, 
2016). 

• Builds on mindful and 
transformative learning 
theory as a means to 
encourage autonomy 
and creativity by 
cultivating an open mind 
and perspective taking 
by including broader 
discussions and 
activities around social 
and contemporary issues 
(Langer, 1989; Mezirow, 
1978). 

department/faculty/institute 
business outcomes. 

 

Theme 
Theoretical field (Adapted 
from Colquitt and Zapata-

Phelan (2007) 

Impact and 
implementation 

The teachers’ 
cloak 

 
This theme 

contributes to 
understanding 

how 
contemplative 
practices and 

mindful learning 
support self-

discovery as the 
lecturers bring 

awareness, 
authenticity and 
develop a sense 

 
 
 

• Builds on Deci and 
Ryan’s (1985) SDT theory 
by highlighting the 
importance of awareness 
as contemplative 
practices support purpose 
and self-discovery by 
bringing personal values, 
life experience, idealist 
visions and the bigger 
picture to every teaching 
session, a critical 

 
 
 

The potential practical 
impact of this theme 

includes: 
 

Developing authentic 
connections and rapport 

building between lecturers, 
their students, and 

leadership teams across HE 
departments, faculties and 
institutes recognising the 

wide ranging, positive 
benefits of this. 
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of relatedness 
with their 
students. 

Additionally, it 
highlights the 

absence of time 
and space to 
develop the 
capacity for 

contemplative 
reflexivity. 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

ingredient of autonomy 
development. 

• Builds understanding of 
the unmet psychological 
need of relatedness due 
to the absence of 
teaching teams and 
opportunities for learning 
with colleagues in a 
community of practice 
(Lave & Wenger, 1991), 
as well as absent 
relationships with 
management (Deci & 
Ryan, 1985).  

• Builds on the authentic 
teaching and learning 
field and answers 
Heathcotes’ (1972) call 
for teachers to be 
‘unafraid’ as they bring 
themselves to their 
teaching practices. 

• Builds understanding on 
how a new construct; 
‘contemplative reflexivity’ 
could be developed. It 
requires questioning 
oneself and who we are 
in the world by selecting 
from an array of 
contemplative practices 
that may help in 
understanding how to 
behave ethically, 
addressing a theory-
practice gap highlighted 
by (Hibbert & Cunliffe, 
2015). 

• Builds on the debate 
regards the professional 
role and responsibilities of  
lecturers as they adopt 
and explore new  
practices and become 
role models as advocated 
by (Weare, 2019). 

 
  Implementation could be 

achieved through 
collaborative networks that 

offer the platform for 
realising distinct 

communities of practice that 
provide safe spaces for 
sharing and exploring 
pedagogic needs and 

innovations. 
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Theme 
Theoretical field (Adapted 
from Colquitt and Zapata-

Phelan (2007) 

Impact and 
implementation 

Students as 
gauges 

 
This theme 

expands 
knowledge on 
why lecturers 
gauge their 
competence 

through student 
reactions; are 
motivated by 

student 
interaction and 

subjective 
feedback and 

believe that the 
purpose of the 

university and the 
lecturer is to 

support a 
partnership with 
students. Their 

purpose is 
learning and 

development of 
the whole student 
as a future citizen 
and responsible 
business leader. 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
 
 

• Builds the understanding 
of the motivation and 
importance lecturers 
place on student 
engagement (Ryan & 
Deci, 2020). 

• Builds on the theory on 
learning partnerships as 
cultural background, age, 
reflective skills, and 
student motivation are 
important considerations 
when developing and 
delivering a 
contemplative approach 
to teaching and learning 
(HEA, 2016; Weare, 
2019). 

• Builds on the debate on 
the importance of morals 
and ethics in 
management education 
developed within a 
community of lecturers 
and students (Hummel et 
al, 2018; Lave & 
Wenger,1991). 

• Challenges theory that 
emotions are not valued 
in learning by elaborating 
on how awareness of 
emotions allows for 
closer observations of the 
emotional state of the 
lecturers themselves and 
those around them, as 
well as to what is 
happening in the external 
environment. This 
awareness supports 
pedagogic decision 
making in how to respond 
to the information 
emotions provides in the 

 
 
 

Practical impact from this 
theme is focussed on the 

need for students to engage 
with their learning. This 

could be achieved through 
embedding the student voice 

across development of 
content, assessment 

(formative and summative), 
lecturer/student community 

activities, to inform and 
shape the overall student 

experience.  
 

Connections to the applied 
settings within which 

students aspire to pursue 
careers would be a further 

central feature of this theme, 
enabling coherence across 

pedagogic learning, 
relationship building, and 
future directions. Potential 

implementation of this lies in 
the effectiveness of the 
relationships that exist 

between lecturers and their 
students, coupled with the 

links to applied practice 
partnerships that deliver 

authentic value and 
resonance for the student 

learner. 
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moment (Hyland, 2011; 
Palmer,1993; Vince, 
2016). 

