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Abstract
Generic academic support needs of modern-day students entering the world of university include, increasingly, those of their emotional well-being and pastoral care. Amid significant concerns regarding student mental health in HE, little attention is being paid to who, and what supports the teacher encountering their students’ emotions, or indeed, if teachers themselves require emotional support during their initial teacher training, and beyond.
This qualitative study is unique and distinctive in its combined focus on staff perceptions of their psychosocial experiences and support mechanisms during their own journeys as teachers, and training to become teachers. An intimate exploration of nine teachers’ stories in their own words, in a two-part semi structured interview with a narrative focus process, teachers were invited to reflect upon the psychoanalytic concept of “holding” (Winnicott, 1965, pp.43-44), the use of reflective practice and its role in their supportive web, and to reflect upon their own lived experiences of teacher training and teaching praxis.
Findings indicate that key to HE teachers’ “holding” (support) were both reflective dialogue with self-selected, trustworthy “critical friends”, and the early embedding of reflection in initial teacher trainings. Furthermore, it was the relationship with a method, theory, teacher trainer, mentor, colleague, partner and even a cat that “held” them in their learning journeys and teaching praxis. There were consequences when participants, specifically adult returners experienced inadequate holding during teacher trainings: they were thrust into a hero’s journey and having to navigate unknown territory with few tools at their disposal.
This thesis contributes to knowledge in the field of education by viewing teacher support from a psychosocial perspective and utilises a depth pedagogy conceptual framework to understand the lived experiences and support needs of HE teachers, the tools they utilised and required to navigate an ever-changing HE landscape, and the importance of the university system exercising and reflecting upon an ethic of care (Noddings, 2002) for their emotional needs.
Keywords: Archetypes; ethic of care; fairy tales; higher education; holding; mental health and well-being; reflective practice; resilience; stories and storytelling; university context.
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The Journey to Ithaka 
          	 			
As you set out for Ithaka 
      			        hope the voyage is a long one, 
 			    full of adventure, full of discovery. 
      			            Laistrygonians and Cyclops, 
       			  wild Poseidon - don't be afraid of them: 
    		           you'll never find things like that on your way 
  		          as long as you keep your thoughts raised high, 
      			            as long as a rare excitement 
                                                  stirs your spirit and your body. 
[bookmark: _Hlk214704296]       	                                      Laistrygonians and Cyclops, 
     		            wild Poseidon- you won't encounter them 
   		         unless you bring them along inside your soul, 
  	                      unless your soul sets them up in front of you.
                                        Ithaka gave you the marvellous journey. 
              Without her you wouldn't have set out. 
  She has nothing left to give you now. 
              And if you find her poor, Ithaka won't have fooled you.
   Wise as you will have become, so full of experience, 
           You'll have understood by then what these “Ithakas” mean.
 
(Cavafy, 1992) 
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Preface







     D.H. Lawrence’s First Lesson: The Apple
Let the apple be X: The Elements of Algebra Book 1

Dear student, you have my permission.
Create a revolution, if you must,
But only for the fun of it; not for social class,
Nor cash. And, whatever you do,
Continue to resist the text.
Do not let the apple be X.

Now clear away your books. 
As I place this apple on your desk
Look at its freckled skin.
Observe its mellow creases, its curving lines.
See with your own clear eyes
The beauty of its blemishes.

Now touch its gloss and sheen.
Next taste the flesh, sense Autumn on your tongue,
The sourness vying with the sweetness:
            A long white second of communion.
This is what you know, and this is best.
This is the Alpha and the Omega -

Before the little X.

		
(Peter Abbs, 1995, Personae and Other Selected Poems, p.13)
2







Chapter One: The Exposition







Chapter One: The Exposition
[bookmark: _Hlk124065234]
Assimilating others, through storytelling and story listening, facilitates integration and wholeness, health, and well-being of the individual and of the greater group, and the framing of a more adequate and more complete worldview.
									(Braud, 1998, p. 46)

Introduction
The exposition serves as an aperture story (Pinkola-Estes, 1992) offering the reader a brief insight into the themes explored in the chapters that follow. By framing the introductory chapter in this way, the intention is to prepare the reader for the journey ahead that will soon be traversed in greater depth. This chapter introduces a psychosocial enquiry of teachers’ storytelling about their lived experiences within the context of teaching and learning to teach in a university setting. The research adopts an experiential and reflective approach using the research instrument of semi-structured interviews with a narrative focus. 
As a practicing depth psychotherapist, I embarked on a journey to discover something very important: real stories about teaching and the process of learning to teach that reflect the complexity and richness of teachers’ firsthand experiences. In the research tale about to be told, I intend inhabiting the apertures within the literature, participants’ stories and the context to actualise (Maslow, 1943) the stories I hear. The term actualisation was coined by Abraham Maslow (1908-1970) to denote a process of personal growth and potential. Actualisation is the product of a journey that Carl Gustav Jung (1875-1961) refers to as individuation (Jung, 1953): a journey of integration that incorporates a reflective stance. A reflective stance enables and creates deep insights into the work “by inhabiting the work as one might take up dwelling in a house” (Romanyshyn, 2021, p.11) and facilitates the framing of a more complete worldview (Braud, 1998). Intentionally polyvocal, reflections will incorporate stories from contemporary and historical scholarship and literary sources in an overarching individuation story. 
[bookmark: _Hlk219287734]Beginning with introducing the research framework, the aims, research questions and context are then described in brief. Thereafter, some of the theoretical influences that informed this study are explained, followed by the design. Thereafter, personal motivations explain how the research trajectory came into focus. The prospect of emotional dynamics and dimensions in education is explored followed by considerations of how reflective practice might constitute potential support or “holding” (Winnicott, 1965, pp.43-44) for teachers. Following an overview of the structure of the thesis, I explain the rationale for this research which is inextricably bound in the tale behind why I embarked on this journey. 
The research journey framework
[bookmark: _Hlk151564234][bookmark: _Hlk211237524]At the beginning of a fairy tale the protagonist, cursed and cast out, must journey to the farthest reaches before arriving at their destination (Solnit, 2013). Much like a hero in a fairy tale, the researcher is living a seemingly ordinary life until something stirs, and the balance of their current positionality is interrupted. This results in the researcher setting out on not only a hero’s journey of discovery, but a quest (Campbell, 1949) during which powerful forces are encountered “and a decisive victory is won: the hero comes back from his mysterious adventure with the power to bestow boons on his fellow man” (Campbell, 1949, p.23). In a quest for new knowledge powerful forces such as dragons and witches are encountered and a support structure was needed to hold these “fabulous forces” (Campbell, 1949).  I am therefore signposting the reader to a four-part way station framework (Cashdan, 1999) drawn from folklore of The Crossing, The Encounter, The Conquest and The Celebration utilised to hold the researcher, and that which is being researched. This framework was both a choice and a calling (Booker, 2004; Hillman, 1996) to hold the varying relational and power dynamics that emerged. 
A protagonist in a tale often becomes a hero through a process of individuation (Jung, 1953) which is facilitated by a fairy godmother or a fortuitously positioned woodcutter figure. In my view the participants in this research tale are the heroes and fairy godmothers who were committed to actualising their students and making them heroes of their learning. “Teachers are heroic people, doing heroic work, often against enormous odds” writes Mayes (2007), “who need to be supported in their vital mission of nurturing students not only academically but also emotionally and spiritually” (p. 16). By conducting this reflective, empirical and experiential research, I am affirming the teacher-protagonists-participants and providing nurture and support for future generations of students. 
Aims 
The overarching aim of this research is to explore psychosocial experiences at the heart of learning and teaching in higher education (HE) and support mechanisms that might be required for the same. An in-depth exploration through narrative methods, this study will explore lived experience stories of higher education (HE) teachers as they reflect on emotions, reflective practice and support. From a depth pedagogy perspective, I offer a theoretical and experiential response to this exploration which is detailed in the ensuing methodology and analysis chapters (Chapters Three - Five).
Teacher support constitutes “an ethic of care” (Noddings, 2002, p.13) within the teacher’s praxis, and includes self-care, care for their students and the emotional dimensions of teaching and learning. By researching support provision, the teacher might be assisted in managing their own emotions and those of their students more effectively in the changing learning and teaching context. It is anticipated that the findings might provide a greater understanding of the need for supporting teacher well-being. Well-being incorporates support mechanisms for the emotional dimensions of teachers, teaching, and learning. Without well-being mechanisms in place, a “facilitating environment” (Winnicott, 1965, p.223) that supports growth, any social and emotional learning for teachers and their students may be compromised. 
According to child psychoanalyst D.W. Winnicott (1896-1971), support is “holding” (Winnicott, 1965, pp.43-44). As an initial working definition, holding is a metaphorical embrace which mirrors the process of mothering (Liedloff, 1975/1986), of being held with care by a nurturing container, be it a person or concept which results in an individual trusting the self, and the world. One of the objectives of this study was to discover if other teachers might concur with holding requirements for themselves, and their students. To aid in this discovery, it was important to anchor and align the research questions and aims of the study. After many iterations, definitive questions and aims were reached through a process of reflective dialogue with my research supervisors. The final version (Table 1, p.22) aligns experience, feelings, understanding and meaning, the very essence I am seeking to capture when interviewing my participants: 

Table 1: Research questions and resultant aims

	Overarching research question: What are the lived experiences of HE teachers? 


	Research questions

	Resulting Research Aims:


	1. [bookmark: _Hlk215902242]What are the experiences, perspectives, and reflections of HE teachers on their teaching, and teacher training journeys?

	1. To identify HE teachers’ perspectives of their emotional wellbeing and support mechanisms during their teacher training, teaching praxis and in their teaching environments


	2. What role does reflective practice play in the teaching practices of HE teachers?


	2. To understand how and if HE teachers utilise reflective practice to manage and process their emotions


	3. How can HE teachers make use of Winnicott’s concept of holding?

	3. To explore whether the concept of holding drawn from Winnicottian theory provides enhanced awareness of support and reflective practice for HE teachers 




The context
[bookmark: _Hlk213069220]In a fairytale, the story’s location is often denoted as far away, leaving the reader making their own assumptions about the culture, topography and history of this mysterious place. In this research story the context will be briefly named and await a more in-depth explanation in Chapter Two. Suffice to say that this study is situated within the contemporary tertiary educational context which finds itself in a transition of systemic change beyond its own carefully constructed mental map (Hunt, 1998), and image. The territorial map of the university, one of a “conserver and reproducer of knowledge” (Lu and Etzkowitz, 2008, p. 15), is transmuting into one where it plays an active role in securing its competitive and fiscal advantage (Zott et al., 2011). The operational, functional, and cultural shape of the public landscapes of universities is changing, indeed feminist scholar Rebecca Solnit (2019) believes the wider public landscape is undergoing a transformation. Amid changes in the higher education kingdom, all subjects are having to adapt to some uninvited subjects that are psychosocial in nature: the mental, emotional and social domains of life (Suttie, 1922).  I suggest these uninvited guests require more focused attention. 
The incorporation of psychosocial aspects across all sectors of education is gaining traction (see Chapter 3), and scholars such as Ecclestone and Hayes (2009) believe such therapeutic trends are dangerous and undermine “the once highly prized critical faculty of the mind” (ibid., p.87). I read dangerous to mean the purity of scholarship is being contaminated. In seeing psychosocial aspects through a lens of infiltration, scholarship may be, in principle, returned to its ivory tower (Skowronek and Lewis, 2010) and retain its positivist leaning. However, such intellectual cleansing gives rise to ethical concerns about responsibility for, and inclusivity of, mental, emotional and social elements in learning and teaching (Suttie, 1922). I am concerned about the emotional safety and well-being of the teacher who might be the unwitting host of uninvited guests of the psychosocial realms, aspects to which the university may not be particularly attentive. These very matters, and how emotions matter, will be explored in depth in chapters Two -Three.
Theoretical influences
This research is informed by key theories and processes in pedagogy that incorporate the emotional realms of teaching and learning such as Social and Emotional Learning (SEL) and the Social and Emotional Aspects of Learning (SEAL), initiatives that were introduced into mainstream public education by the Department for Education and Skills (DfES, 2005). Recipients of these 20-year-old initiatives are potentially the younger students arriving at our universities today. Underpinning the SEL and SEAL approaches is the belief that emotion, cognition, and learning are interdependent and socially/relationally formed (Boyer, 1990; Brendtro et al., 1990; Greenberg and Black, 2022; Perry, 1996).  These elements feature in student learning and the teacher’s teaching practice. 
Beyond teaching initiatives, key thinkers in the field of depth psychology and depth pedagogy are drawn upon throughout this research. Jung (1959), Winnicott (1965) and Mayes (2007) support the notion that emotions are an integral aspect of learning and learning to learn, and that learning is a relational process (Chapter Three). Further significant protagonists informing the work are key thinkers in the reflective dimensions of education such as Dewey (1933), Schön (1983), Brookfield (1995) and Boud (2006). 

Research design 
This is a qualitative study comprising two semi structured interviews with a narrative focus conducted with nine research participants recruited from three universities in the UK.  During this study lived experience stories of participants as beginning apprentices (Stoltenberg and Delworth, 1987) and post their teacher training were gathered. Drawn from supervision models that provide support for psychotherapists and counsellors, the term “beginning apprentice” refers to the trainee and acknowledges the need for support during their journey of learning to practice.  
The researcher’s exposition story
Brookfield (1995), an advocate of transformation and reflection in pedagogy, states: “We teach to change the world” (p.1). If I am hoping to locate new knowledge and insights that change the domain of pedagogy, I feel a responsibility to prepare the reader for an entry into the world of my research. To this end, I explore the place where this research story begins. 
As a newly appointed Visiting Lecturer (VL) on a psychotherapy programme in HE, I encountered an entrenched political culture in the department. Replete with nepotism, teaching staff comprised teachers who had completed their psychotherapy training within the very same department at the university. Staff largely flouted university policies that, in principle, governed the department. Tutors were implicitly expected to adhere to a narrative of an invisible fabric of loyalty (Boszormenyi-Nagi and Spark, 1973) and be complicit in the flouting.
Ironically, in a discipline that focuses on personal change, teaching staff rigidly adhered to an exacting psychoanalytic tradition and any suggestion for change was met with hostility, Mirroring the findings of a systemic study conducted by Menzies-Lyth (1960) in an NHS hospital setting, ubiquitous anxiety was identified among the nursing staff within a system identified as resisting organisational change. One of the mechanisms of resistance within the system was bullying (ibid.). A study dating back as far as 1960 is a stark reminder of the perennial nature of a fear of change that permeates systems, and of what Solnit (2019) refers to as “regressive raging in the centres of power” (p.169) which keeps the hierarchical power balance alive.
My struggle in this clime was amplified when I was the first, and only VL in my department to answer a call from the Human Resources department directing all lecturers to attend an in house Post Graduate Certificate in Higher Education (PGCHE). By complying to a wider university policy, I believe I became a threat to the departmental political system: “Just as the poet is a menace to conformity, he is also a constant threat to political dictators. He is always on the verge of blowing up the assembly line of political power” (May, 1975, p. 73). I interpret the poet as one who creatively embraces change. By being creative in my development, there were consequences. Experientially, I suffered a moral injury (Hibbins, 2020) in a systemic culture based on coercion versus exclusion (Beale, 2021) which bore witness to morally injurious behaviours (ibid.).
A series of (un)fortunate events
[bookmark: _Hlk213934773]In direct contrast to these hostilities, whilst a PGCHE student I experienced a strong sense of acceptance and positive regard (Rogers, 1957) from teachers and students alike. The tutors fully embraced and embodied SEL principles and relational depth (Rogers, 1957) by modelling inclusivity, welcoming emotions and encouraging the independent thoughts and voices of their students. Comprising an eclectic mix of students from all departments across the university, in this facilitating environment I felt at home, welcomed, creatively fed and challenged.
Drawing heavily on Brookfield’s (1990) critically reflective theory and lenses, the course prompted students to think about and reflect deeply on teaching process. This included examining hidden drivers in the self, the classroom and educational policies. By shining a light on the unseen but felt political dynamics in teaching, the subject of power abuse in educational systems stepped to the fore. I was unprepared for this journey, and the shadow side (Jung, 1953) of unearthing these “poisonous pedagogy” (Miller, 1987, p.59) dynamics. Already feeling like a refugee in my department, I became aware that I had adopted a position of “wilful forgetting” (Solnit, 2006, p.47), a denial of my homeland of relationality and creativity, in order to accommodate the native prevailing trends of the dominant paradigm (Freire, 1970; Memmi, 1965). I felt vulnerable, and I was not alone.
The entire PGCHE cohort reported experiencing anxiety due to their teacher selves being expanded and deconstructed, and most students reported not understanding how to reflect upon and integrate changes to their identities.  From an initial cohort of 25 students only five of us passed the course first time. Post completion, the course lead affirmed that the course aimed to deconstruct the teacher self and establish a transformed teacher identity. Depth psychologist Romanyshyn (2021) considers deconstruction to be “a descent and a dismemberment” (p.52) which is a natural consequence when a researcher is in service to the love of the work. Seen from a teacher development standpoint, ironically, in our love for our work, and desire to improve our practice and experiences for our students, our teacher identities were being dismembered, and our emotional well-being was being compromised. We were all veritable Snow Whites (Grimm and Grimm, 1869) being bent out of our familiar shapes; we were being individuated and actualised to fulfil our potential.
A strong proponent of transformative learning, hooks (1994) states: “Teachers must be actively committed to a process of self-actualisation that promotes their own well-being if they are to teach in a manner that empowers students” (p.15). I read self-actualisation to be a critical self-examination process for personal growth, and it has consequences when the accepted givens of reality are probed “to reveal the inequities and oppression that lurk underneath” (Brookfield, 1995, p.87). Brookfield (1995) highlights that the act of learning is immersed in cultural, psychological and political complexities which are complicated by relational dynamics of power meaning that “teaching can never be innocent” (p.1). The implication of engaging in critiquing these dynamics carries with it a risk of committing “cultural suicide” (p.235), a dangerous position. 
[bookmark: _Hlk148689745]A forewarning of emotional consequences when being awoken to ideology critique was missing during the PGCHE training; this was a chasm that most of us fell into blind. According to depth psychologist Mayes (2020) it is irresponsible neither to attend to the psychological consequences of the transformational classroom environ, nor to help teachers learn to teach “in a therapeutically wise manner” (p.124); therein lies a crack. Boyce-Tillman (2000) states: “It is from the cracks that the healing music comes, and unto which it goes” (p.282) and it was a “community of congruence” (Palmer, 1998, p.174), a self-selected learning support group that provided the healing music in the form of “holding” (Winnicott, 1965) to mediate the emotional consequences of being a critically reflective learner. 
People, people who need people
A strong feature of the learning support group was an implicit “capacity for concern” (Winnicott, 1963, p.74) for each other’s welfare. The group was about people, and our philosophy was rooted in care. According to Anderson (2007) philosophy involves continual analysis, enquiry and reflection with both the self and others: “It is not about finding truth, scientific or otherwise, nor is it about objects or things: it is about people” (p.44). The group was deeply relational, caring and sensitive and provided a secure base (Bowlby, 1988) during the self-actualisation process. Support came from an open acknowledgement of our experiences which served to process and counteract obstacles encountered on our individuation journeys and enabled each member to move towards integration. Reflections with a teacher at the University of Sheffield curious about the features of this group (Schultz, 2021) left me considering its nature. The group was deeply reflective, relational, and “held” each member. We were willing to listen to each other’s stories and embodied an ethic of care (Noddings, 2002) for each other and our teaching praxis. 
[bookmark: _Hlk123386931]The trust engendered by the group members and their willingness to share and “bestow boons” (Campbell, 1949, p.23) of their learning to benefit all members was nothing short of heroic. Mayes (2007) considers teachers heroic, and I believe the heroism of teachers can only fully come to the fore when the environment is trustworthy, authentic and caring. Furthermore, where genuine care and a capacity for concern (Winnicott, 1963) are present, power struggles and politics have no anchoring point. Reflections led me to consider that, with differing ethnicities and being in different departments, personal and professional conflicts of interest were minimised which contributed to the development of a culture of inclusivity and acceptance. It was from this holding culture that the stirrings of an impending research pathway began to emerge. 
The awakening of the research trajectory
My interest in conducting research arose from exposure to a university administration resistant to change which I liken to a fixed caste system: “The hierarchy of caste is not about feelings or morality”, writes Wilkerson (2020), “it is about power- which groups have it, and which do not” (p.17). Whilst processing these power dynamics with my psychotherapy teaching supervisor, he commented that I tended to help others find their gold, and posed the question: “When are you going to find your own gold?” (Schultz, 2020). This comment sparked a quest to find my own gold. Some three weeks later I applied to be an EdD student at the University of Sheffield to research teacher support in HE as a line of enquiry. 
[bookmark: _Hlk123993072]During the EdD journey I encountered critical scholars such as Horkheimer (1875-1973), Adorno (1903-1969, Habermas (1929-1923) and Fromm (1900-1980), members of the Frankfurt School, and further activist scholars such Freire (1921-1997), hooks (1952-2021) and Samuels (1993) who were forging new pathways amid power inequities. Mirroring my epistemological beliefs of equity and inclusivity, these menaces to conformity (May, 1975) encountered attempts to silence their narrative of transformation.  Reflecting on these agents of change made me more aware of my psychosocial responsibility as a teacher. My recent lived experience of the lack of preparation for the emotional and political realms of teaching and learning alerted me to a search for teachers’ well-being in the literature and scholarship. This search unearthed the lack of a mediating mechanism to mitigate encounters and dangers in learning and teaching in a HE system. The search also highlighted the potentially mediating function and role of reflective practice. 
[bookmark: _Hlk151567284]Reflections led me to consider direct correlations between my latter experiences as a teacher and student, and my positionality as a psychotherapist. Professionally I am well versed in reflecting and garnering emotional support from emotionally aware individuals to mediate any emotional challenges I experience. Another correlation is the hero’s journey of individuation. To journey is to set off, construct, change and arrive (Beard and Wilson, 2002) and is a process that contains “all the important conceptual ingredients to generate powerful experiential learning” (p.7). The hero’s journey can benefit the researcher, the student of pedagogy and stakeholders to bestow well-being boons on their fellow man (Campbell, 1949). 
The structure of the thesis
The waystations of The Crossing, The Encounter, The Conquest, and The Celebration (Cashdan, 1999) headline the chapters. Chapter Four, The Magical Tool, breaks from this sequence slightly by providing a description of the methodology utilised in the study. Table 2 sets out the chapters and a description of their contents: 
Table 2: Description of chapters and content
	Chapter headings
	Content description