• Builds understanding on 
cognitive empathy, as 
‘mindful empathy’ refers 
to understanding other 
people’s perspectives by 
adopting contemplative 
practices and 
mindfulness to place 
oneself ‘in their shoes’ 
(Trautwein et al., 2014).  

• Aligns with the work of 
Muddiman, (2020) who 
argues that universities 
ought to provide young 
members of society with 
a broad general 
education in a space 
protected from economic 
imperatives, to develop 
socially and culturally by 
nurturing its citizens. 
Similarly, insights into 
what universities might 
and should be, beyond 
immediate economic 
imperatives are 
expanded upon in this 
study adding to the work 
of (Boni & Walker, 2013).   

• Builds on work by Ergas 
(2015) in understanding 
how contemplative 
practice and mindful 
learning transform the 
meaning of education 
and the educated person.  

• Builds on studies by 
Klassen, Perry, and 
Frenzel (2012) who 
reported that when 
teachers experienced 
more satisfaction of the 
need for relatedness, 
especially vis-a-vis 
students, they were more 
engaged. 
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Theme 
Theoretical field (Adapted 
from Colquitt and Zapata-

Phelan (2007) 

Impact and 
implementation 

Self-
determination 

theory 
 

SDT maintains 
that the 

satisfaction of 
three basic needs 

(autonomy, 
competence, and 
relatedness) can 

either be 
supported or 

thwarted 
dependent on 

contextual factors 
in the 

organisation, this 
study offers an 
exploration of 

factors in a 
business school 
that negatively 
impact on the 
satisfaction of 

lecturer’s basic 
needs in their 

role. 
 

 
 
 
 

• Addresses calls for 
more qualitative studies 
which contribute to a 
more detailed picture of 
experiences, practices, 
and motives involved in 
need-supportive 
education (Ryan & Deci, 
2020). 

• Builds on studies on 
how influences on 
teachers from both 
administrators, policies 
and students impact the 
motivations for teaching 
and for continuing 
development (e.g., 
Gorozidis & 
Papaioannou, 2014; 
Guay, Valois, Falardeau, 
& Lessard, 2016; Jansen 
in de Wal, den Brok, 
Hooijer, Martens, and 
van den Beemt (2014). 
 
 
Note: other contributions 
to SDT are integrated 
throughout the themes 
above. 
 
 

 
 
 
 

Practical impact from this 
theme is focussed on the 

autonomy lecturers have to 
shape the whole pedagogic 
experience of their students, 
the competences they have 

to administer such 
developments, and the 

mechanisms through which 
relationships foster 

connections and relatedness 
between lecturers and their 

students.  
 

Implementation of these 
desired, impactful outcomes 
could be realised through: 

 
a broader range of lecturers 
from across differing levels 

of experience and 
backgrounds being 

embedded into working 
groups focused on 

pedagogic developments 
 

empowering lecturers with 
relevant, up to date, and 

innovative pedagogic 
competencies through 

investment in time to explore 
and discuss, in addition to 
up-skilling opportunities 

available both internally and 
externally to the HE institute, 

and sector.  
 

providing opportunity for 
lecturers and students to 

build rapport through 
communities of practice that 

develop and support 
relatedness (as highlighted 
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across the previous 
themes). 

 

 
 
6.5 Quality and Validity 

The merits of evaluating quality and validity in qualitative research is well 

recognised, however the assessments of quality are hotly debated. Despite the 

arguments Yardley (2000), states the following characteristics as markers of good 

qualitative research, evident in this study and described below in Table 6.9. 

 

Table 6.9: Characteristics of good qualitative research (Yardley 2000, p. 219) 

 

The qualities highlighted above are not prescriptive and are open to interpretation. 

I have given them due consideration and remained open minded and the following 

section elaborates on my thinking and approach throughout this study.  

 

Sensitivity to context  

The trustworthiness of a qualitative project may be measured by the degree of the 

conscious reflection and acknowledgement of the researchers’ position throughout 
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the research project. All research is embedded in the work and literature of those 

who have gone before. It requires keen attention to the sociocultural context with 

all of its history, rituals, and socioeconomic elements. The context of this study in 

a business school was detailed in the Introduction chapter and literature in the 

areas of contemplative practice and mindful learning were reviewed to ensure I as 

the researcher had a grasp on previous and current studies, as well as future 

directions. This inspired confidence as I developed my conceptual thinking and  

approach to the research design.  

I was aware of the environment and explicitly set out to build trust and rapport with 

my participants. This is detailed in the methods chapter and shows various 

activities that encouraged a collaborative relationship between the participants and 

me. The data was co-created as I analysed and interpreted experiences and 

shared my findings with all of the participants at different stages of the research 

process ensuring all ethical considerations were embedded in the research 

process.  