	Chapter Two: The Crossing
	This chapter explores in more detail the situated context of teaching in HE and incorporates the political history of HE, and procedural changes in its function. Examining the marketisation paradigm in universities, this chapter forefronts a critique of contemporary changes to the operational function of the university and how these impact teachers, teaching and learning. Psychosocial and emotional factors that affect/effect the student-customer and the institution are explored in detail, and how and if the university system is prepared for these factors

	Chapter Three: The Encounter
	This chapter provides a review of literature on emotions in teaching and learning, how and where psychoanalysis features in teaching, and the history and current positionality of reflective practice in teaching and learning to teach. Any gaps in the scholarship will be identified. Towards the end of the literature review these gaps then frame a proposed conceptual framework of depth pedagogy to shine a light on teacher affect and management 


	Chapter Four: The Magical Tool
	This chapter comprises a justification of the qualitative methodology utilised in this study, the methods used for participant recruitment, and the research instrument of semi-structured interviews with a narrative focus. A Braun and Clark (2006) thematic analysis framework is applied to the analysis of data collected

	Chapters Five - Eight: The Conquest
	This chapter explores and discusses the findings and analysis of the participants’ interviews with reference to the literature and introduces further literature arising from the findings. Chapter Eight focusses on the wider landscape beyond the individual findings in chapters five -seven


	Chapter Nine: The Celebration
	This chapter draws together the overall findings to see if the research questions were answered and the aims of the research achieved. Furthermore, it comprises critical reflections arising from the research, identifies limitations to the study and provides recommendations for future research and practice




Finding adherence to scholarly writing somewhat dry, personal reflections will follow each chapter to bring some creative moisture to the mix, add meaning to the research and allow the researcher and reader to pause and reflect on the journey thus far. These pauses allow the researcher’s lived experience stories to breathe and provide a space to process their tasks. One such task is to develop “binocular vision” (Bion, 1975, p.82), that is to be able to view multiple stories and reality from multiple standpoints, or “vertices” (Bion, 1970, p.83) and I believe reflective stories aid in this process. These stories are not prescriptively written, and I exercise poetic licence by using theory, children’s literature and fairy tales, and anecdotal stories as a springboard for reflection.
Rationale 
This research is not a myopic and reductive tale-telling exercise (Reid and West, 2011)  intended to apportion blame to the HE system. It is a telling of participant-protagonists’ tales about their positive and negative lived experiences of the HE system, and the amulets and donors that supported them. As such this is a “springboard story” (Denning, 2004, p.5), one that realistically envisages a change that might be successfully implemented, and which might also encounter resistance. The research journey did not shy away from potential obstacles encountered which were reflected upon and viewed as an essential part of the individuation of the research. 
As a foreshadowing of the research findings, I would like to enable future educators to safeguard themselves against any “darkocracy” (Fleming, 2021, p.51) which I read as difficult dynamics that cause anxiety in pedagogic discourse and practice. As an ethic of care (Noddings, 2002), the hope is that knowledge and understanding of emotions and their role in the teaching and learning process might enlighten teachers, policy makers and stakeholders to improve teaching practices and support mechanisms for HE teachers. My argument is not for therapeutic practices to dominate pedagogic discourse, but for the Winnicottian concept and practice of holding (Winnicott, 1965) to be considered in the future. 
The researcher embarks on a journey which can be likened to that of a rite of passage. In the Anglicised version of the term “rite de passage” popularised by ethnographer van Gennep (1909), an individual leaves one group in society and enters another, and their positionality and status thus changes. Rites of passage traditionally require rituals, and the writing and telling of this story is the ritual of wilfully remembering occluded, unheard lived experience stories of teachers’ emotional homelands. The story yet to be told is not without fears or conflicts, and I feel it prudent to highlight there were systems in place to safeguard the researcher and the research (see Chapters Three and Four).
Having shone a preliminary light on the nature of this research, I shall leave the reader with the words of scholar, storyteller and Jungian psychoanalyst, Pinkola-Estes (1992), who believes in the didactic and healing ability of stories and storytelling in the face of encountering dragons:
both within and without, there is a force that will act in opposition to the instincts of the natural Self, and that malignant force is what it is. Though we might have mercy upon it, our first actions must be to recognise it, to protect ourselves from its devastations, and ultimately to deprive it of its murderous energy. 
(Pinkola-Estes, 1992, p.46)
















Reflections 

According to Frosh (2010) people are “meaning making machines” (p.209) who use ideas to create themselves and bring meaning to their lives. This notion is vividly illustrated in the context of traditional fairy tales where the hero embarks on an essential journey of meaning making to transcend their initial naivety. Often, a serendipitous tour guide appears to support this process and aid the hero’s transformation.
During an online Life Academic Conversation event (Women’s Professionals Network, 2021), Amaka C. Offiah shared her experience of entering academia. She recounted facing racist comments, daily micro aggressions, and unspoken social codes which made the path to becoming an academic torturous. Offiah emphasised the importance of mentorship stating: “We all need mentors, even at this level. It really matters - who you know and who is backing you” (ibid.). She recommended exercising discernment when choosing a mentor, ideally someone in a similar academic field but in a different discipline.
Throughout my time as an EdD student, I actively sought support from various tour guides. The final support group standing was a WhatsApp group. Recently, a deeply creative member of this group shared an advisory warning. Close to submission, they admitted to loving their work but hating the thesis. Deeply impacted by my colleague’s story, I took it to research supervision to process (Schultz, 2025). I speculated that my colleague’s comment was a reaction to the rigid nature of the doctoral journey that can stifle creativity. I empathised, recognising how adhering to strict scholarly conventions distorted the original ideas and stories I wished to tell, leaving them devoid of passion, eros and agency which left me feeling bent out of shape at times. In response, my supervisors suggested incorporating a reflective piece between the chapters to maintain my love, passion, and creativity throughout the process.
Reflective stories offer a way to let both the research and the researcher breathe between the formal conventions of academic writing. For me, researcher reflexivity serves as a means of embracing creativity, challenging the myth of researcher neutrality, mediating power dynamics and protecting both the researcher and the research from bent-out-of-shapeness. In this sense, reflexivity acts as “fairy godmothering” within the research process.
Whilst contemplating the role of stories in my professional, research, and personal life, out of nowhere, yet out of somewhere, the tale of “Goldilocks and the Three Bears” came to mind. In Southey’s original version (1837) an old woman invades the home of three bears and finds three bowls of porridge -  one too hot, one too cold, and one just right. In the “dialectical three” (Booker, 2004, p.229) sequence in storytelling, the first option is wrong in one way, the second is the opposite and the third, the middle path, is the way forward and “is of extraordinary importance in storytelling” (ibid., p.233). Achieving a story that is “just right” involves balancing the tension between what is known and unknown and forging a pathway between opposites. This thesis aims to discover an untrodden middle path using reflection as both a guide and a facilitator.
In Southey’s version, the bears are portrayed as benign and kind, while the old woman is depicted as invasive and mean. After her misdeeds are discovered, she escapes through an open window leaving the reader to wonder about her fate - whether imprisonment or a fatal fall (Southey, 1837). An earlier handwritten version by Mure (1831) depicts an even harsher outcome: the bears punish the old woman by attempting to burn and drown her and ultimately throw her off the steeple of St Paul’s Cathedral (ibid.). Whenever an untrodden path beckons, whether in a fairy tale or a research tale, there exists the potential for creativity and growth, as well as hidden dangers for the hero such as the risk of being scalded by someone else’s carefully guarded porridge. When reflecting on my position as a neophyte researcher (Schultz, 2025a) I realise that whether the bowl of porridge is “just right” is a matter of taste. A reflective researcher introduces new flavours and tastes to the research rendering them an invader of the known territory, and there may be consequences.
The next chapter explores whether cognition, emotions, reflective practice and the university can work collaboratively, or if they might instead clash, leading to adversarial battles where one or the other is metaphorically “cast aloft from St Paul’s churchyard steeple” (Mure, 1831/2010, p.30). Thus, the hero’s journey begins…








Chapter Two: The Crossing











Chapter Two: The Crossing

Introduction
This chapter provides a miniature literature review of the university landscape. The context in educational research provides a wider understanding (Wellington, 2015) by situating the subject to be explored in its present and historical context. The subject central to this enquiry is the teacher, and I shall be exploring if changes to the culture and operational function of universities give rise to challenges for the teacher. This exploration is deemed to be entirely relevant as these changes impact the culture, the people serving the university and the recipients of the service, the students. By providing a contextual “thick description” (Korstjens and Moser, 2017, p.275), I am setting the scene for capturing the lived, experiential realities of my impending participants (Chapters Five -Eight). 
The Crossing
The Crossing is an intrinsic element of the most primitive form of narrative by oral tradition, the fairy tale, whereby the protagonist, here the researcher, finds himself/herself on the threshold of unchartered territory. The Crossing chapter serves to anchor the context and facilitate the conditions for exploration of the shaping of the materials of lived experience (Greene, 1995) that are to follow in the ensuing chapters. 
The university over time and space
This section begins with an understanding of university spaces and then moves towards historical specifics thus tracking any changes over space and time. Universities are considered vibrant, dynamic spaces that change through new discoveries, critical thought and intellectual challenges (Kok et al., 2008). When considering the space of places, Lefebvre (1974) believes it is important that universities create a unitary theory of physical, mental and social space, a science of space. I prefer the term “lived space” (Temple, 2009) that encompasses personal, symbolic and cultural values that leave room for “individual beliefs, feelings and memories” (ibid., p. 225). 
Universities create lived spaces for knowledge to be created and for “daring pedagogies” and “imaginative pedagogies” (Barnett, 2005, p.7) to take root, and flourish. The university provides a space for students to realise and authenticate themselves in worthwhile ways (Barnett, 2011), to self-actualise (Maslow, 1943) and be “called forth, called out of themselves, to give of themselves in unfamiliar and stretching circumstances” (Barnett, 2011a, p.9). Through teaching, individuals are able to actualise thought-provoking developments (Kok, et al., 2008), engage in research during a process of digesting knowledge and embrace alternative perspectives (Barnett, 2011). The university provides teaching and is also a space and place where scholarly research and learning prevail (Bowden and Marton, 1998). 
The Robbins Report (Committee on Higher Education, 1963) sets out a continuity of vision of higher education establishments being not only places of teaching and research, but of being communities of scholars, teachers and students. The learning university (Bowden and Marton, 1998) is for scholars and students alike a place of community to learn about the self, scholarship and the world within the broader community of the university (ibid.). Historically this community comprised collegial, dynamic and relational places and spaces, primary sites for social reproduction where values are cultivated and fostered. Universities of old were largely autonomous and afforded academics and students unfettered academic freedom that facilitated flexibility of debate, discussion, learning and teaching (Dopson and McNay, 2000) in an insulated, conceptual domain: the field of higher education (Bourdieu, 1988). Collegial approaches to the university were the norm in older sites such as Oxbridge where hierarchy and bureaucracy took second place to intellectual freedoms and inquiry (Deem et al., 2008). 
As intellectual and discursive spaces (Barnett, 2005) the “collegial university” (Kok, 2008, p.228) fundamentally contributes to wider society with a compelling moral purpose of being of service: “We are not just collections of loosely affiliated persons with convergent or conflicting interests, but institutions that make a difference in the world” (Keohane, 2006, p.2). Not only can the university make a difference in the world, but teaching and learning in higher education is a way of interacting with the world (Biggs, 2003), relationally.  Although arguably a fanciful observation, by passing forward their community-created knowledge the collegial and learning university mirrors the hero archetype. Ideologically the hero is intrinsically good, fights for the underdog and altruistically shares his acquired treasures and learning with others (Campbell, 1949). The good hero archetype belies the darker sides of human behaviour such as jealousy, pride, stubbornness, competitiveness and arrogance, the shadow side of the hero, which the traditional collegial university no doubt housed, and hid.
All change
In recent times, the field of the university is no longer a field of its own. External, structural changes imposed on universities over the last 50 years have had an impact on their “architecture”, “shape”, “space” (Barnett, 2005, p.2) and “borders” (ibid., p.3). Previously clear and delineated, these borders are becoming fuzzy.  For example, decisions about which academic freedoms to afford are no longer decided by administrative elite committees or elderly scholars; politics, the economy and students have a say in its governance (Barnett, 2011; Ferlie et al., 2003; Fleming, 2021; Neave, 2006). I argue that some of the operational factors brought to bear on universities in recent times have catalysed a shift in how the sector is managed and governed and are changing their space and function. As we shall now discover, a neoliberal shift towards a marketisation and managerialism paradigm impacts the policies, function and cultural resonance of the university system. 
The neoliberal market
[bookmark: _Hlk219294066]The term neoliberalism became prevalent in the 1960’s and is associated with policies of deregulation, globalisation and reductions in government spending with the aim of privatising the economy and society (Springer et al., 2016). During the 1980’s a neoliberal discourse was furthered politically by economic policies introduced by Thatcher in the UK and Reagan in the US. With reference to the HE sector, the neoliberal Zeitgeist was strengthened by funding cuts and a more streamlined funding from government sources which forced universities to seek alternative funding (Mohrman et al., 2008).  In the UK, the Dearing Report (Dearing, 1997) and Browne Review (Hubble, 2010) were commissioned by government and resulted in HE, previously subsidised by the taxpayer, transmuting into an interest accruing loan system for students. Student tuition fees were introduced by the Labour government in 1998, and student grants were abolished by the Conservative government in 2016. Furthermore, New Labour’s target of 50 per cent of all young people being able to go to university resulted in student numbers increasing from 800,000 in 1980 to over 2.5 million in 2010 (Welch, 2020). Within this business-driven context, student fees form a large proportion of the university’s income which repositions students as active customers (Barnett, 2011). Consequently, institutions must ensure their customers have an excellent student experience (Collini, 2016). Students themselves believe they are paying customers (Nixon et al., 2018) which in 2012 was further exacerbated by a threefold increase of student fees set at £3,000 in 2006, and a further increase of 3.1% in 2024 (Lewis et al., 2025).  Some scholars are of the view that the university, now in a battle for fiscal survival, is changing its behaviour in response to these market forces and is adopting private business sector approaches (Ferlie et al., 2003) replete with managerialist and bureaucratic management styles of behaviour (Fleming, 2021; Kok, 2008). 
Managerialism
Business management structures, reactive to external market forces (Kok et al., 2008) resulted in the adoption of efficiency and smooth organisational functioning models (Pollitt, 1990). Expenditure had to be closely scrutinised by management who were forced to become more creative in the interests of effective fiscal expenditure, profit and breaking even (Deem et al., 2008; Henkel, 2000). Marketisation with its profit seeking and commercially led structure has transformed universities into “desperate cash hunting machines” (Fleming, 2021, p.13) and spawned a climate of consumerisation, competition and shapeshifting power dynamics. These have resulted in the emergence of a hyper-competitive climate between institutes. For example, science and engineering departments have transmuted into large behemoths in the form of Research and Development (R & D) hubs for the biomedical and defence industries (Washburn, 2005). 
Within institutions recent changes in the political and fiscal structure have spawned not only a commercially led, but also a student led education (Newman and Jahdi, 2009). In the poem The Pied Piper of Hamelin (Browning, 1842) whoever pays the piper dictates the tune played by virtue of their payment. The university piper, previously funded by government, industry and research grants, now has another stakeholder in the tune played: the student. Students are now human capital, major players as fiscal stakeholders, and have been renamed as customers (Barnett, 2011; Redding, 2005). This newfound positionality of student power brings with it a concomitant sense of entitlement (Nixon et al., 2018) which is facilitated and fed by a recently developed worth proving evaluation metrics system. Furthermore, benchmarks and quality assurance systems were introduced to ensure quality standards of education resulting in a fierce competition for survival.
Marketisation and its bedfellow managerialism increase the need for accountability (Blackmore, 2009; Brown and Carasso, 2013) in the form of evaluation evidence. Universities are now evaluated through the National Student Survey (NSS) and the Teaching Excellence Framework (TEF) who mete out standards of gold, silver and bronze. Ensuring the student experience ranks high above competitors in the market, these visible metrics are evaluated by the student-customer who can now expose perceived low teaching standards and degree programs that fail on their promise of securing graduate-level employment (Jayman et al., 2020; 2022). Evaluative metrics require visible accountability, particularly if the voice of the evaluators is resounding. Using a recent example, following disruptions to the continuum of education arising from campus closures, strike action and the switch to online lectures during a pandemic-driven lockdown, students felt their learning experience had suffered and were vocal about their concerns. The Office of the Independent Adjudicator (OIA, 2022) recorded 2,850 complaints from students in 2022, an increase of 3% on complaints received in 2021. Complaints clustered around how grades were handled, teaching quality and the impact of the pandemic on the student experience. 
[bookmark: _Hlk211420702]The reputation of the institute, and its employees now equates to fiscal survival, and metrics ensure the university coffers are filled. Evaluation metrics highlight the power of the student, their demand for success (Fleming, 2021) and their newfound power position of the “weird boss syndrome” (ibid., p.138). These issues have had a considerable effect on organisational focus and governance prompting new reforms and shifts in university structures, management and behaviours. To retain its power, status and income, the university has transmuted from a highly regarded site of mutual knowledge exchange to one of commercial transactions which Neave (2006) likens to a profit-driven factory system. I shall now explore the impact of Neave’s suggestion of the “profit-driven factory system” on the implied assembly line workers, the teachers. 
The heralding of an academic capitalism era
[bookmark: _Hlk192579418]Commodification, the development of a product to sell or exchange at the market (Naidoo, in Barnett, 2005) shifts the success of knowledge and research acquisition to a financial accounting exercise. For example, research, previously undertaken for the public good (Moja and Cloete, 2001), is being replaced by research in favour of economic interest. Amid fierce competition for research funding (Henkel, 2000) UK universities are now competing for research recognition and status (Mohrman et al., 2008) whilst having to satisfy a stake-holders audience (Anninos, 2007).  By default, teachers become highly visible and valuable commodities and are under pressure to ensure their product is the shiniest on the market stall. Such pressures may discourage critical engagement for knowledge’s sake and undermine academics as independent producers of knowledge (Naidoo, in Barnett, 2005). Furthermore, they can create conflict as academics, familiar with more artistic freedom and liberal control, have found themselves having to teach and research proficiently within financial and managerial constraints (Fleming, 2021; Kok, 2008). 
The introduction of The Further and Higher Education Act (1992), originally intended to provide uniform standards for funding processes in the sector, unwittingly created further competition and increased tension (Taylor, 2003). For example, league tables have become a dominant way of representing the quality of educational provision resulting in intense scrutiny on results and the quality of teaching. With the introduction of higher education rankings measured by research income, citation, impact and the percentage of international students, a rankings game is shaping HE policies and practices (Farrell and Van der Werf, 2007). Rankings metrics not only provide data but also increase competitiveness by pressurizing scholars to race not only to get to the top position, but to stay there.  
Further pressure bearing down on HE teachers arises from an environment dominated by bureaucracy. Bureaucracy, the invisible boundary and fabric within a system, ensures it is efficiently managed, however levels of a “lumbering bureaucracy” (Monohan, 2005, p.1) create counterproductive environmental conditions, cause a surfeit of duress for teachers (Fleming, 2021) and result in the emphasis of teaching that prioritises “quantity over quality” (ibid., p.70). An increase in bureaucracy with a focus predominantly on the fiscal coffers can result in a “pulverisation of human values” (Fleming, 2021, p.2), a commodification of human beings and a change in the university culture.
Fleming (2021) highlights the cultural consequences of a HE business-focussed discourse which he suggests erodes meaningful interaction with colleagues, dismembers community bonds and transmutes teachers into servants to the cult of their work. The impact of marketisation and managerialism can perpetuate isolation and turn the academic into a factory worker focussing on the end results game. This modern-day era of academic capitalism (Slaughter and Leslie, 1997) feeds a neoliberal ideology and ignores the processes of feelings, heart and meaning (Bettelheim, 1972). Furthermore, tentacles of the neoliberal clime negatively influence the teachers’ relationships to the institution and scholarship, and the very fabric that weaves together their interactions: collegiality. This means a holistic experience of learning and teaching replete with relationality, creativity and heart is potentially marginalised. Monahan (2005) believes the ubiquitous influence of globalisation and privatisation of public institutes require closer scrutiny. The potential psychosocial and emotional consequences for teachers and students are briefly named in the following section and discussed in greater detail in Chapter Three.
The human impact
[bookmark: _Hlk191726755]A recent survey of chief financial officers in UK universities (Universities UK, 2025) suggests that universities are now high-risk organisations having to make significant cuts in research funding, student bursaries, repairs, staff investment, whole departments and course offerings. Fleming (2021) believes public universities have morphed into systems with a singular fiscal focus which results in “uni-pessism” (p.10), a general sense amongst staff of dissatisfaction and malaise. Market forces, and global socioeconomic forces bearing down on the university system are potentially leaving it in a state of ruination (Readings, 1996), which I read as not only financial ruination, but relational and cultural ruination. In terms of cultural and collegial impact, not all changes are for the better, or welcome. 
Summary
Market forces influence all aspects of society including public institutions such as education. The ethos of the neoliberal drive towards bureaucracy, performativity and metric evaluation has created a clime and ideology within education and society at large that is replete with the infinitives “to succeed”, “to prove”, “to progress” and “to achieve”. Implications for teachers can include their agency being undermined in a system that evaluates their worth and performance through customer and systemic metrics. The consequences of not valuing academic capital point to an unravelling, rather than tying together, of the psychosocial aspects of teaching praxis. Collegiality, and trust can be in ruins. The university context may be asleep, or blind to these consequences.
In Sleeping Beauty (Perrault, 1697/1899) an innocent baby princess was cursed by the 13th Fairy: “The old Fairy’s turn coming next, with a head shaking more with spite than old age, she said that the Princess should have her hand pierced with a spindle and die of the wound” (p.50). Despite piercing spindles, the story of the modern-day university is not as cursed as critics such as Fleming (2021) portray. Magic, brilliance and hope are alive, awake and present when teachers, despite a difficult environ can conduct their work with passion and eros (love). Mayes (2007) considers teachers as heroes who do heroic work in difficult circumstances and is clear that their “vital mission” (p.16) requires support in the current context. Therein lies a nuance in this research story; it is the support than can mediate the curse cast by a marketisation culture.  Beyond the ensuing reflective piece, the literature review (Chapter Three) discusses in more detail the impact of the neoliberal paradigm on teachers, the importance of the psychosocial in HE and the need for support for teachers immersed in conditions not of their making. 











Reflections

When reflecting on a recent marketisation paradigm, the shadow side of some of the neoliberal product efficiency and material wealth drivers were being unearthed, which some believe have little to offer community values (Bourdieu, 1999; Fleming, 2021; Putnam, 2001; Riesman, 1961). If the cultural concept of the self is influenced by the economics and politics of the cultural environ and era (Cushman, 1990), I am prompted tell a new story beyond these limitations. My hope for this new story is that the humanity of the teacher will be respected and valued. My fears are that if unchallenged, the shadow side of a marketisation culture becomes a monster that requires feeding by human sacrifice.
Booker (2004) defines one of the seven basic plots of storytelling as that of “Overcoming the Monster” (p.23). The story’s hero is called forth to confront a terrifying, all powerful monster. When slain, the community and kingdom are liberated from “the shadow of the monster’s threat to its survival” (ibid., p.23). I read the monster as a hegemonic market clime that objectifies and dehumanises the collegial person and therein limits social discourse and relationality. The monster system is fear inducing and narcissistic in nature. A narcissistic character is preoccupied with image, and in its shadow form is associated with defence manoeuvres of indirect, verbal aggression and bullying (Kjærvik and Bushman, 2021). These defences can come to the fore when the carefully crafted image of a narcissistic character and/or system are challenged. Woe betides the person who pierces the image.
Sara Ahmed (2021) in Complaint! documents how a multitude of academics experienced “institutional violence” (p.180) when lodging a complaint against the university system. The term institutional violence is somewhat provocative, however the academics interviewed experienced violence and fear when awoken to and provoked by the power drivers in a closed system that vehemently defended its image. Once awoken to the phenomenology of the institution, Ahmed notes: ”you become more attuned to the environment of the institution; you begin to perceive what might have been part of the background” (ibid., p.41). In this awakening, the marked disparity between the institutional ethos and its behaviours becomes apparent and people become dispensable commodities on a public institution board game. Instead of being vibrant, life-and-knowledge-enhancing forces, they become grey and devoid of colour and human attributes.
[bookmark: _Hlk192067691]I am reminded of the children’s book Momo (Ende, 1973) which tells the tale of a mostly silent young girl who, by simply being with and listening to people enables them to resolve their problems. Now liberated from their conflicts, people start to engage with play.  As the tale unfolds, suddenly liminal, grey men appear who promote the idea of timesaving among the population and encourage them to deposit time in the “Time-saving Bank”. Their sinister influence affects the whole city, and life becomes devoid of all social activities. Momo and her friends eventually defeat the evil force through peaceful social activism. This seminal work warns of the social cost to life and lived experience within a consumerism culture, and prophesises a nightmare that can easily become reality (Goodhew and Loy, 2001). 
Indeed, 25 years ago I was visited by the nightmare of grey men whilst working as a psychotherapist in a doctor’s surgery. Having enjoyed the freedom of liberal session allocation to clients, overnight I received a written directive from the NHS Trust to reduce my work to a six-session model. The human cost to clients in the middle of processing difficult stories was unthinkable, and despite my protests, the directive remained. Feeling that the grey men were not considering the human impact, I suggested they relay their directive to each client personally. Clearly not comfortable with this notion, within days, I was granted permission to continue working with clients for six months after which a short-term-focussed model would have to be adopted. Needless to say, at the end of this period I resigned from my post.
Upon contemplating the shadow side of organisations, a common constellation in fairy tale lore of a metaphoric innocent child and a benign king comes to mind. This constellation prompts an encounter between the child and an evil, narcissistic figure, indeed, Hillman (1996/1997) believes that evil and innocence are drawn to one another and inextricably bound. This constellation prompts the beginning of an individuation journey, acts as a warning of the dangers of polarised positions and is a reminder of the importance of finding a pathway in the middle. Stories shed light on our humanity and the underlying patterns and purpose of our lives (Booker, 2004) and it is my responsibility as a researcher to forge another pathway that honours a new, purposeful and humane story. 
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Once the hero or heroine crosses to the other side, strange shapes begin to materialise - mysterious animals, enchanted objects, benevolent helpers, and ultimately the witch. The witch is the obstacle the child must overcome if the journey is to succeed.
(Cashdan, 1999, pp.33-34)
Introduction
In this chapter the researcher awaits the materialisation of any “strange shapes” (Cashdan, 1999, pp.33-34) within the literature. The hope is that a pathway emerges from any cracks that reveal themselves which this study seeks to address. The journey requires a willingness to be open to possibilities and an ability to encounter the darkness of the unknown. As a researcher I embrace this challenge. Indeed, the crossing into the possibilities within the scholarship whilst testing the utility of the three areas under scrutiny - emotions, reflective practice and holding - involved embracing the challenge of the process of finding, gathering, culling and shaping the literature review which I shall briefly describe.
I am sure all literature reviews begin their journeys in an unsystematic fashion as the researcher begins to gather and review the fruits of other scholars’ labours and findings. Passionate about the research and wanting to initially include everything I read, the unsystematic gathering of literature grew and grew exponentially; at one point this chapter comprised some 23,000 words. A structure to anchor the writing was first required before the necessary culling and editing could begin. This was achieved by reading multiple theses and research papers to understand the layout of categories and themes (thereby engaging in my own form of thematic analysis) whilst simultaneously absorbing the styles and skills of the authors in their ability to write concisely with a sharp focus. Through an alchemical process of gathering and distilling, these discernment skills became an embodied, internalised object constant (Mahler et al., 1975) that I could draw upon to anchor and tell the literature review tale with coherence, structure, meaning, relevance, flow and passion.
A tale of two parts, in Part One the refinement of the research questions is discussed, followed by an explanation of the meaning of a psychosocial approach to research. The perspective of other scholars on the need for psychosocial skills in pedagogy ensues, and the role of emotions in student learning and teaching is examined. Furthermore, mental health concerns arising for students and their teachers from challenges in teaching and learning are explored. Drawing on the work of child psychoanalyst Donald Woods Winnicott (1896-1971) the concept of “holding” (Winnicott, 1965, pp.43-44) is critically examined, and thereafter reflective practice as a form of holding is explored. Part Two justifies the chosen depth pedagogy conceptual model and psychosocial approaches adopted in this study.
Part One
Reflecting on the research questions
Research questions form part of the research contract (Rubin and Rubin, 2011) and preliminary questions revealed some wording bias. Wording bias influences the reader to produce a required response (Gerver and Sgroi, 2017; Hinders et al., 2019) and reflects the researcher’s unconscious positionality on the topic (Bennet, 2009). These were reflected upon with my research supervisors which led to the establishment of the revised research questions to increase local relevance, simplify the wording which was originally somewhat complex, and to aid in ease of understanding (Table 3):
Table 3: Preliminary and refined research questions 
	Preliminary research questions

	       Revised research questions


	1. How can affect awareness improve and enhance the capacity of teachers to develop an ethic of self-care and care of and for their students in their teaching practices?
	1. What are the experiences, perspectives and reflections of HE teachers on their teaching, and teacher training journeys?

	2. How impactful is the process of reflective practice in catalysing the teacher’s capacity to hold affect in the teaching and learning context? 
	2. What role does reflective practice play in the teaching practices of HE teachers?


	3. How might knowledge of concepts of affect processes drawn from depth psychology impact on the emotional lives of student teachers and/or the teaching work?
	3. How can HE teachers make use of Winnicott’s concept of holding?






The psychosocial
[bookmark: _Hlk219290218]In this study I am considering the combined influence of psychological factors and the social environment on an individual’s well-being and cognitive and emotional functioning. Psychiatrist Ian Suttie (1889-1935) coined the term “psychosocial” to denote processes which are inclusive of the mental, emotional and social domains of life (Suttie, 1922). Some 40 years later child psychoanalyst Erik Erikson (1902-1994) formulated a psychosocial developmental theory delineating inherent stages from birth onwards that individuals negotiate progressively. For example, the first stage is trust versus mistrust (Erikson, 1963) the successful negotiation of which enables a child to internalise experiences of trust. Subsequent psychosocial stages are compromised if trust fails to be established. Basic psychosocial needs such as being seen, respected and loved are met by the environmental provision (Rye, 2002). Deficits in psychosocial functioning and provision impact all aspects of social development, which include learning. It is worthy of note that Erikson (1963), a psychoanalyst, emphasises the psychosocial nature of development rather than unconscious drivers/dynamics favoured by psychoanalytic forefathers such as Freud and Klein. Erikson’s psychosocial nature of development is in alignment with the approach this study adopts.
Frequently used by medical and social science researchers, a psychosocial approach is important in pedagogical research as it incorporates rationalistic and affect domains involved in learning and is an inclusive of the environmental provision. In recent times prominent psychosocial needs of university students have been identified as academic, financial, family and friends’ networks, and practical and emotional support (Tindle, et al., 2022). The learning environment, which includes the teacher, is increasingly required to address some of these needs. Indeed, De Cordova et al. (2019) identified that the teacher’s instructor role has extended to one of taking responsibility for their students’ care. 
A future requirement
[bookmark: _Hlk132537367]In the UK tertiary context there are indications that psychosocial skills are required in educational praxis (Golbasi and Onder, 2017) and will become increasingly important in classrooms (Bakshi et al., 2017). Skills include emotional awareness, reflexivity, psychological citizenship and collaboration (ibid.). Research conducted by Microsoft and McKinsey (2018) with 2000 students and 2000 teaching staff worldwide identified future skills important for learning as social and emotional skills, informed citizenship, and stress and anxiety management. Empathy, unconditional acceptance, compassion and self-awareness, also known as soft skills (Runyon, 2022), fall under the remit of psychosocial skills. Relational in acquisition and nature, they foster connectivity, community and an ethic of care (Noddings, 2002).
[bookmark: _Hlk133145804][bookmark: _Hlk132534310]Relational skills are important for schools, the workplace, society and the economy (OECD, 2021), and future workers will require these to promote personal agency (ibid.). The explicit message in the OECD report is couched in terms that declare a wider concern for people. Economically driven, the implicit message centres around promoting new skills to increase competitiveness.  Given that psychosocial skills are useful for economic purpose (Maté, 2019), these future skills might address an economic deficit in the marketplace, and workplace. In a World Economic Forum report (WEF, 2019) creativity, critical thinking, emotional intelligence, communication, collaboration, curiosity and social/cultural awareness were identified as some of the key skills needed in the workplace.  It is noteworthy that the WEF promotes future investment in people and, although claiming not to be aligned to any political or national interests, investment in people ultimately serves the economic interests of society (Maté, 2019).
Soft skills are applicable to all professions (NACE, 2022). Centring around the notion of career readiness, research findings identified eight key soft skill competencies: career and self-development, communication, critical thinking, equity and inclusion, leadership, professionalism, teamwork and technology (ibid.). Contextually transferable, employers identified career readiness skills such as professionalism, ethics, social responsibility, lifelong learning and “an ability to work with and learn from people representing diverse cultures” (ibid., pp.6 -7). 
Psychosocial skills are predicted to improve work practices, have the potential to facilitate learning, improve relationships and can be determinants of the economy. From a relational perspective, the socioeconomic incorporates the psychosocial, mental health, well-being and emotions, and referring to research question 1 (Table 3), a lived experience of the same.

Learning and emotions
Emotions influence a student’s engagement with a particular educational programme, relationships with their teachers and fellow students (Dirkx, 2006). Their emotions reflect subtle dynamics that are in unconscious awareness (Salzberger-Wittenberg et al., 1983) and by implication emotions that unconsciously drive motivation prompt an interest in a particular subject. Furthermore, students need to feel emotionally connected to the chosen subject (Price, 2002). Although students may be emotionally involved in their chosen area of study, Ecclestone and Hayes (2009) consider intellectual work is to be pursued in a “disinterested way” (ibid., p.97) to reduce bias. Thus, the argument can go round and round in a solipsistic loop. 
Emotions are identified as important determinants of successful student outcomes (Lizzio et al., 2002; Rowe et al., 2015; Su and Chung, 2015) and there is evidence that students who have positive learning experiences are more likely to achieve high scores (Trigwell et al., 2011). Furthermore, the positive learning experience enhances achievement prospects and results in the adoption of a deeper approach to learning (ibid.). By contrast, a learning environment perceived as threatening causes anxiety and stress resulting in a surface approach to learning (Wass et al., 2018). 
The knowledge acquisition process can involve and engage difficult emotions. When acquiring new knowledge students enter a “zone of proximal development” (Vygotsky, 1978, p. 86) whereby new frames of reference are adopted and learners modify their inherited ways of thinking and learning (Abercrombie, 1993). At these transitional junctures, the ego strength of the student is challenged. Anxiety and stress experienced at these times can threaten to overwhelm (Hirblinger, 2017), decrease motivation and negatively impact cognitive processing (Falchikov and Boud, 2007). These factors are particularly important to hold in mind in the current clime where students are observed to be lacking in confidence, and uncertainty characterises their presentations (Lavoie, 2018). 
Anxiousness, loneliness, frustration, stress and depression are commonly reported among undergraduate students (Andrews and Wilding, 2004; Beiter et al., 2015; Eisenberg et al., 2007; Sharp and Theiler, 2018). University students are four times more likely to experience elevated levels of psychological distress compared to their non-university peers of the same age (Leahy et al., 2010; Sharp and Theiler, 2018). High levels of psychological distress can  impact learning and well-being (Bore et al., 2016; Wyatt and Oswalt, 2013), lead to a reduction in academic performance (Andrews and Wilding 2004; Austin et al., 2010; Sharp and Theiler, 2018) and an increased risk of developing mental health problems (Eisenberg et al., 2009; Green et al., 2021; Stallman and Shochet, 2009). With a fivefold increase in university students’ poor mental health reported between 2007 and 2017 (Thorley, 2017), it is thought that those impaired by poor mental health are at risk of reduced educational outcomes (Cornaglia et al., 2015). A student overwhelmed by anxiety or stress is less capable of cognitive learning (Srivedi, 2013) and is therefore rendered vulnerable. 
There is increasing realisation of the psychological vulnerability of HE students as voiced by a Royal College of Psychiatrists report (RCPsych, 2011) which highlighted students are negotiating transitions such as leaving home, joining new peer groups and taking on academic demands. Furthermore students face a harsh economic climate with increasingly uncertain job prospects and some students need to work whilst studying which increases pressures to meet academic deadlines (ibid.). An update to these findings identifies these areas as risks for impaired student mental health (RCPsych, 2018). More recently, climate anxiety (Deloitte Global, 2021; Mental Health UK, 2023) and neurodiversity (Unite, 2023) can be added to the burgeoning list of difficulties students are navigating. In a survey of 23,000 students in 45 countries (Deloitte Global, 2021) it was identified that for Generations Y (Millennials) and Z (Zoomers) financial insecurity, climate change and healthcare are the three biggest pressures. These pressures can cause students’ mental health and future thinking to suffer (Croley et al., 2022) and contribute to a student vulnerability narrative. Generically, human vulnerability is an increasingly significant prism through which human experiences are read (Calcutt, 1998; Heartfield, 2006), although some would suggest otherwise.
Furedi (1997) argues that an increasing trend towards introspection fosters a vulnerability paradigm. Some scholars are of the view that by focussing on vulnerability educators are colluding in a fragile, infantalising and diminished view of the student (Furedi, ibid.), and viewing students as needing extensive emotional support undermines the critical rigour function of universities (Ecclestone and Hayes, 2009). Not only do attitudes and practices that extol the student vulnerability narrative infantalise the student, but the university itself is infantalised (Furedi, 2017). According to Hermanowicz (2024) anything outside of infants that is infantalised “is compromised in its legitimacy” (p.506). The organisational form that ensues out of this infantalisation narrative is a therapeutic university whose chief objects are the students (ibid.).
The quest of therapeutic university practices is seemingly to keep students safe (Furedi, 2017) and to provide safe spaces on campus that protect them from emotional and physical risks (Slater, 2016). Indeed, Universities UK (UUK, 2017; UUK, 2025) encourages all student unions to develop policies to ensure their campuses are safe spaces for students.  Within a safe space paradigm university staff and faculty are cast in the role of protecting students from academic demands and microaggressions (Campbell and Manning, 2018). HE teachers are expected to provide students with pleasant teaching experiences (Arum and Roska, 2011) and to utilise accommodating discourse and language (Goldberg, 2024). In summary, students are to be treated as sensitive beings (Hermanowicz, 2024).
[bookmark: _Hlk133234017]According to Wallace (2012) students are increasingly arriving at university with pre-existing mental health issues which create complexity of need, and more support is required (ibid.). Educational researchers Ippolito and Kingsbury (2024) attest that newly arriving university students lack appropriate disciplinary knowledge and “emotional competence to cope and thrive at university” (p.2).  Although the pre-existence of emotional sensitivities may not be the responsibility of the university, student mental health becomes a pastoral responsibility of the university administration when complex needs prevent the student from learning. Despite criticism that the scales of the scholar’s role are tipped in favour of the pastoral (Ecclestone and Hayes, 2009; Furedi, 1997), students in HE are presenting with pastoral support needs and the facts and statistics on student well-being prove to be revelatory. 
Student well-being
[bookmark: _Hlk133147276]As defined in The University Mental Health Charter (Hughes and Spanner, 2019) student well-being incorporates physical, mental and social well-being and student engagement with academic learning. Mental health conditions reported by students in recent years which impact their well-being have dramatically increased (Student Minds, 2023). It follows that if the well-being of students is on the decline, their functional abilities and resilience are negatively impacted. The notion of a lack of resilience is worthy of note. Student resilience is conceptualised as the ability to cope with setbacks and difficulties in their learning environment (Price, 2022). One of the shifts in the HE cultural landscape is identified as a declining resilience in students which borders on an epidemic (Makhubela, 2021; Morrish, 2019; Usher et al., 2020). This decline has worsened during the global pandemic where students have faced significant challenges (Lederer et al., 2021) that perpetuate a well-being deficit narrative.
The model of optimum well-being is defined as “the ability of an individual to fully exercise their cognitive, emotional, physical and social powers, leading to flourishing” (Kraut, in Hughes and Spanner, 2019, p.9).  By flourishing I read growth. A Guardian article (Shackle, 2019) critically examined the recent surge in university student anxiety, mental breakdowns and depression to ascertain if universities are offering students a model of optimum of well-being that includes flourishing (Kraut, 2009). The article concluded that it appears students are being shortchanged in the flourishing stakes. If students are not flourishing, they may well be wilting and require more support. 
Statistics highlight a need for universities to improve support services for undergraduates (Bobrowski et al., 2017; McKenzie and Schweitzer, 2001; Sharp and Theiler, 2018), to reduce their levels of psychological distress and enhance their university experience (McGaha and Fitzpatrick, 2005). One source of student support is in-house counselling provision. A survey conducted by the Heads of University Counselling Services (Broglia et al., 2017) reported the number of students seeking counselling at university rose 16% between 2010 and 2013. A recent survey of students from 10 universities in the UK (The Insight Network, 2019) found that 33.9% of respondents, approximately 12, 920 students, had sought help for a serious personal, emotional, behavioural, or mental health problem. Some 38,000 students provided responses to the survey and 9 out of 10 students reported struggling with feelings of anxiety. 
[bookmark: _Hlk150790367]Worldwide the results chime with this needs analysis. In a global investigation of 14,000 students in 19 countries (Auerbach et al., 2018) researchers from the American Psychology Association (APA) found that 35% had experienced at least one of six mental health disorders noted in the Diagnostic and Statistical Manual of Mental Disorders (DSM). Contributing factors included demanding workloads, the pressure to excel and financial worries. Notably, The Insight Network is a leading private healthcare provider in the UK and stands to gain in customer base from universities given that counselling services are frequently outsourced. The APA, a member organisation for psychologists, enjoys an income stream from professional indemnity insurance sources, accreditation and training programmes rendering its research results potentially biased. 
There is clearly an increased need to provide emotional support for students, however Percy (in Pointon, 2014) suggests that this rising demand signifies an over-medicalisation of student distress. Percy postulates that experiencing difficulties is a normal developmental process and by reframing difficulties as mental health issues “it becomes a way of objectifying the person, making them feel passive, and undermines their self-agency” (ibid., p.16). In this reframing, there is an expectation that someone such as a doctor or a counsellor will fix the problem (ibid.) implying that without someone fixing the problem, there are consequences for the student. 
In a study conducted by Croley et al. (2022) it was noted that neglect of the physical, emotional, and mental well-being of students can have “harmful effects” (p.17), although these harmful effects are not named and clustered under the generic remit of stress and anxiety (ibid.). Suggested actions to support the mental health needs of students included the employment of culturally diverse mental health professionals and culturally relevant mental health practices. This eclectic professional offering would provide community-and system-centred approaches to therapy, survey students on their needs, and train all operational and teaching staff in mental health crisis interventions (ibid.). Strikingly, suggestions as to how faculty leaders might support staff to implement this approach were noticeable by their absence.
Although not yet a legal requirement, universities have a role to play in the well-being and flourishing of their students, which includes their social and emotional welfare, and support for their academic ventures. This need has increased in recent decades with the advent of The Student Mental Health Charter (Hughes and Spanner, 2019) and the rising tide of psychological vulnerability in students. I shall now explore expectations and responsibilities these matters place on the HE teacher.