 

Commitment and rigour 

My commitment as a researcher is evident in my continued personal and 

professional development by participating in various workshops, seminars, and 

conferences. I sustained my personal mindfulness whilst considering how this may 

be applied in multiple settings. I continued my work with the IPA network to 

develop my knowledge and share experiences of interpretative phenomenological 

work and read widely around philosophical theory and IPA studies. 

I adhered to the guidelines on data collection in IPA by ensuring an adequate 

sample size to achieve the objectives of the study. I created the optimal 

environment for the interview process which produced rich data and I was aware 

that my analysis and interpretation of the data needed to be of a sufficient quality 

to avoid elemental analysis and was grounded in the participants’ accounts (Smith 

et al., 2009). 

Supervision supported my commitment and rigour in this study as monthly 

meetings allowed for open debate and sharing of work in progress. My supervisors 

challenged my thought processes and emerging data which gave an alternative 
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and outsider perspective, these meetings were one of the highlights of my 

research journey as they provided precious support during some difficult periods in 

the process.  

 

Transparency and coherence 

Transparency of an ‘audit trail’ depicting the twists and turns, that I have 

encountered on my PhD journey, and the key decisions to stop and go down 

multiple paths define the criteria for good qualitative research, and a measure of 

the researchers’ own development and learning. Contemplative practice as a 

pathway to my critical self-reflexivity has evolved throughout the PhD from the 

research proposal to the final version of the thesis. Practicing mindfulness and 

keeping my Contemplative Journal allowed for time and space to bring my 

attention and awareness to the needs of my participants, the process itself, my 

insider location, and the beliefs and values I brought to the whole research 

process.  

 

Yardley (2000) addresses the concern of how to demonstrate alignment of the 

research question, the researcher’ positionality and the methodological approach 

adopted in studies. The methodology section highlighted the fit between these 

different elements in this study and an overview is visualised in the conceptual 

framework integrated throughout the thesis. The analysis chapter provides 

illustrative examples of different types of gems and data tables are available in the 

discussion chapter and Appendices to provide further information for the reader.  

I have recorded thoughts, ideas, and key decisions in my contemplative journal 

throughout the process and shared excerpts throughout the thesis. The aim was to  

bring transparency and authenticity to the work and share how I have been 

impacted by it. 

 

Impact and importance   

My insider position and reflection practice allowed me to keep the participants, 

myself, and our social context in full awareness. The benefits of being an insider 

were that I developed appreciation and discernment of the work context, 
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organisation structures, codes of conduct and activities that were highly regarded  

(Coghlan, 2001; Unluer, 2012). I continue to present my research findings at 

conferences and with peers as the “ultimate value of a piece of research can only 

be assessed in relation to …the community for whom the findings were deemed 

relevant” (Yardley, 2000, p. 223). The findings from this study and their 

implications may be of interest to the wider community in HE and therefore 

highlight their importance and potential impact.  

 

6.6 Limitations and Challenges 

It should not be a surprise to researchers that all does not go according to plan 

when embarking on the PhD research journey. I will elaborate on my own journey 

in a personal reflection at the end of this chapter but would like to mention here 

the limitations and two key challenges in the data collection and analysis process. 

 

This scope of this study was limited to a small group of participants in one 

business school. Whilst a small purposive sample is consistent with IPA 

methodology, it limits the study to the experiences of participants embedded in a  

specific area of the business school.  

 

Diaries 

The decision to create a diary for the participants to complete after their individual 

interview and to share before or during the focus group, was taken later on in the 

research design. I wanted to adapt a quantitative scale measuring basic needs 

satisfaction derived from Self-determination theory (SDT) with the ambition that 

the participants capture feelings, emotions, and reflections on their motivations at 

work in the areas of autonomy, competence, and relatedness (Appendix D). The 

diary was optional due to concerns I had that some participants might not have 

agreed to take part in the study if the diary was perceived as a mandatory element 

of data collection. Additionally, my unfamiliarity with implementing diary studies 

may have impacted the motivation and understanding of expectations of the 

participants as to the purpose and outcomes of the diary data. Despite these 

challenges, three of the participants completed the diaries over two weeks and 

found them useful from a personal perspective, particularly as they were keen 

https://www.emerald.com/insight/content/doi/10.1108/JWAM-11-2018-0024/full/html#ref008
https://www.emerald.com/insight/content/doi/10.1108/JWAM-11-2018-0024/full/html#ref038
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journal writers already. However, due to the reasons mentioned, as well as the risk 

to anonymity the data from the diaries were not used in the analysis. Using diaries 

in qualitative research will be discussed further in the implication for future 

research later in this chapter. 