Pastoral Responsibility
Student mental health and well-being are conditions for learning and achievement (Seligman, 2012), and educators are being called upon to improve and support student mental health (Douwes, et al., 2023; Hughes and Spanner, 2019). A case study exploring staff and students’ perspectives of support provided by staff in a university (Payne, 2022) found that students in distress often turn to academic staff they can relate to. However, staff were often ill-equipped to offer effective help due to weak mental health literacy, lack of training, confusion of role boundaries, lack of signposting information and/or their own mental health needs. Results indicated that staff required training in mental health literacy and preferred mental health supportive practice to be embedded into the curriculum rather than an add-on service. A small-scale case study with 17 staff participants and 7 student participants, the researcher freely identified that the sensitivity of the topic and its exploratory nature may have accounted for a low response rate (ibid.). In a similar study by Whyte et al. (2024) academics reported lacking confidence in dealing with student mental health concerns, ambiguous expectations of the pastoral role and weak support by employers. If academic staff are not prepared for a pastoral role, the support they can provide may be limited. 
Pastoral and academic support are interlinked. Academic support is an important factor in the student’s psychological well-being (Hagenauer and Volet, 2014; McKenzie and Schweitzer 2001; Wibrowkski, et al., 2017; World Health Organisation, 2022). Teachers are an important source of support for students and satisfaction with the student-academic relationship is related to study progress (Hagenauer and Volet, 2014), academic performance, life satisfaction and dispositional traits (Krumrei-Mancuso et al., 2013; Retna, et al., 2009). Students reported greater satisfaction when they experienced academics to be conscientious, open, approachable and stable (Furnham and Chamorro-Premuzic, 2005). In a recent UK student academic experience survey (Neves and Hillman, 2019) 14,000 full time undergraduate students were surveyed on their experience of teaching quality, their well-being and how prepared they felt for university. Only 37% of students reported being able to engage with academic staff, and those who felt unsupported academically experienced higher levels of anxiety when facing course challenges.  In short, these students were struggling. 
As an immediate interface in the teaching environment the teacher is perhaps best placed to notice and appraise students’ struggles arising from the learning experience. As reported by participants in a study by Moeller and Chung-Yan (2013), students wanted a realistic appraisal from someone who would listen without judgement and emotionally support them with processing and learning from stressful situations. The teacher’s disposition has therefore an important role to play in the emotional welfare of the student which can be derided or improved by the teacher’s capacity for “attunement” (Erskine and Trautman, 1996, p.90). Attunement involves the teacher being fully open to the other person’s needs and relaying that responsive awareness to the other (Jerak, et al., 2018). Successful attunement leaves individuals feeling safe, understood and with a strong ability to connect relationally (Deveraux, 2017). 
Attuning to and supporting students with well-being concerns can have emotional and well-being consequences for the teacher such as compassion fatigue and/ or vicarious traumatisation (Hayden et al., 2015). Evidence suggests that helping students in distress and mental health difficulties can negatively impact staff well-being (Hughes et al., 2018; Jayman and Lyneham, 2020; Margrove, et al., 2014; Payne, 2022; Whyte et al., 2024). If HE teachers are expected to effectively manage student mental health, a factor that benefits the student’s learning, it follows that the pastoral care, emotions and well-being of teaching staff require attention.
Teacher Well-being Role
Some scholars are of the view that teaching is an emotional practice (Bleakley et al., 2020), and that the teacher’s pedagogical ardour is emotionally driven and necessary for their effectiveness as a teacher (Yin et al., 2017). Although not a singular factor, teachers’ emotions can shape part of their professional identities (ibid.) and those of their students (Waldbuesser et al., 2021). Further shaping comes from teachers being important attachment figures who provide corrective relationship experiences that change the entire life trajectory of their students (Howes and Spieker, 2016; Zimmerman, 2016). According to Yalom (1989) relationality is of prime importance in life, and in the classroom the teacher has the responsibility to manage the student/teacher relationship, their own feelings and those of their students. Ecclestone and Hayes (2009) believe that attending to students’ emotions encourages negative introspection in the teacher and students have too much emotional freedom to express themselves and their feelings. Indeed, Mortiboys (2005) suggests that: “ ‘I think therefore I am’ should be replaced by ’I feel therefore I am’ ” (p.142) as a slogan of our time. Seemingly feelings are running amok in universities and  making a mockery of the scholarship.
Mental health presentations in students be they pre-existing or caused by new learning situations require university staff, if not yet legally then morally, to fulfil a well-being role. Emotions can be awoken in learning situations which impact the student, the teacher and teaching praxis. Teachers are required to adopt a pastoral caretaking role without adequate preparation and support and,  with this in mind I now turn my attention to the mental health of HE staff.
Mental health among HE staff
There has been a significant increase in the number of staff accessing support for poor mental health (Morrish, 2019; Watts and Roberston, 2011). Academic counselling referrals have increased by 73% between 2009 and 2019 in UK universities (Morrish, 2019). Between 2009 and 2016 some 59 HE institutions reported increases in counselling referrals with an average of 77%. For example, at the University of Warwick referrals rose by 316% and De Montfort University figures rose by 304%. Respondents cited excessive workloads, the imposition of metric surveillance, outcomes-based performance management and employment precarity. Occupational health referrals between 2011 and 2015 increased by 80% at Nottingham Trent, 85% at Leeds Beckett and 166% at Keele University. Between 2009 and 2015 they rose by 102% at De Montford, 142% at the University of Bristol, 159% at the University of Essex, 179% at the University of Cambridge and 424% at the University of Kent (ibid.). The institutional miasma (Gabriel, 2012) and anxiety machine (Hall and Bowles, 2016) of the university may be producing anxious academics (Loveday, 2018), and an analysis of attitudes towards support might shed light on this phenomenon. 
[bookmark: _Hlk132628792][bookmark: _Hlk132628735]In a survey some 2046 academic and academic-related staff reported concerns about well-being, workload, burnout in education and the support provided by employers (Wray and Kinman, 2021). Seventy-one per cent of respondents feared their career might be harmed if they sought mental health support and 59% feared seeking support would result in being perceived as weak. Some 78% of respondents felt that senior managers prioritised productivity over staff well-being. Participants overall believed that management efforts to improve staff well-being were futile if the issue of workload remained unaddressed. The report concluded that universities could provide a better systemic approach to well-being which included reducing demands on staff, increasing support provision and promoting a culture where seeking support was not stigmatised (ibid.). Statistics on poor mental health are potentially higher than those reported because emotionally exhausted staff are less likely to engage in surveys. Furthermore, some staff may have left the profession causing a positive bias towards more resilient staff taking part in studies (Kinman et al., 2020). Regardless of these speculations, the impact of pressures academics face in the workplace was ubiquitously identified.
A compromised environ
[bookmark: _Hlk132630903][bookmark: _Hlk133152843]Organisational settings have a substantial effect on our psychological well-being (Belloni et al., 2022), and Fleming (2021) identifies that protective mechanisms are eroded when the boundaries between the self and work are breached. I take this to mean the boundaries of the teacher role being impinged upon by factors such as the inclusion of a mental health role. Lurking underneath these dynamics are drivers of institutional and student-as-customer power which result in the teacher feeling more powerless, which, according to Fleming (ibid.) “slowly chips away at our psychic foundations” (p.91). When feeling powerless, the teachers’ sense of their identity, personal security and confidence are undermined.
Beyond tangible, external threats, internal turmoil associated with existential insecurity (Furedi, 2021) is increased by a culturally induced sense of helplessness.  In the face of job insecurity and lack of support perhaps existential insecurity, powerlessness and vulnerability are predictable responses to an environment and culture that is experienced as unsupportive. Halvorsen (in Pointon, 2014) observed that some institutions compromise on investment in support structures for staff and are instead prioritising fiscally driven business needs. The cost of providing mental health interventions is counterintuitive in a business clime and there is a paucity of evidence for the effectiveness and validity of specific mental well-being interventions. Despite resources suggested by a Workplace Well-being Index Insights 2021/22 report (Mind, 2021), staff well-being support provision across the HE sector is inconsistent. While there is a student mental health charter (Hughes and Spanner, 2019), a standalone mental health charter for teachers does not exist. Only four pages out of the 118 page-long charter acknowledge the importance of staff well-being (ibid.). 
In the current culture a supportive working environment may be a rhetorical ideal. A healthy working environment enables open conversations about mental health experiences without fear of judgement or negative consequences (O’Brien and Guiney, 2018; Stevenson and Farmer, 2017). A healthy culture and specific practice structures are recommended to ensure managers support good well-being and respond appropriately to staff experiencing poor mental health (ibid.). Managers have a moral duty to emotionally support their staff and, given the findings of Wray and Kinman (2021), this may be a procedural utility rather than an actuality if the general culture of the university does not prioritise well-being (Hughes and Spanner, 2019). Systemic self-preservation dynamics in the neoliberal clime may further hinder action beyond generic and declarative mission statements of care. As Beale (2022) attests: “Moral judgement and focus on self-preservation are both ways in which we make the case for denying people care” (p.17). There is clearly a disparity in the phenomenology of how the university appears and how it behaves (Ahmed, 2021).
In the light of findings thus far, there is a need for teachers to attend to the student’s mental health concerns which, alongside other contextual and operational pressures may render them in emotionally precarious positions. Teachers are increasingly supporting their students pastorally and academically, and the context support response for teachers is predominantly a procedural one. In the words of Winnicott (1965): “The development of the self may involve a sophisticated game of hide and seek in which it is a joy to be hidden but a disaster not to be found” (p.183), and the current well-being provision for university teachers is neither finding nor supporting the teacher, emotionally. It is to this gap that I turn my attention next.
Lacks in well-being provision for HE staff
Universities must ensure that all staff are prepared and supported to respond appropriately to presentations of poor mental health in students (Hughes and Spanner, 2019). It was recommended that staff have space to develop through reflection and support from others within teams and with peers, and to receive support such as counselling (ibid.). Burgess et al. (2012) believe there is a need for more funding for counselling, staff training and mental health, and the sector would be better served if counselling services were acknowledged and valued more (Callow in Pointon, 2014). The practice of sending an individual employee, brave enough to admit to bending under the surfeit of duress to well-being services or a yoga class, no longer works, yet still endures, as do the underlying causes of duress (Schultz, 2022a).
Well-being provision and programmes utilise the language of care to mask the managerialist preoccupation with productivity leaving underlying causes for the pressures of university life unaddressed (Hall and Bowles, 2016). Preventative measures are side-lined in favour of treating the symptoms of the strains in the workplace (ibid.). In addition, “colourful staff well-being programmes” (Fleming, 2021, p. 28) mask the inertia in academic bureaucracies in dealing with contributing factors as to why teaching staff are struggling. I hold these claims of bureaucratic inertia to be persuasive given the rise of statistics on stress levels in teachers in HE, the performativity culture and the findings of Payne (2022) and Whyte et al. (2024) that teachers are not adequately prepared to deal with students’, and their own mental health. 
[bookmark: _Hlk133233341]There is apparently a mental health crisis in society (Berman, 1981; Maté, 2019) arising from cultural shifts in family and societal structures (Burić et al., 2020) characterised by functional declines in the workplace, home life and in social relationships (Bonynge and Thurber, 2008; Borg et al., 2011; Klevan, et al., 2017; Tobitt and Kamboj, 2011). As a direct mirror the concomitant mental health in students and staff in universities is in crisis (Andersen, et al., 2021; Hughes and Spanner, 2019; Jayman et al., 2022; Kruisselbrink-Flatt, 2013). Fleming (2021) believes the corporate university is a symptom of the neoliberal market’s ills and is somewhat despairing about the possibility of these symptoms changing. I find myself out of alignment with these predictions and believe teachers can claim agency despite the corporate constellations they find themselves unwittingly part of. Teachers may suffer in silence (Gill, 2009) to ensure continuity of their employ, but the suppressed voice of dissatisfaction is not eradicated, and resistance, and pathology will out (Jung, 1953).
Much of the findings on well-being and emotional awareness indicate the university does not adequately prioritise the emotional safety of teachers who are increasingly required to create conditions of emotional safety for their students. How HE teachers emotional support needs might be addressed remains underrepresented. The following section suggests support mechanisms/holding drawn from psychoanalytic practice that proffer a solution to this gap (research question 3, Table 3).
An history of holding
With origins as far back as 1200 B.C. in China, to the Scandinavian vernacular term “hygge” (Wiking, 2016), and the concept of holding space (Owen, 2008), holding denotes the concept of an empathic response in service of the individual. In childhood development terms holding is the responsive and stable continuity of care provided by caregivers which creates conditions for growth of relational interdependence in a baby/infant (Nussbaum, 2001). Liedloff (1975/1986) believes the baby expects to be held as a birthright:
His place in arms is the expected place, known to his inmost sense as his place, and what he experiences while he is in arms is acceptable to his continuum, fulfils his current needs and contributes correctly to his development. (p.44) 
The physical holding in arms, and the emotional response of the mother/caretaker help the child develop trust in their environment and their own feeling responses (Erikson, 1963) enabling the child to be seen, accepted and develop a sense of “feeling at home” (Liedloff, 1975, p.59) and being at home in their own skin, and in their immediate environment. 
[bookmark: _Hlk136098888]For psychoanalyst Wilfred Bion (1897-1979) holding represents a concept of containment (Bion, 1963;1970). Following exposure during World War I and II to traumatic experiences, (Bleandonu, 1994), Bion was curious about what determines mental growth for one person and a “psychic death” (Szykierski, 2010, p.962) for another. Forged in a biographical story, Bion’s concept of containment could be read as an attempt to reconcile the trauma in his own mind (Symington and Symington, 1996), “the mind that is a too heavy load for the sensuous beast to carry” (Bion, 1991, p.38). However, it also forefronts the importance of the person providing the containment of “the somatic/emotional/psychic distress of another entity, allowing for thought and meaning to develop” (Bartle and Eloquin, 2021, p.13). This suggests that when discomfort and painful feelings are “held” and contained by another, thought and meaning as developmental processes are enabled (Bion, 1963). 
For child psychanalyst D.W. Winnicott (1896-1971) “holding” (Winnicott, 1965, pp.43-44) ushers in the emotional, experiential realms within the dyadic mother and child relationship, and the immediate and wider social web around them. The mother holds the “going on being” (Winnicott, 1956, p.303) and ontological fabric (Ogden, 2004) of the child and their learning experiences. Holding occurs within a unit that combines “the individual-environment set up” (Winnicott, 1992, p.99). Figure 1 delineates holding as a relationally interdependent process:

Figure 1: “Holding” (adapted from Davis and Wallbridge, 1981, p.142)
In this study the concept of holding (Winnicott, 1965) is selected over the term containment. Although both forefront saliency of support, my subjective view is that holding is relational and suggests ontological support. By comparison containment (Bion, 1963;1970) conjures up the notion of instinctive forces that require harnessing and controlling. “Holding” (Winnicott, 1965) is in keeping with the psychosocial approach adopted and allows the research and researcher to examine and explore relationships between individuals, and within their social network and the environment. Given the role the situated context occupies in this study, I shall now briefly examine Winnicott’s lived experience in the historical domain of the school of psychoanalysis. 
Winnicott amid a non-facilitating environment
[bookmark: _Hlk135912761]There were contentious theoretical conflicts of interest between Sigmund Freud (1856-1959), the founding father of psychoanalysis, and his protégé, Carl Gustav Jung (1875-1961), the founding father of depth psychology. A subsequent division developed between the psychoanalytic school of Freud’s daughter, Anna Freud, and the Object Relations School formed by Melanie Klein and Ronald Fairbairn (King and Steiner, 1992). It is fascinating to think about these rivalry ridden psychoanalytic circles in relation to their own theoretical constructs. Unconscious dynamics and defence mechanisms can be acted out between individuals, in the workplace, within organisations and disciplinary fields (Clarke, 2021), and replete with narcissism, egoic battles and primitive drives, these psychoanalytic thinkers of old reenacted the very pathologies identified, and defences extolled in their theories. Indeed, depth psychologist Lopez-Pedraza (1977) believed the reenactment of a power game destroyed the relationship between Freud and Jung and continues in the field. Likening psychoanalysis to a secret society hiding behind its own façade, Lopez- Pedraza (ibid.) believes power and secrecy embedded in the field mask the underlying lack of relationship and feed conflicts within competing modalities. 
Referred to as a lone voice and pioneer of the psycho-political (Morgan, 2019), Jungian analyst Samuels (1993) believes that societal market forces influence the inner journeys of patients, and their therapists. Within his own psychoanalytic circles, Samuels met with resistance due to his straying into realms of the political. Nussbaum (2001) believes that political systems are human at their heart and they only work if compassionate human beings “keep essential political insights alive and before our very eyes” (p.404), and Samuels, with his passion about political influences and compassion for his work, seemingly sends shivers down the spines of traditionalists. Political infighting does not bode well for making psychoanalysis attractive in academic circles, and beyond.
Psychoanalytic thought has had minimal impact on the wider education field some 150 years after its inception (Britzman, 2015) and Bartle and Eloquin (2021) believe the traditional view of psychoanalysis needs to be challenged. Theories and practice of the psychoanalytic school “are not frozen in aspic” (ibid., p.15) and have developed significantly over time. Westen (1999) similarly highlights that since its foundations some 100 years ago the field of psychoanalysis has evolved substantially. Modern psychoanalysis might offer a relational lens through which to view anxieties born of the human, experiential aspects of life “that is responsive to physiological, neurological, psychological, social, and cultural dimensions, while foregrounding the experiencing self” (Bainbridge and West, 2012, pp.243-244). This lens may afford a much-needed solution in times of crisis. However, there is hostility towards what might be regarded as self-indulgent navel gazing (Bolton, 2010), an inward focussed approach inherent in the psychoanalytic field which, with reference to educational realms, may distract from the reality that learning is hard work (Furedi, 2021). 
Winnicott and object relations
Forged in the psychosocial architecture of the post-war welfare state, Winnicott was one of the first psychoanalytic thinkers to privilege care and the nature of the relationship between mother/infant over the content of the relationship. Amid a disciplinary strife ridden professional context Winnicott developed his own object relations theories beyond psychoanalytic roots in biological drivers as the formation of personality (Anderson and Taylor, 2008) and fixed a priori analytical interpretation models favoured by the likes of Freud, Klein and Fairbairn. 
Object relations theorists suggest adult lives are shaped by family experiences and relationships during infancy. Shapes formed in the repetitive, relational associations with significant others eventually become internalised, representational objects known as object constants (Mahler et al., 1975). The first internalised object is usually an image and experience of primary caregivers and results in object permanence (Piaget, 1937). These internalised representations are used to predict and recognise people’s behaviour and exert a strong influence on future relationships as a continuum throughout the lifespan. 
[bookmark: _Hlk136252552]Winnicott’s object relations theories are characterised by affective stability (Jacobi, 1990) which is achieved through continuity of care and holding by another whose sole focus is on the infant, a process of biologically and psychologically driven “primary maternal preoccupation” (Winnicott, 1956, p.301). Holding provided by primary maternally preoccupied caregivers results in an infant being able to make use of transitional objects, external objects that represent the care given by their original caregivers (Winnicott, 1965). Transitional objects can be a teddy bear, blanket or dummy which act as forerunners to the creation of further significant relationships in the child’s forthcoming world. Within an affective stability clime (Jacobi, 1990), the child experiences holding enabling their development as an autonomous human being and the formation of attachments to transitional objects, people and the environment. 
Holding comprises composite mothering concepts that work together. The environmental mother and the object mother (Winnicott, 1960) mediate any difficulties encountered and provide unconditional support, assistance, security and protection. For example, upon learning to swim as an adult, Phuongloan (2020) describes the environmental mother as the swimming pool, holding her physically, and the object mother as the swimming teacher, holding her emotionally. The combined holding provided ego support to alleviate anxieties born of the new task of learning to swim and a robust physical and affectual framework resulting in “a sturdy belief in myself as an example of the potent internalisation process” (ibid., p.162). 
With ego support the infant internalises holding, can hold him/herself (McCabe, 2011), and self-actualise (Maslow, 1943) which I read as attaining full potential as an autonomous human being. The first experience of learning is in being seen and accepted by a mother who reflects back and provides feedback to the baby affirming who they are and who they might become (Winnicott, 1958) and introduces the notion that we develop our identity through a relational process (Coren, 1997). In what Coren (1997) calls “the first search” (p.63), a search for affirmation by and holding from another lasts a lifetime. I shall now explore the applicability of holding to teaching and learning.
Holding of teaching, teachers and learning
[bookmark: _Hlk136318183]Recently popularised by Hilary Clinton (1996), the vernacular phrase “it takes a village to raise a child” derives from an African proverb signifying that the growth and development of a child is the responsibility of the whole community. Beyond the family, it is the extended family, the community, friends, teams, the workplace, the social/political context, the natural world and educational, religious or spiritual institutions that provide holding (Hyman, 2012). Viewed from an influential environment perspective, for the child school becomes an extension from the initial village and provides further opportunities to learn and actualise.  With reference to the support mechanism of holding in teaching, Figure 2 (p.66)  proposes that the HE employer, the environmental mother, is holding the teacher, the object mother, who is holding the student:

Figure 2: The holding of the student (Schultz, 2023)
Schools can shape students’ lives, teach them skills and create attitudes that enrich lives (Bevan, 1981). Educational establishments can play a part in providing safe environments and transitional objects in the form of teachers “who aim at enrichment” (Winnicott, 1971, p.50). A “good enough teacher” (Mayes, 2007, p.56) helps to navigate transitions into learning where the student is enabled to safely experiment with learning and with a limited degree of risk (Wool, 1989). The child’s use of their teacher as transitional object facilitates their ability to engage with others in cultural and intellectual discourse. The teacher as a transitional object helps the child negotiate the task of learning and relationships with others/systems beyond their village (Coren, 199; Elson, 1989; Mayes, 2007; Wool, 1989). 
Winnicott (1958) suggests that transitional objects facilitate transitions such as progressing to school, or university, getting married or starting work and are foundational stones of creative acts and experiences, such as art, religion and learning (Winnicott, 1971). Transitions require transitional objects (Coren, 1997) particularly as the process may involve a shift in beliefs, attitudes and identity. The teacher, in their role as transitional object is inhabiting the representational mother role, the object mother, who acts as a bridge between the maturational self and the world. According to philosopher Gibran (1923) a wise teacher does not impose knowledge on students but leads them to the threshold of their own mind. Indeed, Winnicott (in Davis and Wallbridge, 1981) states: “It is an insult to indoctrinate people, even for their own good, unless they have a chance, by being present, to react, express disapproval, and to contribute” (p.66). Therein the teacher is providing holding and acting as a transitional object (Winnicott, 1965) whilst the student crosses the bridge towards the threshold of their independent mind.
A holding environment provides the safe conditions, a secure base (Bowlby, 1988) for the child (and student) to learn to take risks and sorties into the world (Davis and Walbridge, 1990). A teacher as “auxiliary ego” (Greenhalgh, 1994, p.109) acts in loco parentis and helps mediate the student’s journey of learning. The teacher’s role is particularly important given the legal safeguarding duty for learners below the age of 19 years. The teacher has a role to play in enabling the student to feel safe to learn.
Teaching with emotional transitions in mind
According to McCabe (2011) when the teacher is fully immersed the experiences of the student they can encounter “all measures of the dark shadowy aspects of life presented by the students” (p.233), and I include anxiety as a shadowy aspect. Difficult or shadowy (Jung, 1953) feelings such as frustration, anger and fear can be evoked at times of transition and require mediating. Transitions into new learning situations can evoke anxieties experienced earlier in life when facing unfamiliar tasks and territories (Youell, 2006). Where the student is not yet able to contain unmanageable feelings such as anxiety whilst transitioning their learning journey, the teacher has an important role in providing containment and holding (Greenhalgh, 1994). Once adequately held, the student can progress towards autonomously containing feelings and draw upon the internalised object constants absorbed from the object mother (the teacher) and the environmental mother (the education establishment) as a self-soothing mechanism. The teacher holds the student’s anxiety to enable maturation, and progression (Moeller and Chung-Yan, 2013) which flourish in climes of affective stability (Jacobi, 1990). 
Whilst students are learning they are in a state of not knowing, a zone of proximal development (Vygotsky, 1978), and are aiming towards independence (Winnicott, 1965) and maturation. To use one of Winnicott’s metaphors, the process of maturation is a backwards frying process, where “you really do unscramble the scrambled eggs” (Winnicott in Jacobs, 1995, p.81). The transition from not knowing to knowing creates anxiety and holding is essential when there is exposure to difficult and/or new experiences (Phuongloan, 2020). Laurillard (1993) acknowledges that: “Students will not suddenly switch to being the model holistic, deep and epistemologically sophisticated learners” (p.93) and teaching should provide an environment that facilitates the coming together of actions, feedback, goals and conceptual structures to enable integration and maturation.  Difficulties experienced by adults arise often due to the insufficient holding environment provision in childhood (Nuttall and McEvoy, 2022) which results in anxiety and an inability to cope with the stress of learning. The formation of secondary attachments to teachers plays an important role in managing anxieties, enhancing well-being and the capacity to learn (ibid.). In their critical role as secondary attachment figure and transitional object in the classroom, there are certain attributes the teacher requires that enable them to fulfil this role.
The classroom environment is shaped by aspects of the teacher’s inner qualities such as how open the teacher is emotionally. If the teacher can model openness regarding difficult emotions they can create “a resonant interpersonal field in the classroom” (McCabe, 2011, p.232) enabling difficult feelings students might experience whilst learning to be voiced, witnessed and understood. The teacher, much like the parent does in early life, can provide ego support to the student by modelling successful navigation of their emotions (Coren, 1997). This navigation is “the pedagogical first step in developing potential space in the classroom and a student’s trust in their feelings and experiences” (McCabe, 2011., pp.231-232). 
Although it could be argued that the relationship between teacher and student is a temporary one, the teacher forms a positive object constant as role model which endures (Mahler et al., 1975; Piaget, 1937). If the idea of a teacher as a role model for emotions is plausible, then it is a matter of ethical concern that the teacher knows how to emotionally hold the student and create a facilitating clime for their, and their student’s emotions. A facilitating mindset is intuitively created and based on the natural proclivity (Hyman, 2012) of the teacher, their love of the work and their capacity for concern (Winnicott, 1963) for the student which enables the teacher to fully see the student. It follows that a teacher’s failure to successfully holistically “see” their student results in the student feeling unseen. 
There are some students whose particular needs are unseen. Some mature adults returning to education feel disoriented and like “strangers in paradise” (Ryan and Sackrey, 1995). The term adult returners (Slowey and Schuetze, 2012) refers to students who have dropped out or deferred at an earlier stage in their lives (ibid.) and who later in their lives reengage with education. The needs of adult learners differ from traditional age learners in realms such as the psychological, academic and life characteristics (Brunton and Buckley, 2020; Mehmet, et al., 2019; Richardson and Kind, 2019) , in other words, the psychosocial. A recent study by Lyu et al. (2025) investigating support needs of mature university students found support was available for financial issues, social integration, caring responsibilities and academic skills. Well-being support for part-time mature students was found to be deficient (ibid.), and it is worthy of note that neither vulnerability nor potential vulnerability were named explicitly as factors. 
Vulnerability is particularly applicable to mature students and returning adults who during their student identity formation process (Bell, et al., 2007) and identity management work (Campbell-Clark, 2000) encounter difficulties. For example, if there is an unexpected disconnect between a student’s expectations and actual experiences, student identity formation becomes more intensified (McPhail et al., 2009). Institutional and learning requirements are often not visible or clear (Brunton and Buckley, 2020) and if inconsistencies are thrown into the mix, learning experiences will be more difficult for the adult returner (McAlpine and Amundsen, 2011). This renders them academically unprepared (Black, 2022) and at risk (Tett, 2004). The teacher as transitional object for adult returners may have to be creative in their adoption of a more nuanced approach to mature students to hold them whilst they navigate the paradise of higher education. 
The teacher as a strong environmental mother and transitional object not only manages dangers, threats and risks that accompany learning but can be a source of reassurance.  Reassurance is required particularly as we are living in times of societal change, a “collective emotional crisis” (Goleman, 1996, p. xi) characterised by economic, ecological, and technical chaos (Berman, 1981). Changing family patterns and mental health problems exert an influence on behaviour and outcomes in schools (Gorard, 2010; Pring, 2009). Applied to any educational establishment, if these factors mirror local and national dynamics and problems, fresh remedies are needed to address the collective emotional crisis. 
Education cannot be expected to compensate for society’s problems (Bernstein, 1970; Bevan, 1981) but Phillips (2007) suggests that Winnicottian theories could provide an antidote to “the chronic professionalisation, careerism, and acquisition quicksand” (p. xiii) permeating society, and a new perspective amid these dynamics (ibid.). For example, in the UK notions of the facilitative environmental provision have been applied to classrooms (Greenhalgh, 1994; Levy and Campbell, 2000; MacRury, 2007), organisations (Clarke, 2021; van Buskirk and McGrath, 1999) and mental health programs focusing on psychological development (Eisenstein-Naveh, 2003). 
The teacher provides holding and forms the student’s object mother whilst the classroom and wider institutional provision form the environmental mother. Winnicott’s holding and the facilitating environment can be applied to schools and higher educational establishments to ensure that the support provided matches the child’s/student’s changing needs for attachment and autonomy. These concepts which forefront an ethic of care (Noddings, 2002) and the relationship are particularly relevant amid a crisis in the contemporary political and cultural clime. I now take a closer look at the environmental mother of the university to see if it exercises a capacity for concern (Winnicott, 1963) in the form of holding the object mother, the university teacher. 
The Role of Public Institutions in Well-being
[bookmark: _Hlk136684205]Public institutions are systemic containers, collective holding environments and transitional objects analogous to the maternal holding environment (Honig, 2017): “They do not take care of our needs only, they also constitute us, complement us, limit us, thwart us, and interpolate us into democratic citizenship” (p.6). In educational institutes a strong organisational ethos recognises the importance of staff and student connectivity and creates conditions for every learner to be individually valued (Eraut, et al., 1991). If the environmental mother of the university is healthy, the object mother, the teacher and the recipient, their students, thrive. By comparison, if care afforded to the teacher is deficient, their ability to hold their own and their students’ democratic citizenship journeys is thwarted. 
According to Berman (1981) value systems hold societies and the individuals in it, and when they crumble, so do the individuals residing within them. The residents, HE teachers, are reported to be experiencing higher levels of emotional burnout than other professionals (Berry and Cassidy, 2013) and although somewhat implausible that this is the case, scholars such as Nixon et al. (2018), Payne (2022) and Whyte (2024) would argue otherwise. Institutions can play a part in ensuring their resident-teachers do not crumble.
Winnicott advocates for the positive pastoral role played by institutions. His ideas find purchase in the work of researchers Margaret and Michael Rustin (1984) who conducted a study focussing on institutional provision of conditions that foster an “altruistic capacity” and “socialist ideas of humanity” (ibid., p.210).  Referring to the institution as primary caregiver, they recognised the need for security, emotional space and the importance of caregivers being cared for if institutions are to “grow beyond a self-centred and narcissistic attitude to the human environment” (ibid.). An organisation with a strong altruistic capacity is inclusive of the feelings and experiences of its employees, its affective labour force, and it embodies values of human care (ibid.). I am persuaded by these notions of an inclusive organisational ethos as they help the service providers and service users feel of worth, increase the possibility of relationality, strengthen resilience and value affective labour. Such an ethos advocates for and embodies the importance of holding (Winnicott, 1965).
[bookmark: _Hlk214193403]When the organisation has a weak altruistic capacity, there are consequences to the wider communitas. Organisational settings, performance and productivity are tied to the performance of its employees (Shin and Konrad, 2017) and erosion of support systems render the teacher feeling powerless (Fleming, 2021), and lacking resilience. Although Binnie (2016) and Stevenson and Petrescu (2016) call attention to the internal deficit discourse that permeates the term resilience, if organisational holding is deficient, the culture of the organisation mirrors this deficiency. 
In teaching the dynamics of an organisation form a “ghost world” (Bleger, 1990, p.420). By ghost world I read explicit operational practices and implicit professional attitudes that have an impact on teachers and learners (MacCallum Sullivan and Goldenberg, 2015). Hauntings include implicit biases and the compliance to self-reliant and resilience cultures that are not inclusive of teacher well-being. Resilience, the ability to bounce back despite setbacks and difficulties, reigns supreme as an ethos in the current neoliberal clime which seemingly abdicates a systemic responsibility to a duty of care.
A duty of care in universities is partially provided in the form of short-term self-help interventions such as mindfulness, yoga workshops and resilience training. These offerings are viewed by teachers with scepticism (Fleming, 2021), represent a sticking plaster mentality of administration and insinuate that burnt out individuals can simply work harder to access their inner resources (Taylor, 2014). Furthermore, there is sparse evidence of their long-term benefits. For example, workshops as a standalone offering do little to help staff in overcoming challenges in their workplace that negatively impact their mental health (O’Brien and Guiney, 2018). Long-term solutions require underpinning by a system that cares, and more importantly, can afford to care. According to Benjamin (1990) values of care “are nearly irrelevant for life outside the nursery“ (p. 208) and therein lies a problem. It is questionable if it is possible to convince a system and culture in the grip of a marketisation ethos to turn its attention to valuing effective care for its teaching staff.  
One of the consequences of a marketisation culture is that an organisation becomes infected with anxiety (Godkin and Allcorn, 2009). To nurse a fearful system back to optimum health requires an appreciation and awareness of the importance of people in the organisation, executives, managers and employees alike to assume caretaking and anxiety-containing roles (ibid.). Winnicott (1988; 1989) suggests that a caretaking, holding environment facilitates a positive change in organisation culture and identity which some believe counteracts any systemic destructive narcissistic qualities (Godkin and Allcorn, 2009). I read narcissistic qualities to mean a myopic focus on the systemic ego which means social responsibility for the care of the employee is marginalised. Brenner (2014) believes that a radical transformation is required to take affective labour seriously and involves a confrontation with capitalism itself. Although Mitchell (1978) comments that human care as a principle ought to be as equally valued as production, perhaps it is not a plausible proposition that care should be valued socially as this would involve a paradigm shift in attitudes, require significant financial investment and a standoff with the systemic ego.
Winnicott (1965) forefronts the importance of human care as a continuum throughout the lifespan. Without an acknowledgement of the psychological and human need for care, and action taken to provide support, the status quo of producing things and a culture that underpins it endures. With a culture that favours one eye on the holding of the student, the human capital, and the other eye on the coffers, Winnicottian theory and practice might offer an alternative way of considering care on a conceptual level. 
Winnicott in a diaspora
There are several reasons for Winnicottian theories not being taken seriously by HE establishments. One explanation concerns ontological and epistemological bias, after all, Winnicott was a child psychoanalyst. Although there are links between earlier experiences and subsequent adult behaviours (Nuttall and McEvoy, 2022), Winnicott’s focus remained anchored in the child’s world. A product of the political clime between World Wars I and II where feminine passivity was utilised as an ideological tool in women’s subordination, Winnicott became part of the subordination with his insistence on the primacy of the mother as the best person suited to care for the baby (Winnicott, 1956). Feminists have concerns about Winnicott’s representation of mothers, their agency and psychology. Hollway (2001), for example, feels Winnicott pathologizes difficulties experienced by women in their mothering and reinforces guilt for working mothers.
Although the concepts of holding and the facilitating environment (Winnicott, 1965) have been applied across several fields beyond psychoanalysis, for example social theory (Giddens, 1991; Honneth, 1995), philosophy (Nussbaum, 2001) and media theory (Silverstone, 1994), suspicion towards psychoanalysis remains.  Despite its wider application in recent years (Bartle and Eloquin, 2021; Clarke, 2021), the discipline of psychoanalysis finds itself in a diaspora, without a home (Frosh, 2010).  Radical claims of penis envy utilised by Freud (1908) and his grandiose use of language drawn from ancient Greek myth do not advance the case. Furthermore, early basic assumptions in Freudian psychoanalysis such as libidinal drive theory are questionable (Bainbridge and West, 2012) and they remain in public consciousness as associations with the field. Psychoanalysis remains a step too far in academic circles, and libido, seemingly, has no place in the academic bed. 
Freud’s protégé, Jung seems not to have fared much better in attracting critique. Jung began his career in psychiatry and his latter-day leanings towards archetypal philosophy, the transpersonal and Gnostic proved problematic. Adulated by his “disciple” followers (Tacey, 2011) who form a “world-wide cult” (Noll, 1994, p.3), Jung is widely criticised for his alignment to Gnosticism (Buber, 1952; Buri, 1952; Hostie, 1957). In academic circles spirituality is viewed as taboo in the classroom (Kniker, 1990; Nord, 1990) rendering Jung an object of ridicule (Tacey, 2001). The transpersonal, Gnosticism, mythology and spirituality stray into realms of speculation, lack credible evidence and cannot be captured by positivist, scientific means. Nussbaum (2001) refers to a dismissive attitude towards psychoanalysis in the US stemming from the common view that psychoanalytic figures are “pretend scientists and simply don’t measure up to a positivist model set by the natural sciences” (p.181).  
The psychological and its receipt depends on whether it can be scientifically proven which is the case in the discipline of psychology. Psychology gained popularity in the latter half of the 19th century and now enjoys extensive popularity and application “with vast cultural currency as well as research and vocational appeal” (Frosh, 2010, p.190). Regarded as the predominant “psy” discipline (Rose, 1998), it occupies a dominant position in health and education services, and management. Offering independent and objective information, psychology is in keeping with a university system favouring the measurable and metrics. Psychoanalysis, by comparison defies metrics: “neither inside nor out, neither one discipline nor another - going its own way, speaking from the margins as it always has done” (Frosh, 2010, p.194). 
The application of psychoanalysis beyond the therapy couch is questionable, and seemingly undesirable. However, beyond his myopic focus on the mother-child relationship, Winnicott’s ideas have the potential to be the basis for a psychosocial transformation manifesto. A somewhat apolitical figure, not tied to the cultish and ideological views of traditional psychoanalysis, Winnicott sparks debate and reflection upon present day marketisation trends that define the current age, systems and politics (Phillips, 2007). Rather than interpreting Winnicott through a critical theory lens, perhaps he can be viewed through a conceptual lens. It is Winnicottian concepts centring around relationships and care that are enduring and remind educators of the need to hold, carefully, the embryonic process of learning for the student, and, central to this enquiry, the representative of care who is holding the student. Looping back to research question 2 (Table 3), my attention now turns to reflective practice, a mandatory component in the discipline of psychotherapy and health care professions, to discover what role reflective practice plays in teaching practice, and if it can represent a form of holding (Winnicott, 1965) for the teacher.  
Introducing reflective practice
I begin by defining reflective practice and then explore the history of reflective practice in teaching. Subsequently, I examine if reflective practice is taken seriously by HE administration as a model for emancipation, change and well-being. Amidst the mental health crisis permeating education (Hughes and Spanner, 2019) the effectiveness of reflective practice as a teacher centred solution to some of the emotional well-being needs of teachers is considered. Furthermore, supervision as a holding mechanism (Winnicott, 1965) for the process of reflective practice is critically examined.
Defining reflective practice
Amidst the abundance of definitions, frameworks and taxonomies espoused in the literature (Appendix A), generically scholars in the field view reflective practice as a deliberate enquiry into professional practice undertaken by the teacher. It is a process of contemplating, evaluating and learning from experience through which new personal and practice insights are achieved to improve future practice (Boud et al., 1985; Boyd and Fales, 1983; Jarvis, 1992; Mezirow, 1981). 
History of reflective practice
John Dewey (1859-1952) was one of the first educators to identify education as a prime site for social reform and to name teachers as providers of a social service (Dewey, 1910). Advocating reflection as a pedagogical method to enhance democracy and self-knowledge, reflection was defined as a specialised form of thinking involving the active evaluation of beliefs and forms of knowledge (Dewey, 1933). Dewey’s ideas contrasted with the hitherto positivist paradigm with its linear way of thinking, conducting research and implementing practice (Schultz, 2022a). As Fleck (2012) points out, reflection is neither linear, nor uniform, nor homogenous. Donald Schὂn (1930-1997) extended Dewey’s ideas to foreground the reflective practitioner and reflective practice as a process. He developed concepts of reflection-in-action and reflection-on-action (Schὂn, 1983) and proposed practitioners should develop professional artistry in their own profession by observing and learning through reflection (Schὂn, 1983; 1987). 
[bookmark: _Hlk207875265]Nowadays, reflection is considered core to professional development (Fry et al., 2006), however it took almost a century for reflective practice to be considered as a valid notion of teaching praxis. Reflection in teaching has been espoused by a small number of modern-day international scholars such as Biggs and Tang (2007), Boud and Walker (1991; 1998), Brookfield (1995), Feiman (1979), Fish et al. (1989;1991;1998), Gibbs (1988), Kolb (1984), Korthagen (1985; 2001;2017), Tom (1985) and Zeichner and Liston (1987; 1996). Qualitative research methodologies for studying teaching became more accepted by the time these scholars developed their theories, particularly those drawn from anthropology, ethnography and psychology.  These methods provided an alternative means for understanding human behaviour within the complex culture of education (Erickson, 1986). 
I have previously argued that the discipline of pedagogy has expanded into caring realms and reflective practice plays a significant part in the caring professions. During the late 1990’s and early 2000’s reflective practice became a key component of continuing professional development in nursing, occupational health professions and allied health professions (Fraser and Greenhalgh, 2001; Health and Care Professions Council, 2006; Johns, 1998; Rolfe, 2002). In the nursing sector reflecting on performance and acting on reflection is regarded as a professional imperative (McKay, 2008). With teaching straying into the bounds of the caring profession (Payne, 2022), I consider whether reflective practice in teaching mirrors the professional imperative position espoused in the caring professions. 
Reflective Practice in Teaching
According to Stenhouse (1975) reflection enables teachers to act as researchers of their own practice. Teachers who reflect are monitoring, observing and researching data and scholarship on their intentions and actions, and the feelings of the students they teach (Pollard, 2005). Evidence thus gathered can be analysed, evaluated and disseminated with others potentially leading to improvements in personal and professional practice, and the revision of teaching plans and policies (ibid.). 
Reflection can be a tool, a skill, a theory and a means to self-examine with the express purpose of increasing understanding and developing practice. Reflective practice as a tool for evaluation is an active process of review and critical analysis (Boud and Knights, 1996; Boud and Miller, 1996; Boud et al., 2006; Schὂn, 1987); it is learning by doing.  Referred to as metacognition (Eraut, 1985), the process requires an element of introspection (Gross, 2001), self-examination (Kember, 2000) and a critical evaluation of the practitioner’s own responses to practice situations (Finlay, 2008) to enable explorations of different perspectives (Loughran, 1996).  A skill for lifelong learning (HPCP, 2006), reflection is inextricably linked to personal growth and development and built up through sense making (Chappell, et al., 2003; Hodkinson et al., 2008; Kolb, 1984). Reflective practice is thus a bridge that can link theory to practice and facilitates research into, and beyond theory. Miller (1987) states: “I can truly understand a person only if I hear and feel what he or she is saying to me without hiding and barricading myself behind theory” (p. xii), and, as the following study demonstrates, reflective practice goes beyond the theory barricade.
In an Australian school study (Southall et al., 2021) researchers explored the effectiveness of reflective practice for 12 teachers seeking better ways to manage challenging behaviours in their students and to improve classroom climates. Their students were 6 - 18 years old with mild intellectual disabilities. During the study teachers engaged in reflective journalling about their experiences with one specific pupil, followed by group reflection to help them understand and process their personal and contextual experiences, beliefs and practices. After engaging in six reflective circle rounds using the Reflective Circle Education Model (RECM), participants were interviewed using the semi-structured interview method. Staff reported experiencing mutual support and validation from their peers, having a deeper understanding of the values and assumptions underpinning their teaching and were able to develop deeper insights into their students’ historic traumas. By deeply scrutinising and reflecting with their colleagues, teachers expressed a growing confidence in their approaches, a greater sense of efficacy, an improvement in classroom climates and a reduction in their personal stress levels. 
Deep personal scrutiny of practice is an integral part of reflective practice (Fook, 2006). The teacher’s actions become meaningful through scrutiny which improves performance and avoids the repetition of mistakes (Rolfe, 2002; Rolfe et al., 2011). Such “rigorous reflection” (Pollard, 2005, p.18) is based on evidence and involves critically reflecting on one’s own and others’ assumptions, prejudices and ideologies. Mezirow (1991) believes reflection helps reflectors develop a critical perspective by becoming aware of and challenging what is taken for granted. 
Dialogue with others is central to becoming reflective (Ashwin, 2015; Brookfield, 1995; Freire, 1970) and to the development of an open, critical perspective (Brockbank and McGill, 2007; Schὂn, 1983; 1987).  From a benign perspective of service improvement, reflective practice seen through a collaborative lens benefits stakeholders and strives for transparency. By including deep criticality, reflection goes beyond being an instrumental concept and strays into the realms of relationship, politics, and ethics.
[bookmark: _Hlk146445466]Instrumental Reflection versus Critical Reflection
Seemingly a benign problem and solution-based process, instrumental reflection is “concerned with practical questions about what course of action can best lead to the achievement of goals or solutions of specific problems” (Reynolds, 1997, p.341). Critical reflection by contrast is a more complex, ethically, politically and socially transformative form of reflection. Instrumental reflection involves understanding the world as described by others (Reynolds, 1997), and critical reflection encourages individuals to critically analyse their world and their position in it (Boud et al., 2006; Boud and Miller, 1996; Schön, 1987), therein seeking to promote social awareness (Dewey, 1933) beyond the scope of the classroom (Curzon and Tummons, 2021). 
Now entering the realms of systemic politics, Zeichner (1981) argues that teaching raises moral, ethical, and political issues which must be critically reflected upon so that worthwhile professional and personal judgements can be made. Critical reflection embraces change and social reform, questions what is known then subsequently reframes assumptions that have been hitherto uncritically accepted (Brookfield, 1995; Burns, 2002). Through critical reflection alternative perspectives on assumptions, actions and ideology can be adopted together with an understanding of how dominant cultural values create power imbalances (ibid.). Burns (2002) notes that the process of critical reflection highlights political motivations and consequences, and Reynolds (1998) adds that it questions social rather than individual assumptions and pursues emancipation from ideologies. It seems the critical reflection process is highly political and invites activism on behalf of the critical reflector. 
Emotional consequences for the critical reflector, however, can be psychologically explosive and result in the structure of their assumptive world crumbling (Brookfield, 1995). A reflective practitioner is constantly fusing personal beliefs and values into a professional identity (Larrivee, 2000), an act of deep creativity, and in a precarious work clime critical reflections may be dangerous to acknowledge, let alone act upon. May (1975) notes that the creative challenges the status quo and is therein a threat to political assembly line of power. To critically reflect is to wake up to and no longer conform to the assembly line. 
Reflexivity
Reflexivity and is the action of subject towards object (Archer, 2010). Reflexivity as doing involves the self, the identity of the teacher and a willingness to challenge, change and develop thoughts, experiences, and behaviours in service of the teacher’s practice. Whether applied to knowledge, practice, systems or the self, reflection is the noun and reflexivity the verb, the doing. Described by Cunliffe (2002) as “complexity of thinking or experience by exposing contradictions, doubts, dilemmas and possibilities” (p.28), by being reflexive the reflector is critically engaging in their own doubts and dilemmas in teaching and in a struggle against a sense of immutability in systemic structures and practices (Bolton, 2014).
[bookmark: _Hlk177032724]Bourdieu (1993) coined the term “epistemic reflexivity” (p.366) to describe the process of being reflexive in service of the production of knowledge. Ruokonen-Engler and Siouti (2016) expand this further to include the concept of biographical experience and biographical knowledge production for researchers as a way of uncovering “biographical entanglements” (p. 745), a process they call “biological reflexivity” (pp. 749-750). Mayes (2003) proposes archetypal biographical reflectivity built on psychoanalytic foundations, a process whereby the teacher examines the psychodynamic determinants of their reasons for becoming teachers and how the teachers practice their work. 
It seems reflection changes and expands the conceptual map of the teacher, and reflexivity is a key component in engaging in this change. Not only does the teacher’s conceptual map need to embrace change when reflecting, but also the personal map, and feelings may have a part to play in the change process. As we shall now see, the process of reflection engages emotions and is not simply a service user evaluation tool (Kuit et al., 2001).
Reflective practice and emotion 
The act of reflection can engage feelings, and some stages of the reflection process involve attending to feelings (Boud, et al., 1985). Gohm and Clore (2002) suggest that greater awareness of emotions enhances the process and impact of reflection and the teacher’s capacity to manage their own emotions is viewed as being vital to successful student-centred teaching, the current paradigm (Kordts-Freudinger, 2014). Much of the literature focuses on “managing emotions, emotion regulation, emotional control, self-regulation, self-control, emotion-focused coping” (Hartel et al., 2005, p. 254). Although some models of reflection suggest that emotion can act as a catalyst for and be a by-product of reflection (Appendix A), most models are derivative of a rationalist model where emotion requires management (Vince, 2006).
Ecclestone and Hayes (2009) voice discontent about what they view as a destructive emotional turn in education whereby emotions are running amok, and they include reflective practice in their critique. I read the destruction as the contamination of the scholarship by emotion and the demands reflective practice places on the teacher. Rather than a demand, reflective practice that incorporates and attends to feelings might result in people being able to respond more adaptively to change, challenge and choices (Harber, 2005).
[bookmark: _Hlk208492908]Recent developments in neuroscience are discovering that emotion is inseparable from cognition (Damasio, 2003), and in social science emotions increasingly play a key role in evaluating learning situations (Archer, 2010). A study conducted by Ippolito and Kingsbury (2024) found that in HE settings even in traditionally objective disciplines such as Science and Engineering, emotions play a significant role in catalysing and sustaining learning. Arguing that cognition and emotion are a process of reciprocal interaction in a group setting, the notion of emotional socialisation (Eisenberg et al., 1998) was explored through focus groups and an anonymous questionnaire. Posing questions about their feelings whilst learning, 18 participants reported that by processing their feelings related to knowledge acquisition in a group setting they were better able to understand new educational goals, transform epistemic beliefs and regulate any associated emotions. It was found that empathy, the capacity to perceive, understand and respond to the emotional experiences of others (Eisenberg et al., 1998; Szanto and Krueger, 2019), could be framed as a cognitive competency (Gilbert et al., 2018). The study concluded that emotional socialisation could aid, inform and drive more inclusive practice and highlights the importance of understanding emotions and cognition as collaborative and reciprocal processes.
Critique of Reflective Practice
Extorted as both a means to emancipation and a panacea to address problems in teaching, reflective practice is criticised as a “current vogue” (Ecclestone and Hayes, 2009, p.100). The lack of clarity around reflection is one of the biggest criticisms of critical reflection (Swan and Bailey, 2004), a factor exacerbated by the number of terms used interchangeably with variable meanings (Appendix A). It is difficult to ascertain whether reflective practice is a method, a tool, a framework, a concept, a process or simply yet another task for the overworked HE teacher to engage in (Schultz, 2022a). The nature of the reflective process remains elusive, and taxonomies of reflective practice and reflexivity (Swan and Bailey, 2004) demonstrate a lack of a clear, robust and standardised definition. The terms reflectivity, reflexivity, and critical reflection all have different meanings and implications for practice (Bleakley, 1999). Furthermore, the discipline and philosophical positioning of authors can impact on their meaning and validity (ibid.), and Fook et al. (2006) believe the definitively separate meanings of these terms imply there is a danger of overthinking the term “reflection”. 
Models of reflection offer a structure and imply that there is a prescriptive and right way to follow steps in the process, however, these recipes for action cannot ubiquitously be applied to every situation. Many models of reflection involve introspection and state the overarching aim of reflection is to improve teaching practice to benefit the learner (Appendix A). Introspection can ignite feelings, yet the language and processes of reflection are not well suited to working with emotions (Mezirow, 1991a). For example, the Johns (1998, 2000, 2004) model of structured reflection (MSR) is a “device to enable practitioners to penetrate the essence of reflection on experience” (Johns, 2004, p.3). The process begins with practitioners pausing to focus on their thoughts and feelings and proceeds to focussing on significant issues within their work-based experience. Significantly there is no directive in the Johns model as to how to attend to feelings. Moreover, generically in the scholarship reflection is not considered as a support mechanism for the teacher’s emotional process. 
[bookmark: _Hlk219446587]The overarching idea that reflective practice is an intellectual responsibility (Dewey, 1933), professional imperative (Eraut, 1994; McKay, 2008) and a pedagogic panacea is undeniably attractive, yet there is little meaningful research that demonstrates its efficacy (Fook et al., 2006). Reflection is difficult to measure empirically and could therefore be rendered an irrelevant soft skill. The development of knowledge is positioned as a key benefit of the process of reflection, yet how reflective practice contributes to knowledge building lacks robust evidence. Indeed, there is a lack of theoretical and empirical evidence for its potential value for individuals and organisational learning (Fook, et al., 2006). Furthermore, effective teaching requires time for reflection (Brookfield, 1995: Greiman and Covington, 2007; Palmer, 1998; Ramsden, 1998), and academics in the current clime are time poor (Pocock, et al., 2012). Webster-Wright (2013) notes: “The pace of academia does not nurture and may impede any form of reflective practice” (p. 557) and time to reflect is missing in the working lives of academics (Pocock, et al., 2012). 
Reflection is considered a cognitive and affective process that requires active self-examination of responses, beliefs and premises resulting in new understanding (Rogers, 2001). Sold as a simple process, there are perils such as an awakening to hidden drivers in the built environment that scholars such as Ahmed (2021) and Brookfield (1995) are only too aware of. According to McCormack and Kennelly (2011) the outcome of reflective practice is that teachers become conscious of their teaching practice and can enhance their sense of self and their professional identity. This benign claim is questionable particularly as reflective practice can unearth localised difficulties that reflect underlying institutional and structural problems (Brookfield, 1995). Furthermore, colleagues may view challenges to accepted practices as an indication of the critically reflective teacher’s “penchant for troublemaking” (ibid., p.71). 
Embedded in the culture of the university is the notion of teaching as a solitary activity and academics’ inclination to “play safe” (Kennelly and McCormack, 2015, p.952) which minimises the personal risk of making professional enemies. When the teacher engages in reflective practice there is the potential of evoking hostility from colleagues and the teacher therein risks committing “cultural suicide” (Brookfield, 1995, p.237). As Brookfield notes: “Until we feel secure enough to engage others in the activity, critical reflection will mostly happen in isolation” (ibid., p.71). Perhaps these are valid reasons for teachers maintaining the status quo, being apolitical and engaging in solitary, instrumental reflection (Schultz, 2022a).
The process of critical reflection raises questions of how, and with whom reflection can happen. It can be undertaken in situ, retrospectively and be operationalised alone or with others (Forrester and Tashchian, 2010; Peters, 1991; Schön, 1983). It is through engaging in collaborative reflection in a reflective team (McKay, 2008) that practice can be transformed (Freire, 1970), yet that requires individual and collective, systemic dispositions. Boud et al. (2006) highlight the need for methods of reflection that extend beyond the individual to systems that support team and organisational reflection and propose “productive reflection” (p.5) to meet this need. Productive reflection should lead to action with and for others for the advantage of the service users, the organisation and wider society (Cressey and Boud, 2006). One obstacle to its implementation is a perception that reflection is self-indulgent (Bulman and Schutz, 2008). Bolton (2010) challenges this notion stressing that reflective practice can be politically, socially and psychologically useful and is not “a mere quietest navel-gazing exercise” (p.12). To reflect alone may be the safest option in the marketisation clime, however it is unclear if teachers can process assumptions and context-specific political drivers on their own. 
Reflection involves criticality and requires sensitivity, consideration and practising ethical fidelity to the needs of others such as students and colleagues (Light et al., 2009). This ethical fidelity seems to exclude a concern for the self. If reflection involves not just the reflector’s practice but also the social, moral and political context for that practice (Ashcroft and Foreman-Peck, 1994; Denzin, 1997), therein lies a rub. The teacher is in peril if they are unprepared for the political context for practice (Brookfield, 1995). As an ethical concern it is important to understand how personal, social and cultural contexts impact on our conduct and interpretations, and research and reflection aid in this endeavour (Denzin, 1997). Guillemin and Gillam (2004) believe researcher reflexivity potentially enhances the quality and validity of research but is not usually considered as a tool for ensuring ethical research processes and practices. Yet surely engaging in reflective practice is precisely how researchers can ensure “ethical mindfulness” (Bond, 2000). I shall now consider what place reflective practice occupies in the modern university.


Students: Personal Development Planning
Reflection in teaching was first recommended in the Dearing report (Dearing, 1997) for personal development planning (PDP) for students, and personal development review (PDR) for teachers. Reflection was introduced to teaching by the quality assurance agency (QAA, 2009), an independent body for HE staff that maintains quality standards in HE and promotes innovation and good practice. The PDP process aims to encourage students to reflect on their progress and articulate their strengths and weaknesses to enhance their employability through greater self-awareness. To this end, reflective practice features across curricula in assessment assignments for students. However, this raises a point that if the process of reflection is not understood students may adjust their reflective writing to meet assessment criteria rather than from a position of authentic reflection. Indeed, reflective practice can become ritualised when imposed through prescribed activities (Boud and Walker, 1998). Referring to reflective practice as “a wicked problem” (Platt, 2014, p.44), Platt suggests that forcing reflection leads to “faked reflection” (ibid.) and recommends that reflective practice be embedded in, rather than separated from mainstream teaching processes. 
Teachers: Performance and Development Review
According to the Quality Assurance Agency (QAA, 1997), the Performance and Development Review (PDR) affords all HE staff members the opportunity to reflect on their performance, progress and development needs. It is an annual evaluation process undertaken with a line manager with the purpose of aligning individual staff development needs with the strategic direction of the university. However, there is evidence that teaching staff mistrust the process and perceive the PDR as a controlling mechanism aligned to a performativity culture (Floyd, 2019).
Floyd (2019) conducted a study in a UK university with 15 academic leaders and 15 academic staff participants. A two-stage qualitative study comprising interviews and an online survey, the study concluded that the PDR process could offer significant guidance and support for professional development and have a positive effect on student learning, staff motivation, recruitment and retention. Thirty-three per cent of staff interviewed felt able to have open discussions and garner support for their work, yet 40% disagreed or strongly disagreed. Furthermore, 25% of participants felt they could not be honest about their needs and some participants reported that the PDR lacked professional relevance and was overly reliant on overambitious target setting. Overall staff reported concerns about the confidentiality of their responses in PDR meetings which I believe might result in teachers engaging in faked reflection (Platt, 2014). Although a small-scale study, there is clear indication that given the context and culture, the PDR process was regarded with suspicion.
Whilst there is a need for accountability, reflective practice could contribute to a cultural divide between teachers and management (Wallace, 2002), and the process could feed a blame culture (Avis, 2005). Furthermore, reflection involves re-evaluation of practices and prompts and promotes change. As Bartle and Eloquin (2021) attest, assumptions about theories and practices can remain “frozen in aspic” (p.15) if they remain unchallenged, yet engaging in the change process can breed mistrust (Brookfield, 1995) and is not embraced by all. 
Is it safe to reflect?
Teachers commonly resist change which makes it difficult to operationalise academic development (Bamber, 2008; Brookfield, 1995), added to which conditions are not always right, or ripe for change (Schultz, 2022a). Crawford (2010) for instance considers that one of the critical success factors for teachers’ academic development is the existence of a supportive environment for developing and/or sharing of good teaching practices. Brockbank and McGill (2007) believe reflective practice is crucial to the development of professional artistry (Schὂn, 1983) and is fostered within an environment of trust. For trust to thrive a safe environment is important (Erikson, 1963).
[bookmark: _Hlk215120414]Reflective practice requires the courage to talk about imperfections, to be vulnerable and involves communicative virtues (Burbules and Rice, 1991). These include a willingness to listen and to admit mistakes (ibid.) which require a high degree of self-awareness (Brookfield, 1995). This raises questions of whether the environment can be trusted to value potential vulnerabilities arising from self-disclosure or for critical conversations to take place. If the environment breeds mistrust or fear, there is a risk that self-disclosure can result in censure or punishment and the reflector may keep their vulnerabilities secret (Floyd, 2019; Gill, 2009). In the institutional anxiety machine (Hall and Bowles, 2016) of the university and a culture of secrecy, critical reflection is destined to fail (Brookfield, 1995). 
The reader might be forgiven for wondering if reflective practice has any value particularly since there are seemingly no tangible benefits, severable noticeable difficulties and barriers, and the institutional culture impedes its inception. Safe environmental and psychological conditions are required for authentic and critical reflection to be actualised. As has been identified, reflective practice itself requires more structure and structural conditions of holding which I am proposing can be operationalised through the mechanism of supervision. Supervision is the formal container, the environmental mother, the structure and space that collectively safely hold the process of reflection.
Supervision
In recognition of the impact and emotional toll on teachers, reflective practice has been suggested as a support mechanism for staff in education (Bartle, 2023; DuBois, 2010; Lawrence, 2019; Reid and Soan, 2019; Willis and Baines, 2018). Supervision is the formal contracted container which serves the function of supporting personal and professional development, reflective practice (CQC, 2013; 2013a) and psychological safety. Psychological safety is a term used to describe the extent to which people feel included, safe to voice concerns and able to challenge habitual practice without fear of embarrassment, marginalisation, or reprisals (Clarke, 2020; Kahn, 1990).  
Maintaining psychological safety is highlighted as an important factor for optimising professional performance and individual well-being (Kahn, 1990.) When experiencing psychological safety, the individual is able to reveal their whole self “without fear of negative consequences to self-image, status or career” (ibid. p.708). However, when there is fear within an organisation (Clarke, 2020) psychological safety is compromised. Under the Health and Safety at Work Act (1974) and the Management of Health and Safety at Work Regulations (1999) all employers have a duty to ensure the health, safety and welfare of their employees. How this is implemented remains the responsibility of professional bodies and employers and given the need for support this study is identifying, supervision may fulfil a health, safety and welfare function for teachers in HE. Table 4 (p.87) delineates the purpose and nature of supervision: 
Table 4: Purpose and nature of supervision
	What supervision provides
	The nature of supervision

	An opportunity for providing emotional management and support
(Rae, et al., 2017; Steel, 2001; Walter and McKersie, 2020)
	Structure, boundary and safety

	A space to share information, personal concerns, hopes and feelings about experiences
(Bartle, 2023; Scaife, 2019)
	A safe space within which to share openly

	Supervision provides opportunities for the supervisee to grow and keep growing, to be understood and challenged (Alila et al., 2015)
	Self-actualisation (Maslow, 1943) and growth

	“Supervision provides an environment where colleagues are encouraged to collaborate, challenge thinking and redirect misconceptions”
(Aslett, 2024, p.2)
	A space to be challenged, process behaviours and actions and to work together

	“A forum where supervisees review and reflect on their work in order to do it better. Practitioners bring their actual work practice to another person, or a group and with their help review what happened in the practice in order to learn from that experience” (Carroll, 2007, p.36)
	Being held within a boundary and safe space in order to learn and grow

	Within a supportive structure the supervisee is an active participant and is enabled to explore and express their feelings in relation to their work
(Davys and Beddoe, 2010)
	Safe, exploratory space and psychological safety

	Supervision fosters the development and management of best practice, and “provides a space to discuss and manage the emotional and psychological effects of the work” (Reid and Soan, 2019, p.3)

	Psychological safety. Professional development. Safe space.



What is being captured in these definitions is reflection is held contractually within boundaries of a structured and contained supervisory space which aims to improve outcomes (Borders et al., 2014) and enable reflectors to safely explore their thoughts and feelings. Reflective practice, already identified as messy, complicated, diverse and unclear requires holding (Winnicott, 1965), and supervision provides that holding. I shall now explore examples from the caring profession where supervision is embedded as a holding mechanism for the reflective process.