 

Focus Groups 

The original plan was to carry out two focus groups with all of the participants who 

had been interviewed earlier. Two participants declined due to workload and a 

private issue, therefore I decided to invite the remaining participants to one focus 

group. Unfortunately, two other participants called before the meeting and also 

declined due to workload and illness. I was not that concerned in the sense that 

four participants are an acceptable sample for a focus group utilising the Nominal 

Group Technique (NGT) and went ahead with the session. When I had analysed 

the focus group data and shared it with my participants, one of the participants 

was slightly uncomfortable with sharing some of their transcripts. I decided after 

discussion with them that I would remove their comments from the data set but 

keep their individual contribution. They agreed with this and were happy with the 

outcome.  

 

6.7 Implications and Future Research  

Lecturer Personal and Professional Development  

The foregrounding theme in current research is the requirement for mindfulness in 

education to begin with the lecturer before reaching out to students and to support 

lecturers who wish to develop their own practice (Weare, 2019). This is echoed in 

this study as lecturers were concerned that mindfulness might be perceived as a 

shallow solution or not authentic when introduced to students in an ad hoc fashion. 

Implications from my findings would support a plan to encourage lecturers to 

reflect on a set of personal aspirations based on their personal underlying values 

and professional responsibility.  

This aligns with the Higher Education Academy (HEA) where professional values 

should be developed and evidenced in practice as part of a badge of professional 

recognition which is valued globally and to continually develop educational 

practice. Reflecting on their aspirations regularly could inspire a sharing of views 
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on thoughts and actions on an individual and social level. Lecturers who value  

contemplative education will need to be aware and be prepared for challenges to 

their teaching and learning approach and practices. They may have to be willing to 

be vulnerable and open to sharing their experiences (good or bad) with students, 

and by doing so inspire them to discuss and question their own thoughts and 

beliefs.  

 

Student Experience 

University students were not the focus in this research study, it explored the 

relationships lecturers have with their students in relation to their own sense of 

purpose, motivation and feeling of competence. The research on contemplative 

practices suggests that it promotes reflexivity, relatedness, and agency. These in 

turn also enhance academic achievement in terms of leadership skills and 

fulfilment with college (Astin, Astin, & Lindholm, 2007). Future research should 

include students and lecturers as partners in contemplative practice and mindful 

learning research to explore relationships and a broader and inclusive perspective 

on experiences.  

 

Self-Determination Theory  

Implementation of workplace policy and practice across organisations has the 

potential to hinder or help the basic psychological needs of autonomy, 

competence, and relatedness (Ryan & Deci, 2020) across colleague groups. 

Furthermore, Ryan and Niemiec (2009) argues more specifically that progress and 

growth across workplaces focused on supporting increases across organisation 

performance, and individual wellness should invest energy across such policy and 

practices (Deci & Ryan, 2020).  Specifically, targeting employee competence and 

confidence, alongside creating environments that support freedom of expression 

and empowerment through autonomous decision making (Pintrich, 2000; Ryan & 

Deci, 2020).  In addition to enabling mutual respect and a sense of belonging 

across all colleagues regardless of role (Goldstein & Kornfield, 1987; Siff, 2014).  

Deployment of developmental policy filtering through into applied practice equally 

have the potential to provide authentic foundations that elicit improved levels of 

individual motivation, well-being, and performance, with those that hinder such 
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developments realising the opposite less positive impacts such as lack of 

enthusiasm, commitment having the potential to ill will and affect quality of 

teaching and learning (Reeve et al., 1999).  

 

Metaphors 

Lyddon, Clay, and Sparks (2001) offer discussion concerning the utilisation of 

metaphors by participants with the purpose of communicating insight across 

individual experiences or emotions to highlight values, feelings, and beliefs that 

can otherwise be challenging to articulate (Bruner, 1991; Turner, Barlow, & Ilbery, 

2002).  Across the present study, the metaphorical language drawn upon by the 

individual participants across the interviews contributes new, detailed narrative 

within the broader IPA body of literature. Spontaneous experiential narrative is 

considered to be a distinct benefit when utilising qualitative research as 

highlighted by Jones (1997), particularly across, and within exploratory research 

areas (Turner, Barlow, & Ilbery, 2002) such as HE teaching and learning contexts 

(Lyddon, Clay, and Sparks, 2001). Images offered by the academics within the 

current study provide multi-faceted, colourful wisdom concerning the workplace 

context across a post-1992 HEI.  Further uncovering the creative, and imaginative 

facets of lecturers’ experiences, whilst equally offering the opportunity for further 

research to continue examination of metaphorical language within HE. 

 

Diaries 

From the study conducted by Jacelon and Imperio (2005) which integrated the use 

of participant diaries, they specifically identify the positive elements of this 

approach when a protracted, and sustained timeline of participant observations is 

not feasible, or indeed practicable (Lavrakas, 2008).  It is though important to also 

accept that this approach garners some valid limitations that require consideration, 

largely regarding the timeline participants will commit to recording data in diaries 

(Golombek & Johnson, 2004; Jacelon & Imperio, 2005). Balancing this approach 

is seminal to achieving useful data that authentically reflects the phenomena in 

focus, too little time, and the data lacks depth, too much time and participant 

fatigue is a probable challenge (Gerstl-Pepin & Patrizio, 2009; Guihen, 2020).  

Therefore, employing the diary method as a data collection tool is significantly 
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reliant on participants being tasked with diary entry processes that are in tune with 

the research process, require minimal sustained application, and allow for freedom 

of expression.  However, Corti (1993) specifically highlights irrespective of the 

diligent planning, and communication processes of the researcher study 

participants cannot be expected to commit fully to diary work at all points, and 

acceptance that some pertinent instances will never be recorded due to human 

nature.  Realising the possible best outcome from diary entry requires a 

collaborative approach, with both the researcher and participant discussing and 

agreeing realistic expectations that avoid sustained intrusion, and excessive 

continual recall (Vicary, Young & Hicks, 2017).  

 

Additionally, Thomson and Holland (2005) provided further consideration 

regarding the significant variances across the breadth, depth, and quantity 

participants choose to articulate across reflective journaling. Specifically, their 

study highlights participants explaining challenges concerning the quantity of 

writing provided due to individual obstacles with writing and literacy abilities, with 

others believing what they could potentially offer was not of particular value (Corti, 

1993; Thomson & Holland, 2005). Irrespective of these surmountable limitations 

associated with diaries as a data collection process, it is clear that embedding 

multiple strategies for securing diary entries across research (e.g. use of social 

media, audio recordings, virtual interviews, and text messaging) does offer the 

potential of improved adherence, depth of data, and study participation (Golombek 

& Johnson, 2004). Furthermore, timely intervention by the researcher during the 

study process offers the opportunity to improve the quantity of data, through 

simple reminders that create participant accountability (Lavrakas, 2008).  Diaries 

as a data collection tool equally offer the potential for participants the platform to 

be responsive to targeted study areas of focus determined by the researcher, 

allowing for the recording of reflective narrative illustrating pertinent stories of 

incidents at the moments they occur (Guihen, 2020).  This study highlights that 

further exploration of the use of diaries in future research is worth investigating. 

 

6.8 Transferability and Dissemination 

The present study delivers a view of eight lecturers within one business school, 

this sample could be extended to other lecturers and departments, within and 
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beyond the disciplinary area of Leadership and HRM as well as across faculty and 

to more university disciplines. Through generating latent insights across specific 

professional communities of practice, wider appreciation and understanding of 

lecturer experience can be understood with multi-faceted connections being drawn 

out illustrating distinctive experience and realities (Reid et al., 2005; Smith, 2004).  

Equally, this enables specifically targeted, subtle, and responsive interventions to 

be developed and applied in practice (Eatough & Smith, 2008; Larkin et al., 2006) 

offering clarity of understanding across this professional setting. For the present 

study this has already been offered through commitment to dissemination of the 

knowledge and understanding across the research study, and specifically what 

that can offer in practice. To date, this has already been shared at a number of 

conferences (Appendix E) with further opportunities being planned. Sharing of the 

outcomes from the present study also provides the foundation to bridge the divide 

between academic research and applied practice, suggesting that both 

practitioner-focussed journals alongside more academic publications would be 

appropriate to realise this. The Journal of Contemplative Inquiry (JOCI) is a 

specific scholarly journal for academics who focus on research design that 

captures contemplative and introspective methods and practices across the 

applied context of post-secondary education, or the Spirituality in Management 

journal equally offers the potential for research dissemination of this 

nature. Additionally, pathways that offer further interesting avenues to explore, 

include publications focussing on professional development as the CAPE 

framework could be pursued with the Higher Education Academy (HEA) and 

considered as part of their ‘Fellowship’ journey, particularly when addressing 

professional values in teaching and learning. 

 

6.9 Personal Reflection  

This section provides an account of my experiences of carrying out this research, 

discussing how I have changed and how I have re-enforced some of my thinking 

and values because of this research journey, and how I have influenced the 

research. For the most part I have captured thoughts, ideas, and difficulties in my 

Contemplative Journal. However, I found this more challenging in the latter part of 

my journey. I believe this is related to the ongoing challenges of balancing 
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personal life, teaching workloads and the COVID pandemic which has, and 

continues to negatively impact so many. My own personal mindfulness practice 

and journaling became more of a chore than a supportive practice. I lost a very 

close friend of mine during the pandemic and being unable to see my parents and 

siblings for a long period had a bigger impact on my wellbeing than I had realised 

at the time. Practising mindfulness when under duress can be more stress-

inducing than helpful. I have read about this in my research and then found myself 

in that very situation. I participated in a beginner’s yoga class and increased my 

walking and cycling exercise in order to find other ways of managing these 

challenges which have helped greatly.  