Clinical Supervision
[bookmark: _Hlk214695209]In the caring professions it is acknowledged that the provision of compassionate and effective patient care depends on the health and well-being of the professionals delivering it (West et al., 2020). The Health and Care Professions Council (HCPC, 2006; 2024) recognises the importance of staff emotional well-being and recommends clinical supervision to help build professional resilience and combat stress. Supervision is viewed as a career-long practice demonstrating not only scrutiny of practice but accountability to the profession and allied stakeholders (Beddoe, 2020; O’Neill, 2002). Supervision provides a space for a practitioner to draw upon support from a supervisor in a joint endeavour to attend to relational, emotional and operational dynamics inherent in their work (Hawkins and Shohet, 2000; 2006; 2012). For example, in the healthcare system in recognition of increasingly diverse demands of patient care (NHS England, 2019; 2020; West et al., 2020) and the need to promote cultures where practitioners feel safe, valued, and heard (Dixon-Woods, et al., 2014; Kinman et al., 2020), supervision is acknowledged as a support mechanism for nurses. Through the mechanism of supervision, the quality of the practitioner’s work is improved, relationships with service users are transformed and the practitioner enhances their practice and the wider profession (Hawkins and Shohet, 2000; 2006; 2012).
[bookmark: _Hlk147715460]According to the Care Quality Commission (CQC, 2013; 2013a) clinical supervision enables practitioners to develop their skills, knowledge and competence, reflect on practice, learn from experience and develop resilience from challenges faced in the workplace (Alila et al., 2016; Hawkins and Shohet, 2012). It is solution focussed and in service of the work, practitioner and service user. It also has a component of critical reflection and digs deep into practice stories to expose inequities, focuses on the self-examination of the practitioner and involves critical thinking and decision making. The function of supervision is to hold the practitioner and provide guidance and support. 
Beyond healthcare, clinical supervision is employed in allied healthcare professions such as dentistry, social work, the probation service and therapeutic professions. An example from the allied healthcare field demonstrates how supervision can provide restorative support for staff. Carr and White (2023) conducted qualitative research into sonographer colleagues’ experience of clinical supervision. The authors utilised the A-EQUIP (Advocating and Educating for Quality Improvement) model of supervision (NHS England, 2017) based on the Proctor (1986) model used extensively in healthcare (Ross, 2019). The Proctor model (1986) comprises formative (educational), normative (quality) and restorative (supporting emotional well-being) functions. Although a small-scale study using an online survey with 32 sonographers, some 50% of sonographers reported generically feeling unsupported in their working practices and identified restorative supervision as emotional support. 
Wallbank and Wonnacott (2015) proposed an integrated restorative model to underpin effective safeguarding supervision in health settings based on restorative supervision which includes elements of safeguarding (Wallbank and Woods, 2012). Effective safeguarding supervision should combine critical reflective practice and critical thinking with the restorative experience for the professional to feel supported and maintain their capacity to think (Wallbank and Wonnacott, 2016). Seemingly, the focus of an integrative restorative model is to return the practitioner to a place of clear thinking, not clear feeling. With echoes of the importance and dominance of clear thinking in teaching and scholarship (Ecclestone and Hayes, 2009), I shall now explore the role of supervision in education.
Supervision and education 
Recent research in schools has supported the need to encourage learning for individual growth in school staff not just for their employability (McKay, 2017). Supervision provides opportunities for individual growth and development. It is a developmental process that is relational in nature which encompasses collaboration, reflection and dialogue, and enables a supervisee to develop their professional skills (Alila et al., 2016). It provides a personalistic approach (Coombs, 1972; Zeichner, 1983) that acknowledges the subjective experience and the complexities of human encounters, factors which are particularly relevant to the relational realms of teaching. 
With human encounters comes emotion, the self, identity and complexity, and supervision could provide an emotional well-being space for the teacher to reflect on the process of teaching. For example, in a school study Reid and Soan (2019) provided senior leaders and special educational needs coordinators (SENCOs) with supervision to reflect on professional practice issues. Supervision sessions ran for two hours, six times a year over two years and the process was evaluated at the beginning and end of the study using a questionnaire. The seven respondents found supervision to be a powerful and restorative experience which enabled their development in reflexivity and problem-solving skills. However, the methodology employed raises some ethical and boundary concerns. The supervisor, a qualified counsellor at the same university, supervised participants in the first year only, and non-counsellor colleagues supervised in year two with no explanation provided regarding this change. A joint project between the University of Canterbury and The Diocese of Canterbury, funding was not declared leading to speculations regarding the role of the stakeholders. 
Willis and Baines (2017) conducted research in a social, emotional and mental health (SEMH) special school with 12 school staff to examine the perceived benefits and difficulties of introducing and maintaining effective group supervision. Data was gathered through semi-structured, one-to-one interviews and analysed thematically. Findings indicated that attending group supervision provided participants with opportunities to foster a greater sense of camaraderie with their colleagues and address the issue of stress through the sharing and validating of emotions and experiences. The need to ensure group sessions were chaired by an effective, independent supervisor and to establish a method of evaluating group supervision as a means of maintaining its effectiveness were identified.
I note that in the Wills and Baines (2017) study there was a focus on the vulnerability and trauma inherent in working with challenging students. A relatively new discipline, supervision within education is starting to recognise the need for supervisory support for staff working with vulnerable students. Indeed, there have been calls from some teachers/leaders in education to access supervision akin to that received by Health and Social Care professionals (Bainbridge et al., 2019; Fonagy, 2018) in recognition of the emotionally taxing nature of the work.
More recently a report on professional supervision for education staff commissioned by Barnardo’s Scotland (Lawrence, 2019) illuminates some of the emotional and psychological factors present for staff working in schools. Acknowledging that emotional difficulties experienced by pupils outside of school can be reenacted in the classroom, Burley (in Lawrence, 2019) described how long-term distress, vicarious trauma and adversity are the consequence for educational staff working in school environments. It was noted that schoolteachers are in a unique position to provide positive educational, social and therapeutic relationships to children who have experienced trauma and adversity (Lawrence, 2019). With this backdrop, the report recognised that an effective care infrastructure for teachers was needed: “We need to contain the container, care for the carer” (Treisman, in Lawrence, ibid., p.15). The report recommended supervision training and professional supervision structures for all education staff, and guidance on how a whole-school approach informed by trauma-informed practices might support the mental health and well-being of staff and pupils. 
The Centre for Inclusive Education (CIE) at UCL Institute of Education together with the Chartered College of Teaching have developed guidance to implement and deliver supervision training to school leaders, SENCOs and training providers to establish effective and safe supervision practices (Carroll et al., 2020). The first of its kind, the guidance follows recommendations from a working group who authored, delivered and evaluated a pilot Supervision Skills for SENCOs training course (ibid.). Subsequently a supervision skills competency framework was developed and recommendations made for SENCO entry qualifications and course quality assurance indicators (ibid.). It is noteworthy that some universities such as Canterbury Christ Church, Leeds Beckett and University College London now offer supervision support services and/or training for schools (Briggs, 2021).
Research into the importance and efficacy of supervision provision for teaching staff in schools is a newly developing field, and it is noteworthy that research into supervision for HE teachers is non-existent. Supervision remains largely confined to healthcare and allied healthcare fields in university settings. Passionate about the importance of supervision as a restorative practice, Walker at the University of Hull conducted a pilot of restorative supervision to teaching staff in the health sectors in 2022/23 and recently reported it was being integrated into undergraduate nursing, midwifery and paramedic programmes (Schultz, 2024). Discussions with the Faculty of Education about further university-wide integration were ongoing and have not yet borne fruit (ibid.). Walker and her colleagues regularly promote the importance of safe practice for students and staff at conferences and in blogs (Jennison and Walker, 2023; Jennison et al., 2024; 2024a; Walker, et al., 2024). 
Notably the growth of supervision provision in schools reflects an acknowledgement of the higher emotional levels teachers are operating at when faced with increasing student pastoral needs (Briggs, 2021; Lawrence, 2019). Most of the studies citing the efficacy of supervision for school staff (Carroll et al., 2020; Reid and Soan, 2019; Willis and Baines, 2017) are targeted towards SENCO staff in recognition of the difficulties of working with children who are challenged and vulnerable. This will likely render the inception of supervision as a well-being tool for university staff working with adult students meeting with resistance. This point was raised by Mo (Appendix K), one of the participants in this study who teaches on teacher training programmes in HE. She noted that university teacher trainers are receiving students as adults onto HE professional training programmes and imposing or suggesting supervisory support may undermine their agency (ibid.), and I contend their professional pride and identity.
Dangers of supervision
[bookmark: _Hlk147719435]Supervision is not without its challenges. The term “clinical supervision”, for example, has been criticised for its lack of clarity of purpose and function (Berggren and Severinsson, 2013), and as an umbrella term suggests it is solely used by clinicians, or it may be clinical in its methodology. Breaking the term supervision into its component parts - “super” and “vision” - the very nature of these terms suggests the supervisor has superior abilities and knowledge (Gilbert and Evans, 2000). Modelled on the traditional apprenticeship relationship (Sussman, 2007), this hierarchical relationship can negatively impact the supervisee particularly when the supervisor has a line management and leadership responsibility (Edwards, 2023). Furthermore, in education managers may argue it is not their role to offer supervision, and they lack the skills in implementing it. 
Supervision guidelines lack appropriate and specific strategies (Howard, 2008) leaving those with supervisory duties lacking best practice guidelines, although since 2008 the field has developed, and Carroll et al. (2020) have addressed some of these concerns.  If imposed, supervision can “infantilise the supervisee” (Reid and Soan, 2019, p.5) further emphasising the power inequity and cultural divide between the supervisee and management. Much like a baby must choose their transitional object (Winnicott, 1958) as it gives the baby agency over who or what can be trusted to facilitate their growth, the agency to choose a supervisor is itself both an empowering and safeguarding act.
Supervision is designed to be collaborative, non-judgemental, empowering and supportive (Reid, 2007). In healthcare professions, the assigned supervisor is often a senior colleague in the same department, a situation that poses boundary, power, trust and confidentiality concerns and could compromise its collaborative and supportive functions (Reid, 2007). Pines (1986) believes that the supervisor should be an invisible presence, one who is testing new horizons with their supervisees by being creatively curious about the work they are supervising. Such a benign standpoint might be difficult to operationalise if the supervisee fears that the watchful eyes of the supervisor colleague might constitute yet another feedback mechanism for the employer (Feltham, 2002; Reid, 2007). In education, the same principle may apply, and some believe supervision is associated with surveillance and punishment for failure to reach academic targets (Bainbridge et al., 2019; Lawrence, 2019). 
[bookmark: _Hlk147857494][bookmark: _Hlk147678857][bookmark: _Hlk147680226][bookmark: _Hlk147680496][bookmark: _Hlk147680648][bookmark: _Hlk147680809][bookmark: _Hlk147683116]To explore who might be best placed to provide supervision, I briefly return to examples from healthcare. In the NHS the A-EQUIP model was developed (NHS England, 2017) to ensure some restorative support was provided following the removal of statutory supervision for midwives (Baird et al., 2015; Rouse, 2019) and a Professional Midwifery Advocate Role (PMAR) was implemented. Adapted for nursing, the professional nurse advocate (PNA) role was established in 2021 to support nurses and improve patient care (NHS England, 2021). Promoting the use of reflection, the PNA offers clinical educational and well-being support to colleagues and to underpin quality improvement in service development (NHS England, 2021; RCN, 2023; 2023a). The role implicitly encompasses a debriefing, supervisory and emotional safeguarding function, although the term “supervision” is not in the role description. In a work culture identified as being characterised by low staff morale, poor leadership and a lack of compassion (Dixon-Woods et al., 2014), an army of PNA’s might be perceived by nurses as a glossy offering to divert attention from any systemic dysfunction, and nurses may mistrust its purpose and application.
By considering supervision as a support for the teacher faced with increasing pastoral and emotional-caretaking duties, the psychological demands of these realms are being acknowledged. According to Goleman (1996): “There is little or nothing in the standard education of teachers that prepares them for this kind of teaching” (p 76) and Bettelheim (1972) believes the psychological realm of teaching “is wholly overlooked throughout the entire scheme of modern education, from kindergarten to the highest levels of academic training” (pp. 44-45). I shall now turn my attention to the conceptual framework applied to this study that incorporates psychological, care, education and well-being dimensions.
Part Two
Conceptual framework
The literature review has brought to light cracks or gaps in awareness of well-being and emotional safeguarding needs for HE teachers. Cracks often indicate damage, and yet I see a crack as creating potential space (Winnicott, 1971) for the light to come in (Cohen, 1992). Inhabiting this crack involves finding a reconciling tool, the “transcendent function” (Jung, 1953, p.80) that generates a middle path (Booker, 2004), a space for new ideas, thoughts and feelings to flourish. The identified gap in preparing teachers for the pastoral elements of their role is addressed through the conceptual framework (Figure 3): 

Figure 3: Depth pedagogy conceptual framework 

Depth pedagogy
The overarching conceptual framework is one of “depth pedagogy” (Mayes, 2007, p.208) a philosophy that acknowledges the developmental nature of the human being and its variables (Smith et al., 2011). A central tenet of depth pedagogy is that the cultural environment gives rise to and influences the development of human beings throughout the lifespan and creates the conditions for functioning within it. Depth pedagogy is informed by psychoanalysis and psychotherapy, incorporates deep reflexivity and reflective practice, and balances cognition combined with affect. In utilizing a depth pedagogy lens, I see the journey of the teacher, education, Winnicott’s holding, reflective practice, social and emotional learning (SEL) and depth psychology coming together. 
Depth psychology draws on literature and stories, philosophy, the arts, mythology, critical studies and psychotherapy. It incorporates different approaches to human experience that explore how emotions find expression in society and culture, including education. It aims to understand people, their feelings, stories and the process of their journeys, and recognizes the importance of integrating the emotional aspects of teaching and learning more widely through a process of “self-reflexivity” (Bulkeley and Weldon, 2011, p.2). Depth psychology is interested in the journey, process and a theory of psychological development (van Eenwyk, 1997) that “constitutes the ultimate goal of human life” (Eliade, 1975, p.135) accomplished through a series of initiatory ordeals and trials. I refer to the concepts of individuation, archetypes, the shadow, and anima (Jung, 1959), the female principle, to track and analyze the journey of the research participants. An inclusion of Jung’s wider theories is difficult to operationalize, hence the decision to adopt some of the concepts that can be applied to the individuation journey of the teacher. 
Individuation (Jung, 1959; van Eenwyk, 1997) is the process of self-actualization (Maslow, 1943) and is both a descent and an ascent to go beyond the current known script of one’s positionality. As defined by Franciscan monk Richard Rohr (2012) going beyond involves writing the script and embodying what we have learnt on our journeys.  Individuation is the process by which any living organism claims its destiny and can grow because of a journey (Stevens, 1997), which I read as both an inner and an outer journey. The individuation journey is transitional, and it is a hero who undertakes this journey. 
The hero’s journey was popularized by Joyce in modern times as a monomyth (Joyce, 1934; 1939) upon which Campbell (1949) based his own version. Comprising 17 steps, there are three main stages: separation, initiation, return (ibid.). Soviet folklorist Propp (1958) devised a 31-stage hero’s journey model where the plot functions and characters follow a trajectory towards self-actualization (Maslow, 1943). More recently Vogler (1998) adapted the hero’s journey to fit the writer’s journey as a 12-step formula for the writing of stories.  My own quest is for a simple model that might be adapted to the education field therefore the hero’s journey of individuation as a concept is applied to the conceptual framework. 
Modern day folklorists describe the archetypal hero as one who leaves home, undergoes a series of trials, and returns changed by their experiences and ordeals endured (Cashdan, 1999; Propp, 1958; Vogler, 1998). My definition of a hero is not an archetypal hero myopically focused on his own growth and achievements but a classic hero who leaves home, embarks on a journey and returns with “boons” (Campbell, 1949) that can be shared with others. This aligns with Rohr’s (2012) notion that true heroism serves the common good. The hero’s journey does not shy away from the darker sides of human interactions and trials, and faces the shadow side of humans, and their institutions, head on. 
The final ingredient is holding (Winnicott, 1965), a physical and emotional concept and support mechanism replete with an ethic of care (Noddings, 2002). Critiques of Winnicottian theories abound aplenty, particularly his singular focus of the mother being the most appropriate adult to hold, and care for the baby. However, I apply some concepts drawn from Winnicott from his perspective as a depth psychotherapist/psychologist (Lewis, 1993) that foreground the well-being and care of mothers and their babies that can be adapted for supporting teachers.  
Winnicott, Jung and depth psychopedagogy
At first pass, Winnicott and Jung seem strange bedfellows. Winnicottian theories focused primarily on the mother-baby dyadic relationship, and Jung was professionally anchored the esoteric. Their ideas coalesce on the notion of emotional developmental journeys. Winnicott (1965) regards developmental transitions as an innate process begun in childhood. For Jung (1959) personal development, growth and learning are a life-long individuation process towards wholeness and integration. Indeed, depth pedagogy as an overarching philosophy is anchored in an ontological position that education is individuation (Mayes, 2007), a hero’s journey of development in service of the self and the wider community.  With a focus on the emotional and personal development aspects of teaching, depth psychopedagogues Winnicott and Jung might provide effective solutions to the challenges posed by a deficit of care for HE teachers identified in the wider literature (Chapter Three). There follows a brief overview of the research philosophy underpinning this study more details of which appear in Chapter Four (Methodology).
Research philosophy in brief 
My ontological perspective is one of valuing fluid perspectives relative to the self, the environ and culture. As a depth pedagogue, I am predominantly process-oriented, value creative engagement in human interactions, stories and emotions and am subjectively engaged in my research (Cohen et al., 2019). Epistemologically I identify as an interpretivist with a co-constructivist position, believing that knowledge is fluid and unique to every individual which aligns with an overarching philosophy of social constructivism. Social constructivists believe that knowledge acquisition does not occur in a linear or isolated fashion but is embedded in cultural and psychosocial beliefs and practices (Gergen, 1985). As such social constructivism is a form of narrative psychology (Crossley, 2000) concerned with stories about relationships between people. 
Gathering the threads
The research philosophy reflects my beliefs on the socially interactive and relational nature of knowledge acquisition and creation within wider psychosocial and cultural contexts. I believe that reflecting upon knowledge and stories can change how people think, feel and react. A depth pedagogy framework is in keeping with my philosophical stance that teaching, learning and research are relational, storied and emotional processes, my professional/personal philosophy of individuation (Jung, 1959) being a ubiquitous key component of any personal development, and holding (Winnicott, 1965) being essential for any process. Furthermore, it affords potential space for the research whilst holding the researcher amidst the messy processes of capturing, analysing and finding gold within the participants’ stories. The hope is to find fertile lands amid and beyond the mess. A reflective piece follows which acts as a bridge to Chapter Four.
Reflections

Many years ago, whilst out walking I encountered a retired engineer, who, upon picking up an abandoned golf ball in the grass, decided to probe me about my knowledge of physics. Pointing to the rubber bands spewing forth from the crack in the golf ball, he explained the principle of hysteresis. The term hysteresis derives from the Ancient Greek word  ὑστέρησις meaning deficiency or lagging behind, and was popularised by James Alfred Ewing (1882) to describe the behaviour and memory of magnetic materials. The gentleman explained that good quality rubber bands retain their original shape and elasticity, sculpt themselves by memory to the shape of their environment and are not bent out of shape by use. By contrast poor quality rubber bands lose elasticity, become stretched beyond their original form and fail to return to their original state. Seemingly, the material quality of the rubber bands allows them to remember and retain their original shape. I reflected that the hysteresis process is a delicate dance between the environmental mother and the object mother to create strong object constancy that aids in weathering forces. 
In a Rhodes Scholar talk, Professor John Edgar Wideman described his personal experience of education (Wideman, 2020). Born into a family in a poor, black neighbourhood of Pittsburgh, he was the first person in his family, and the community to attend university. Wideman described education as having expanded his internal spaces, whilst simultaneously opening external spaces (Wideman, 2020) and it was a quiet place inside himself that helped him navigate this process. He describes this quiet place as an internal home created by the love of his mother (ibid.) which I read as the holding she provided. This helped him weather the storms inherent in his pervasive journey. In Whose Story Is This?  Rebecca Solnit (2019) believes it is the pervasiveness of the person seeking change that is important, not their departure or arrival points. I contend it is the strength of the external holding and inner pervasiveness that prevents the change-seeker’s vibrating rubber bands from snapping.
Placing these stories like a piece of tracing paper over my research story about teachers lives, cracks may appear when the teacher is having to weather the force of demands born of changes in the culture, practice and politics in the shape-shifting context. The strength and pervasiveness of these forces may prevent the teacher’s internal rubber bands from returning to their original shapes.  In a poem entitled The Crack, Galloway (1993) describes the experience of a jagged, bleeding crack and wonders how it might restore itself to its proper fit, in the right relationship. If not carefully tended to, and held, the outer casing and the inner rubber bands of the teacher might weather, crack and bleed. Hysteresis needs holding, difficult journeys need holding, the curious and pervasive journeyperson needs holding, and the practice of teaching needs holding. Holding (Winnicott, 1965)  is not simply a concept, it is ethics, and ethical mindfulness (Bond, 2000) in action: it is heroic.
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Chapter Four: Methodology

Introduction 
[bookmark: _Hlk196160399]This chapter delineates the research methodology, design and strategy prior to data collection. To anchor the chapter, the reader is reminded of the research questions and aims (see Table 5). The research philosophy, theoretical research approach and methodological position of this study are then detailed followed by reasons for prioritising a qualitative approach. Justifications for the chosen methods will be offered followed by the process of sampling and participant recruitment.  Reflections on ethics will appear as required thus adhering to an ethos of ethical mindfulness (Bond, 2000). The chapter concludes with a review and summary.
Table 5: Research questions and aims 
	[bookmark: _Hlk210134305]    Overarching research question: What are the lived experiences of HE teachers? 

	Research questions
	Resulting Research Aims:


	1. What are the experiences, perspectives, and reflections of HE teachers on their teaching, and teacher training journeys?

	1. To identify HE teachers’ perspectives of their emotional wellbeing and support mechanisms during their teacher training, teaching praxis and in their teaching environments 


	2. What role does reflective practice play in the teaching practices of HE teachers?

	2. To understand how and if HE teachers utilise reflective practice to manage and process their emotions


	3. How can HE teachers make use of Winnicott’s concept of holding?

	3. To explore whether the concept of holding drawn from Winnicottian theory provides enhanced awareness of support and reflective practice for HE teachers 