 

I will share four areas; teaching, conferences, academic development, and 

peer/colleagues as areas I will reflect upon using diary excerpts to demonstrate 

the impact of my research journey. My first diary entry in my contemplative journal 

captures my thoughts in September 2017 as I prepared for my Higher Education 

Academy (HEA) development days. I had to write about my teaching philosophy, 

which was a challenge as I had just started to teach at the university. This was 

before my thesis approval and was very aware of vast industry knowledge but 

limited knowledge of teaching in HE and the ‘journey’ I was about to embark upon. 

The first diary entry below demonstrates this point and is entitled ‘the caring 

mentor’ as I was tasked with describing my teaching and learning approach. 
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Teaching experiences: 

 

 

The second entry records how social awareness and ethics in business were 

incorporated into my teaching. I was very happy about this as both my teaching 

and research interests felt compatible and the students enjoyed the projects and 

issues explored during that semester. 
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Conference experiences: 

In 2018 I had the good fortune to attend two very exciting conferences, both have 

had a profound impact on me personally and professionally as illustrated in 

excerpts from my contemplative journal: 

 

 
My first conference - July 2018! 

 
International Conference for Mindfulness (ICM) 2018. 

Fear and excitement and feelings of fraud, I had only done the literature 

review, I do not know anything!’ I was very surprised yet delighted to have 

been selected to present my poster and to be a part of this ever-burgeoning 

research community in the area of Mindfulness and attend this conference in 

Holland, such an expanse of research from medicine and health, to teaching 

and wellbeing, to sports and psychology to mention but a few. My focus area 

“Higher Education Professionals’ Experiences of Mindful Learning as a 

Contemplative Pedagogy“ was recognised as novel and needed, as the current 

research in education is primarily on student populations regarding their 

wellbeing. I was therefore delighted to have had the opportunity on the last day 

to join a workshop on Mindfulness in Education where a new community has 

just started to map out the area and is attempting to connect individuals and 

communities who are working in education in Europe and wish to integrate and 

support contemplative practices.  

 

Contemplative Pedagogy Symposium UK August 2018. 

The whole experience remains strong and embedded in my heart and mind. 

As a newcomer to the group, as a PhD student and teacher, I was welcomed 

with openness, kindness, and generosity. The place, the people and the 

passion for care and community was at times a little overwhelming. This is not 

your “usual” conference! We talked, we sang, we walked, we reflected, we 

meditated, and we ate the most wonderful food! There were so many highlights 

during our exploration of ourselves and our practices along with some 

questions and concerns as we go forward with our daily work and lives. I 

choose the following experience to share which is recorded in my reflective 
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journal for my PhD. The days have influenced me greatly, in the approach to 

my research, my teaching and everyday life. Life changing! 

 

Walking the Labyrinth! 

It was a joy to support my new community of contemplatives in the setting up of 

the Labyrinth at our recent conference in East Sussex. A completely new 

concept to get to grips with and some mixed feelings from me from that activity. 

 

 

 

Me: The ritual followed in the setting up and clearing away of the labyrinth was 

beautiful as it unfolded with calm, respect, and care despite my lack of 

knowledge of the ideas and related processes. The actual walk inside felt 

awkward, cumbersome, uncomfortable, and crowded. However, as I stayed 

behind to clear up and in the quiet and light of tea lights which had been placed 

by the walkers. I suddenly felt quite serene and can only describe an absolute 

quiet and connection to the loss of loved ones without the usual sadness that 

accompanies those thoughts. Maybe there was a trigger of the thought to let go 

as you enter the space or the feeling of a church like space without the 

affiliation to a formalised religion, but I hold that moment very dearly still.  
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I have had some wonderful and challenging conference experiences that have 

impacted me personally and my research. Feeling a connection to a community 

who have such a great personal and professional interest in exploring mindfulness 

and contemplative practices as personal and professional support was key to my 

progress personally and professionally. 

 

Academic development experiences: 

I immersed myself in my methodological approach as I selected Interpretative 

phenomenological analysis (IPA) as my qualitative method. I reflected on my 

research positionality and the impact of this on my analysis and findings. 
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This book was inspirational and I shared it with my doctoral community. It provides 

so much insight into doctoral work and the complex and messy journey that is 

inevitable when navigating the path to a doctorate.  

 

Peer and colleagues support experiences: 

Firstly, without doubt, I would not be coming to the end of my PhD without the 

support, advice, and care of my supervision team. Their insights, interest and 

understanding have carried me through. I looked forward to our monthly coffee 

shop meetings before our move online. Despite missing out on our face-to-face 

discussions, their continued thought- provoking conversations and feedback on 

my writing are invaluable.   
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The graduate conferences and the Three Minute Thesis (3MT) held by the 

university provided opportunities to share my work in progress and to secure 

feedback and ideas to take forward and provided a community closer to home to 

chat and share research experiences and journeys. I hope to build on 

relationships made there and to support other researchers by sharing my own 

doctoral experiences. Additionally, the doctoral programmes provided by the 

university were very helpful. 

 

There were many external opportunities also as positives of the move to online 

during the pandemic meant easier access to webinars and conferences, where I 

could listen and participate in discussions related to my research area and hear 

about the latest developments within that community.  

 

Pat Thompson is Professor of Education at the University of Nottingham. She is 

particularly interested in academic writing and publication; doctoral education and 

scholarly formation and her writing blog is a very helpful source of ideas and 

suggestions for approaching different stages of the PhD journey. 

 

The examples featured above provide a reflexive account of how I have changed 

and developed as a researcher, lecturer, academic and within my networks and 

communities. I understand the PhD as not just a research project, but a project of 

self and relational development for the good.  

 

6.10 Chapter Summary 

This chapter has provided an overview of the research study and has discussed 

the conceptual framework adopted to ensure academic rigour and authentic 

quality of data across the research design, data collection process, and methods 

of analysis. The CAPE theoretical framework is offered as a contribution to the 

literature, with the limitations of the present research study also being reflected 

upon. Additionally, implications for future research arising from this study have 

been highlighted as specific opportunities for future researcher endeavour. Across 

the thesis submission a detailed reflexive account of the research has been 

offered, specifically highlighting elements of significant influence concerning the 
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research topic, the participants, and the researcher them self.  More broadly, the 

comprehensive analysis offered within this thesis highlights the strengths of the 

research as well as the methodological and practical challenges of conducting this 

study. 
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Appendices   
 
Appendix A - Pre-amble meeting before the individual interviews (email 
                       communication) 
 
Hi …, 
I hope you are doing well. 
I know this will not be a top priority for you but hope you may have time over the 
next two months to participate in my research. 
Finally, I am that point where I have started my data collection yes! 
We have discussed my research briefly and I do hope you will be able to 
participate, and we can make some space for an interview. 
 
Formal mail: 
I am conducting a research study to explore the experiences of faculty members in 
higher education who are interested in or are utilising contemplative practices in 
their teaching. This study will explore how faculty members describe their 
experience making their curricula and pedagogical methods more mindful, 
reflective, and contemplative.   
Additionally, the study examines how this approach affects relationships with 
faculty colleagues, students, and the broader community, and how it impacts them 
personally. 
 
For the purposes of this study, contemplative practices are understood as a core 
feature of an integrative teaching and learning model that includes a range of 
practices as defined by each participant.  Some examples are mentioned here but 
this is by no means and exhaustive list: mindfulness, free writing, journaling, 
diaries, reflection, feedback, deep listening, visualising… 
 
Data will be collected primarily through in-depth, semi-structured interviews that 
will be recorded and transcribed. The interviews will take approximately 60-75 
minutes and will be carried out face to face, at a mutually convenient time and 
location. Interviews will be confidential, and all participants will be allocated a 
pseudonym. Follow-up interviews will be conducted for clarification purposes and 
the transcripts will be provided to the participants to ensure transparency, and 
agreement with the interview content before further analysis. 
 
A diary for participants is included in this research study to allow for recording of 
individual reflections and the collection of insights over time. It is optional for 
participants to use the diary; however, it would allow for further exploration on an 
individual level and the opportunity to share these reflections with the researcher 
after the interview.  
 
Additionally, the participants will be invited to a focus group towards the end of this 
research journey to explore the themes, experiences and ideas that have unfolded 
during the interviews and the diary reflections.  
 
If you would like to participate, please respond to me via email to discuss this 
further. If you are interested, I will arrange to meet you for a pre - discussion about 
this research study and I will email you the participant information sheet and 
consent form.    
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If you have any questions, please feel free to contact me on 07956 794242 or 
email me at mary2.strevens@northumbria.ac.uk 
Thank you for considering joining me on this research journey! 
Best regards 
Mary  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
  

mailto:mary2.strevens@northumbria.ac.uk
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Appendix B - Semi structured interview email communication 
 
 
Hi …, 

I have added the documents again just for your convenience. 

Additionally, I have added an overview of the themes/sample questions for our 

meeting as some participants appreciated that. 

The interview consists of four key area and I have added some examples of the 
type of questions we can explore together: 
  
Context  
HE UK and what you think universities are for? 
Your teaching philosophy/approach/style? 
  
Motivation  
What motivates you to teach? 
How is this demonstrated? 
  
Contemplative practices in your teaching approach (design, delivery, 
evaluation) 
Could you describe in your own words what contemplative practices are? 
Examples (e.g. mindfulness, free writing, journaling, diaries, reflection, feedback, 
listening, visualising, however this is not an exhaustive list!). 
Colleagues, Student’s responses to these practices? 
  
Contemplative practices and their Impact on you personally 
  
Any other observations, thoughts, or feelings about the use of contemplative 
practices and their impact? 
 
Do not hesitate to get in touch if you have any questions or concerns at all. 

Best regards 

Mary  
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Appendix C - Interview Schedule 
 
 
Introduction – check in 
 

• We have discussed the study on email and in our pre-amble meeting. 

• Have you read the participation sheet? 

• Sign the consent form. 

• Do you have any questions right now? 

• Are you happy to continue? 
 
Four areas to cover as shared in the email prior to our interview 
1.Context: Professional experience, teaching philosophy and purpose of HE 
2.Motivation to teach 
3.Contemplative practice in your professional role 
4.Contemplative practice in your personal life 

 
1. But first: Understanding the context 

• Please introduce yourself by indicating your title/position, your academic field, how 

long you have been teaching in higher education (where/when). 

• Please describe your teaching philosophy/style approach? 

• What are universities for? (a common’s - shared space of exploration, communal 
un- privatised)? 

• Does the university strategy inform your teaching philosophy/approach? 
 

2.Self Determination Theory-basic needs 
 
Motivation 
Do you feel motivated to teach at this university? 
Probes…. 
What affects your motivation to teach your specialist subjects at this university? 
How does your motivation affect your teaching? 
 
Autonomy 
To what extent can you teach the way you want to teach? 
Probes…. 
What makes you feel that you have control over your teaching? 
How does it affect your teaching/motivation? 
What choices, in terms of teaching are provided by the administration? 
How does that affect your teaching? 
What other choices might affect your teaching? 
 
Competence 
To what extent do you feel confident about different aspects of your teaching? 
Probes… 
-subject matter 
-delivery 
-classroom management 
-How do you understand that you are competent in your teaching? 
-Does your feeling of competence affect your motivation at work? 
 
Relatedness 
How do your relationships with colleagues affect your teaching? 
What is your perception about the environment in terms of relationships? 
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3.Phenomenological experience: How have you experienced 
Contemplative practices in your professional role? 
Probes… 
Can you tell me in your own words what contemplative practice is? 
How do you understand the term “Mindfulness”? 
How did you begin using contemplative practices in your teaching?  
What challenges have you encountered when introducing contemplative practices to your  
teaching?  
 
What contemplative practices or activities do you engage in while teaching?  
Can you give me a specific example or tell me about a recent time when you used 
contemplative practice in a class?  
Can you describe what happens when you practice? 
What is your experience after practice? How do you feel / think...? 
To what extent do you believe the practice has enabled you to develop your level of 
mindfulness? 
(How?) 
 
How do students respond to these practices? 
Do you know of other faculty who engage in some form of contemplative practice?   
How often would you say contemplative practices come up in conversations with 
colleagues?   
Do you feel supported to practice contemplative practices at your institution?  
 
Can you tell me about a memorable experience of contemplative practice in your class 
[for you personally, why]? 
What does it mean for you professionally? 
 
Have you experienced or observed anything that has had or could have bearing on 
teacher/student growth and development and on the culture of the larger institution 
itself? 
 
General observations, thoughts, feelings before we move to the last section. 

4.Personal life: What has been the personal impact of the practice on you? 
Probes… 
Do you incorporate contemplative practices into your own life? 
How does it affect your way of being in your personal life?  
How has it made a difference to you? 
Has it made a difference to the way others see you? 
What would friends / family/ colleagues say and notice about you because of the 
practice? 
What has changed for you personally because of the practice? 
Has it made a difference to how you see yourself / know yourself? 
 
Professional/Personal Practice: 
How will you continue your practice going forward? 
 
Thank you! 
Stop the recording. 
Discuss and issue the participant debrief. 

Explain next steps and any other comments. 
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Appendix D - Basic Psychological Need Satisfaction – Diary Version  

 

This diary has been adapted from the Basic Psychological Need Satisfaction and 

Frustration Scale (Chen et al., 2015).  

My Daily Experiences 

Please think about the experiences you had today. Please comment your feelings and 

thoughts on some or all of the topics below. Please add any additional comments or 

topics as you feel inclined. 

 

1. Today I felt a sense of choice and freedom in the things I undertook. 

 

2. Today I felt disappointed with many of my performances. 

 

3. Today I felt that people who are important to me were cold and distant towards me. 

 

4. Today most of the things I did felt like “I had to”. 

 

 

5. Today I felt confident that I could do things well. 

 

 

6. Today I felt that my decisions reflected what I really wanted. 

 

 

7. Today I felt connected with people who care for me, and for whom I care. 

 

 

8. Today I felt excluded from the group I want to belong to. 

 

 

9. Today I felt forced to do many things I didn’t choose to do. 

 

 

10. Today I felt capable in what I did. 

 

 

11. Today I experienced a warm feeling with the people I spent time with. 

 

 

12. Today I felt insecure about my abilities. 
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