Research Philosophy
Whilst specifying the ontological and epistemological stances of the researcher, I shall reflect upon personal bias which acts to safeguard the research and is in keeping with the reflective nature of the research philosophy.
Ontology
Ontology refers to an individual’s view of reality and what they believe to be true (Mack, 2010) and includes assumptions that are made about others, and reality (Wellington, 2015). Research involves “the act of searching closely or carefully for, or after a specified thing” (Frayling, 1993, p.4) and therein assumptions and biases of the researcher are impossible to ignore (Sikes and Potts, 2008). Initially I feared my myopic focus on well-being provision for teachers was based purely on my own experiences. Having now gained a wider perspective from the scholarship, I realise that reflecting on my assumptions has informed the research and not diminished it into a personal mission. 
Ontologically, I hold a relativist position and consider that a positivist and rationalistic acquisition of knowledge is insufficient a lens through which to view the holistic experiences of teachers, which includes their feelings. Political theorist Connolly (2002) is of the same view: “Culture involves practices in which the porosity of argument is inhabited by more noise, understated habit, and differential intensities of affect then adamant rationalists acknowledge” (p.10). In this study I am intentionally inviting in the noise and intensity of practices, feelings, and the teacher’s whole-being-in-his/her-world (Laing, in Skott-Myhre et al., 2012), and the noise includes some of the shadow (Jung, 1959) sides of the wider culture of teaching.
Epistemology 
Deriving from the Greek, episteme and logos, epistemology is how knowledge can be acquired and has been ubiquitously used by philosophers (Mack, 2010). My epistemology is rooted in an interpretivist co-constructivist position that posits that teachers are not only curators of knowledge and its delivery, but also creators of the “facilitating environment” (Winnicott, 1965, p. 223). I believe learning experiences occur in the “potential space where we are experiencing life” (Winnicott, 1990, p.104) and are facilitated by the teacher. As referred to in “Reflections” (p.98), Wideman (2020) describes how education opened a door to a world of hitherto unknown possibilities which I read as potential space. I believe the teacher curates this space and the potential within this space by mediating the relationship between the scholarship and students’ experiences with the scholarship. This requires the teacher to understand the process of being with, or withness (Anderson, 2007) of all possibilities in the potential space where knowledge is being constructed.  
The interpretivist views knowledge as individual, relationally constructed, fluid and not fixed (Hall and Wall, 2019). As knowledge acquisition is constantly moving, in research the interpretivist can only have a partial insight, although I posit that the partial is expanded due to my positionality as a humanistic psychotherapist. Knowledge and insight afforded by my ability to reflect deeply, together with an interpretive research focus are in concert with the aims of the research. I believe that being deeply reflective about reality expands my knowledge base beyond the rigidity of a fixed reality and informs the research process.
Constructivism
Constructivism is a relational methodology which attempts to understand experiences, meanings, and perceptions. Generative and active, it incorporates feelings, attitudes, assumptions, creativity, understanding, beliefs, culture and the psychosocial, and aims to construct meaning within these interactions (Cohen et al., 2019). In short, it aligns to psychosocial factors that considers the relational interplay between and within psychological and social factors. Social constructivism was adopted for this study to incorporate these factors. It also incorporates a subjective perspective of the researcher and includes the capacity to be creative which I believe is enhanced by my unique position as a humanistic practitioner. As Cohen et al. (2019) attests humanistic psychologists are subjectively involved in their research and direct their interest at “creational aspects of the human being” (p. 18).
A social constructivism philosophy posits that how individuals understand their world is a result of interaction, negotiation and reflexivity between people. The goal of constructivism is to open the space to what is possible, rather than a production of knowledge that is fixed, universally valid and applicable. This reframes notions of the self and emotion as socially constructed processes (Gergen, 1985). Replete with relational depth (Cooper, 2012; Rogers, 1957), constructivism honours the intersectionality of my two professional homes, teaching and psychotherapy, and the intersectionality of the researcher and participant relationship. This honouring of the relational within this study requires a further nod to the psychosocial framing of this research project. Erikson (1963) believed that people are consciously motivated by social belonging and a recognition of their identity, and in the constructivism methodology and philosophy adopted in this study the psychosocial frames and names the importance of relational, psychological and social intersectionality between people. In addition, constructivism adopts a critical stance which involves reflexivity which the more traditional positivist approach lacks (Gergen, 1985). Aware that any research philosophy predetermines an imposed truth to the reading of the thesis and data, the “epistemic values” (Risjord, 2014, p.18) of an objective stance provided by research supervisors helped to ensure that “non-epistemic values” (ibid.) of researcher bias and positionality did not dominate.
Entering a relationship with the research, the scholarship and participants is a journey replete with relational dynamics and will likely involve feeling something. Social constructivism is appropriate to this study as it honours components of relationality such as growth, expansion, movement, thinking, feeling and reflecting. Furthermore, a social constructivism approach in a qualitative research study enables an exploration of the complex layers of meanings, values and attitudes in an educational context (Hitchcock and Hughes, 1995).
Reflection and ethics
This research uses reflections to offer qualitative insights and psycho-emotional explorations to examine, and make sense of (Holloway and Freshwater, 2007) teachers’ emotional lived experiences (Kumar, 2019). A reflective approach was adopted with a view to finding a new story that is born of exploration and creativity with participants collaboratively, and a story that is “ours”, neither “mine” nor “theirs” (Brűn, 1986). Reflections facilitate a change in thinking, and challenge a fixed, static notion of research and understanding (Gergen and Gergen, in Steier, 1991) and are in alignment with a qualitative approach and the methods of semi-structured interviews with a narrative focus. 
By making public reflections I provide insights into ethical components of the research work, the nature of the research process and changes that arise during the research journey. The researcher’s journey is viewed as an important part of the research (Reinharz, 1992) because it can establish connections between the research journey and its purpose, the participant’s stories and those of the researcher. Furthermore, reflexivity enhances the integrity of this research as it will enable consideration of power and ethics within the journey and emerging story. If teaching is replete with obstacles and struggles of scholarly, political, psychosocial and relational natures (Brookfield, 1995), research of teaching mirrors the same struggles. Sikes (in Opie, 2004) affirms that: “Research is neither neutral nor innocent practice” (p. 105) highlighting that research has implications for the values and ethics of all stakeholders. Sikes (2004; 2006) recommends the researcher reflect upon the same. I believe reflections ethically hold the researcher, the participants, and the stories yet to be told. Furthermore, reflections are in alignment with the cultural, relational and creative approaches adopted in this study. 
Having knowledge and experience as an educator and psychotherapist means I occupy a strange position as an insider and an outsider.  Outsider research originates from anthropology whereby researchers with no prior knowledge conduct their research in situ in field communities (Mercer, 2006; Sikes and Potts, 2008). A neutral outsider is seemingly better positioned to achieve the appropriate amount of interaction with the collected material (Simmel, 1950). By contrast the insider researcher has some understanding of the topic and background, can make suggestions from an informed perspective (Costley, et al., 2010) and relate to the groups and topics they research. This knowledge and understanding facilitates researcher humility (Ou, et al., 2014) and a more empathic analysis of information only possible if there is background information (Conant, 1968; Merton, 1972). Insider research will be undertaken as I do have some prior knowledge as a HE teacher of the potential emotional positionality of teachers, and I can demonstrate empathy and care drawn from a knowledge base of ethical practice as a psychotherapist. There are, however, some drawbacks I can personally identify.
There is a danger that ethical guidelines of my profession and research policies (GRIP, 2022) might directly contravene each other. For example, in alignment with protocols to emotionally safeguard practitioners and their clients (UKCP, 2019), the mechanism of supervision in the psychotherapy profession is a professional imperative (Eraut, 1994). In my view support and emotional safeguarding for the researcher is not sufficiently robust in research policies and there is a possibility of deferring to UKCP (2019) protocols as a default. Support from my supervisors was needed to ensure that the theory, boundaries and ethics of the research methodology aligned to the primacy of the GRIP (2022) policies for research.  Gabriel and Casemore (2009) believe that researcher autonomy is a social construct best respected through mutual understanding and dialogue (Fischer, 2006). By engaging in dialogical support to develop my research skills, I am practising fidelity to the research process, ethically. Furthermore, by being in a reflexive, relational and social process of dialogue I am therein mirroring the very nature of qualitative research as preparation “to enter the social world of participants” (Valentine, 2008, p.3).
Research design
As a neophyte researcher my research skills and knowledge were lacking, and dialogue with my research supervisors resulted in the choice of a qualitative design due to its in-depth and interactive nature. Conducting research is a transition from the known, to the unknown and then to a new known. It is a messy process that requires holding (Winnicott, 1965) by an appropriate design with the right tone (Zuckerkandl, 1973). I understand the tone to mean conditions that facilitate the hearing of the participants’ voices, and their stories honourably and ethically. Conditions are held by the frame (Milner, 1952) which, in the case of this research is a qualitative paradigm. 
Quantitative and qualitative methods are frequently used in literature on research methodology (Ary et al., 2018; Baumfield et al., 2008; Palmberg and Kuru, 2000; Wellington, 2015). Quantitative data is evaluated, measured, verified and processed numerically, and uses methods of investigation that are empirical (Oldroyd, 1986). By comparison, qualitative data uses creative means, is not processed numerically and can take the form of spoken and written words. The qualitative method provides a deeper understanding of the viewpoints of human participants and allows researchers to ask questions that explore the participants’ positionality and beliefs (Darwin-Holmes, 2020). Qualitative data has the advantage of painting a picture of participants’ experiences and provides rich, experiential and personal information allowing for in-depth explorations. For example, if a participant can explain their experiential story in their own words, it adds depth, and meaning to the data (McKenzie and Tuck, 2015). Furthermore, the qualitative paradigm allows for subjective knowledge that a quantitative researcher might not include or examine (Jayaratne and Stewart, 1991). 
In this study I am seeking to understand and explore how participants negotiate and make meaning of their lived experiences of teaching which lends itself to a qualitative approach (Bogdan and Biklen, 1997). The purpose of this research is exploratory (Robson and McCartan, 2016), aiming to explore a phenomenon within a complex situated system (Willig, 2008; Yin, 2009), and a qualitative research methodology can complement an exploratory study (Cresswell, 2009). A qualitative paradigm is in concert with the philosophical approach outlined and prioritises discovery and process over the more analytic realm of quantitative positivism which could prove reductionist (Guba and Lincoln, 1994)  
The narrative focus of the research instrument utilised in this study required a qualitative approach. Narratives capture closely “the representation of the context and integrity of participants’ lives” (Anderson and Kirkpatrick, 2016, p.631) which the quantitative approach lacks (ibid.).  Storytelling is one of the primary forms by which human experiences make meaning (Polkinghorne, 1988) and incorporates events and experiences that have an experiential impact on the reader (Mattingly, 1998). Stories are a useful tool for reflection (Mattingly, 1991), can be portraits of practice in words (Fish, 1998) and in research they can capture social and cultural events that have shaped participants (Kumar, 2019). Culture, the psychosocial, reflection, stories and processes are intrinsic aspects of my research and best held by a qualitative paradigm. As a final point, qualitative research is based on humanistic psychology theories (Fischer, 2006) and my positionality as a humanistic, depth psychotherapist used to listening intently to stories affords me a strong position to hold, listen to and reflect upon participants’ stories.
Reflections on ethics and limitations
While the outlined research approach was argued to best suit this study, numerous limitations were recognised. A qualitative approach is limited in terms of data and may not provide insight as to why respondents provided specific answers to interview questions. Additionally, the underpinning theoretical positionality reflects the limited perspective of the author (Gray, 1994) and cannot realistically encompass all potential variables. Furthermore, being a psychotherapist is a limitation and may result in confirmation bias towards emotions in the incoming data. These limitations can be offset by other sets of more well-developed eyes such as research supervisors to anchor that which is appropriate, and verifiable. 
With reference to appropriateness, I am mindful to note that a psychosocial approach to research has the potential to elicit unconscious dynamics and drivers in the stories participants tell. As a researcher exploring psychosocial elements, I am keen to note that this study is not framed as a singular, purist psychosocial research project and I adopted a psychosocial sensitivity by not seeking to elicit, interpret or analyse unconscious dynamics in biographically reflective stories or within tales from participants’ teaching practice. Particular attention to this was required given that in my professional capacity as a psychotherapist the unpacking of unconscious material is commonplace. In this regard research supervision and the GRIP (2022) policy provided essential guidance and safeguarding. 
It is suggested that researchers reflect upon ethical considerations as moral and methodological imperatives (British Psychological Society, 2021; Sobočan et al, 2018). I am researching relational aspects from an interpretivist perspective which is characterised by the need for a concern for the individual (Crotty 1998), and which mirrors Winnicott’s “capacity for concern” (1963, p.74). I believe my capacity for concern in my reflections has upheld a moral and ethical imperative.
Research Strategy: Methods
The research methods utilised in this study needed to be in alignment with a qualitative paradigm and a social constructivist and interpretive approach (Cresswell, 2009; 2013; Marshall and Rossman, 2014). In this respect, justifications for my methodological approach are summarised in in Table 6 (p.109): 



Table 6: Justifying the research approach
	                                           Methodological approach choice

	[bookmark: _Hlk210136564]
1. The research questions sought to explore the lived experience of teachers and their emotions in the course of their work and therefore required qualitative data that could be analysed 
2. The author sought access to participants in a university setting which was likely to yield the relevant sample audience from which observations could be made about their university specific experiences 
3. Academics are typically time poor, therefore the data collection method of virtual interviewing which is time efficient and location independent was presumed would attract more responses, particularly as interviews were taking place remotely during a post pandemic period and physical safety was an additional factor (Dodds and Hess, 2020; Lobe et al., 2020)
4. A degree of experiential specificity was required by the research questions. Given that specificity and detail is a key aspect of qualitative research such an approach represented a common-sense choice 



The research instrument
For this research project to fulfil its aims, I would need to generate knowledge with my participants and within their stories to address the research questions. I believe a successful way of achieving this was by using the research instrument of semi-structured interviews with a narrative focus. In this choice of instrument, I drew upon guidance from research scholars (Anderson and Kirkpatrick, 2016; Cohen et al., 2019; Kara et al., 2021; Kumar, 2019). Two semi structured interviews were employed. The first interview explored themes relating to emotions, teaching and reflective practice, and the follow-up interview served to elicit further narratives following their reflections on the concept of “holding” (Winnicott, 1965, pp.43-44). The pause affording participants the opportunity to have further time to tell their stories (Scheffelaar et al., 2021) and to discuss their interim thoughts and reflections, which also provided useful data.
Alternative research instruments such as the structured interview were discussed in research supervision and researched independently. More easily implemented by the inexperienced researcher, the structured interview can be somewhat prescriptive and positivist in nature (Cohen et al., 2019; Kumar, 2019) which might provide rigid responses and surface answers to questions. As previously stated, it is the messy, non-linear and nuanced stories I wish to explore, therefore a structured interview does not lend itself to the nature of this study. Furthermore, I am seeking to catch the close-up reality, rich details and the description (Geertz, 1973) of individual participants’ stories that I can analyse and draw in depth conclusions from, which a more structured interview might not provide.
A case study as a research instrument was considered. Case studies follow the interpretive tradition of research, are a way of seeing the situation through the eyes of participants (Cohen et al., 2019) and reflect the very nature of my research and positionality.  However, Smith (1991) argues that a case study is “the logically weakest method of knowing” (p.375) which some consider focuses on the idiosyncratic complexity within a certain situation and not on the whole population of cases (Burns, 1997; Gilbert, 2008; Wellington, 2015). In addition, Yin (2009) argues that a case study does not always consider the nuances and details within the context. Not wishing to study a single case of “an instance in action” (Cohen, et al., 2019, p.375) I felt a case study might not provide sufficient depth within both personal stories and the wider context. In the future a case study would be something I might use if I were seeking data from one contextual source.  
Semi structured interviews are a popular qualitative data gathering technique (Brown and Danaher, 2019) and occupy a central position in contemporary research methods (Kvale and Brinkmann, 2009). Efficacy of this method relies on the relationship and level of trust established between the researcher and the researched (Brown and Danaher, 2019). I can bring a level of trust to the interviews based on knowledge drawn from developmental theories (Erikson, 1963), and psychotherapy practice. Furthermore, the semi-structured interview aligns with the critical and reflexive psychosocial positionality of the researcher.
Conducting sensitive research
Semi-structured interviews often generate unexpected complexities and research dilemmas including dynamics of power and powerlessness (Jacobson and Akerstrom, 2013) and require sensitive preparation. Ethical protocols, and guidelines cannot guard fully against all research dilemmas therefore the researcher needs to judiciously plan for potential research dilemmas. For example, power dynamics and emotions may unfold for participants during the research process (Etherington, 2004), and similarly, the researcher’s emotions may be ignited. There is a potential for emotional contagion within the research alliance (Hatfield et al., 1992), that which DeYoung (2003) refers to as a “thickly populated encounter” (p.2), whereby unconscious stories, histories, experiences and feelings impact researchers and participants. Already stated on page 108, my professional knowledge of unconscious dynamics in myself and the other acted as a safeguarding mechanism.
[bookmark: _Hlk214082775]Sensitive research can potentially pose a substantial threat to those involved (Lee, 1993). I read this to mean that research generates risk of potential harm for the participants (Corbin and Morse, 2003; Dickson-Swift et al., 2007; 2008; 2009; Emerald and Carpenter, 2015). Threats to participants may comprise “a potential intrusion into private, intimate spheres and deep personal experience” (Lee and Renzetti, 1993, p.5). Merely by engaging in an interview, personal, intimate spheres are being brought to light and need to be managed ethically and sensitively. The instrument of the interview is appropriate as a method for complex situations and areas of sensitivity (Kumar, 2019) as it affords the interviewer the opportunity and time to prepare the participant. My skills and sensitivity as a psychotherapist have the potential of coming into their own such as noticing, paraphrasing, summarising, reflecting and mirroring to aid in this process.
Preparation involved discussing potential sensitive issues in advance with my research supervisors and delineating in the ethical approval application process a number of safeguarding mechanisms for participants and their stakeholders (GRIP, 2022). For example, I considered carefully what happens to participants after the research interventions were concluded, because I believe the process journey continues for them. Coyle (1998) states: “It verges on the unethical for a researcher to address sensitive issues with respondents, restimulate painful experiences, record them, then simply depart from the interview situation” (p. 57). Referring to the somewhat emotive term “rape research”, Lather (1986, p.263) describes research that only benefits the researcher can be considered disrespectful to participants (Heron and Reason, 1997).  Similarly, Cochran et al.  (2008) liken researchers to mosquitoes who take the participant’s blood and then leave. This provocative metaphor led me to consider the researcher’s responsibility towards participants more deeply. For example, I intend sharing the outcomes of the research with participants to mitigate against their potentially feeling they were simply a host to feast on.
To avoid participants potentially feeling being used as commodities, I ensured I was respectful and grateful, and thanked each participant before, during and following data collection. If the ethics and boundaries of research participation are clear, and the participant has chosen to take part in a study, it is worthy of note that they have total agency in their choice to leave or to remove their consent at any point (Appendix E). This information was imparted in the participant information (Appendix D) prior to taking part in the study. Boundaries, ethics and sensitivity to the process are my priority and I have mitigated against the breach of any boundaries by adhering to the GRIP (2022) policy, dialoguing with my research supervisors and holding to the participant contract and ethical approval application process (Appendix G). 
I am concluding this section by flagging up an omission in the GRIP (2022) policies with reference to preparation and care for the researcher. Modelling ethical practice, researchers are required to protect the rights of the participants and to protect them from harm (Gabriel and Casemore, 2009). The GRIP (2022) document is replete with safety directives for the participant, however, safeguarding for the researcher (Denzin, 1997; Villa-Vicencio, 1994) is in my view underrepresented. There is not enough care afforded researchers. The need for symbolic representations of care is required at times of transition, challenge or difficulty (Young, 1994), and conducting research is difficult and challenging. Support and care for the researcher could be enhanced by policies, procedures and training offerings that I found deficient as a neophyte researcher (see Appendix L). This deficit is somewhat disappointing particularly as research is a sensitive area (Lee, 1993; Coyle, 1998; Cohen, et al., 2019) that requires specific skills, a sound knowledge of the research craft and the understanding of ethics (Mutch, 1998). 
The interview platform
Interviews can be time-consuming and expensive (Kumar, 2019) due to a wide geographical dispersal of participants, and the most efficient way to conduct the interviews needed consideration (Sedgwick and Spiers, 2009). I decided to interview participants virtually and there were two main considerations for this choice. Firstly, there was a possibility of a wide geographical dispersal in my impending recruitment drive. Secondly, I was conducting interviews in a post pandemic period where virtual working was normalised. 
In line with the GRIP (2022) policies, it was important to implement safeguarding mechanisms for the interview process. The interviews were conducted using Google Meet, a platform available to university staff and students. It generates a recording of each interview and produces a transcript which are automatically saved securely within password protected and multi-factor authentication areas.  Further safeguarding involved seeking feedback for the completion of data management protocol from library staff and research supervisors. To mitigate against possibilities of factors such as access to Wi-Fi, required hardware (Sah et al., 2020) and potential interruptions (Oliffe et al., 2021) which can negatively impact the virtual interview, I piloted the study. 
The Pilot
Once ethical approval was gained (Appendix G), a pilot was conducted with two participants sourced by a research supervisor. The purpose of conducting a pilot was to prepare for and improve aspects of the research design, and to safeguard against any technical or logistical participation issues. Additionally, the pilot afforded an opportunity to refine and my skills as a researcher, to confirm or counter any preconceptions about the research topic (Kezar, 2000), to practice and refine the interview questions and to focus on developing follow up questioning skills (Alshenqeeti, 2014). 
Conducting a pilot is not without its challenges. MacIntyre (1981) frames the importance of making sense of challenges as a quest, or journey. During the journey dangers, temptations, and distractions will be encountered, episodes that will strengthen the seeker and help them understand the nature of that being sought (ibid.). The pilot enabled me to mitigate against potential difficulties in the research process and left me considering there may be other dangers and distractions that might only emerge when the research proper is conducted. For example, whilst conducting the pilot there were practical obstacles to overcome. The audio quality of the recordings was somewhat poor, and I mitigated against this by moving the laptop closer to my person. The transcript wording was frequently distorted by the software resulting in my manually transcribing the interviews by watching the interview recording and repeatedly pausing to make corrections which rendered the process time consuming. 

Preparation for the interview proper
Generically, there is a danger in the research process that the interview could become distorted by the researcher’s and participants’ feelings and power dynamics. I believe such dangers are heightened using a narrative focus and the participants would need to be safeguarded more than if the interview were semi-structured in nature.  Professionally, as a psychotherapist I am constantly addressing and mitigating potential power abuses through the mechanism of supervision and felt confident I could manage these dynamics by drawing upon research supervision.  Furthermore, adherence to procedure serves to prevent any distortion of methods (Morgan, 1998). Ensuring research protocols were adhered to involved making sure locations were comfortable for the participants and researcher, and familiarising myself with the interview schedule and GRIP policies in advance.
With each interview being a unique story and interaction, the quality of the responses is affected by the experience, skills, and commitment of the interviewer.  I mitigated against the quality of my interactions being inconsistent, and any bias towards depth pedagogy which could impact the research encounter by processing and reflecting with critical friends, research supervisors and mentors.
Birch and Miller (2000) highlight the interview process may enable a positive therapeutic encounter that serves to reconfigure difficult life situations. Although catharsis is possible in the telling of a personal story, I am mindful to safeguard participants against the potential of the boundaries between research and therapy becoming blurred. The goal of the research is to obtain knowledge from the participants and although psychosocial research is closely linked with therapeutic practice (see p.108), ethics require a particularly judicious consideration (Rustin, 2019). For example, the interpretations researchers make about unconscious dynamics in research participants is a particularly contentious issue (Archard et al., 2024; Frosh, 1999; Midgley 2006). Ivey (2022) suggests that closely observing one’s own behaviour and that of the interviewee and reflecting on the communicative significance of nuanced emotional responses can help in this regard. I will safeguard myself and participants by processing conscious dynamics in research supervision, and any unconscious dynamics in psychotherapy supervision. One further safeguarding mechanism is to remember I am not making claims of truth but am exploring possible interpretations of an interaction (Holmes, 2023) which will be confined to the process of data analysis. 
Interviews with a narrative focus
The terms storytelling and narrative are used interchangeably in research. A story is a single account of life events in a true or imagined form, and a narrative is a multilayered story that organises events and human actions into a more coherent whole (Polkinghorne, 1988). A narrative attempts to link life events in time and meaning (Anderson and Kirkpatrick, 2016), and a narrative focus in an interview “provides an opportunity to prioritise the storytellers’ perspective” (p. 631). For standardisation of this research, I am utilising a narrative focus that links life events in time and meaning which prioritises the participants’ stories, and the researcher’s storytelling of their stories. Storytelling and narrative are fundamental to reflective practice and research because they involve a process of reflection to recount and make sense of experiences (Holloway and Freshwater, 2007).
[bookmark: _Hlk194574463]In the interviews I shall be soliciting stories about the participants’ educational journeys which renders the process a biographical research endeavour (Merrill and West, 2009). This endeavour facilitates participants’ reflection on their journeys to identify not only any difficulties and struggles (Thunborg et al., 2012), but also good moments about personal significant events (Jovchelovitch and Bauer, 2000). This study adopts a social constructivism philosophy which seeks to make sense and meaning, and with an interpretivist ontological and epistemological positionality of the author, the instrument of narrative is appropriate to help the researcher understand overall participants’ experience, thoughts, feelings and behaviours (ibid.). Furthermore, Anderson and Kirkpatrick (2016) consider that participants’ narratives are strongly representative of the integrity and context of peoples’ lives, and I am keen to explore these in-depth aspects of participants’ lives. 
[bookmark: _Hlk210563576]This research is seeking to listen to, capture and fully represent the meaning and depth from participants’ “storied text” (Bruner, 1986, p. 14), the stories that have got under their skin and impacted them personally and experientially: “Once stories are under people’s skin, they affect the terms in which people think, know, and perceive” (Frank, 2010, p.48). Adopting a narrative focus helps elicit epistemological and ontological information from the general story, such as the context, to the personal story (Gibbs, 2007). A form of oral history, stories are first person narratives that the researcher gathers from a single individual (Burns, 1997) and their own experiences (Kumar, 2019) of their psychosocial and cultural events. 
Ethics and self-care 
The instrument of semi-structured interviews with a narrative focus requires judicious care. One concern was how the researcher might be impacted by the potentially overwhelming volume of data generated and safeguarding against this was achieved by focussing on the central research questions (Rubin and Rubin, 2011). Furthermore, as self-care I ensured I created some personal space post the interviewing, and during the task of analysing the data. 
Another concern centred around the lack of interview training for neophyte researchers. There is no formal training in interviewing at the University of Sheffield, and despite requests, I was advised to pay for external interview training and/or to conduct independent research into interview techniques. The cost of external training was prohibitive and, in my view, watching exemplar interviews on YouTube fails to address any unexpected ethical matters that could render the participant, research and researcher vulnerable. To safeguard myself and impending participants, I practised the interviews within my learning support group. 
Recruitment of participants and sampling strategy
I sought to recruit 10 - 15 participants who had attended a teacher training course (PGCHE or equivalent), and who currently teach at a university (Appendix B). The search criteria for participants were broad, and the opinions of every participant would be highly valued irrespective of experience, knowledge or discipline. 
I initially sought advice and guidance on the recruitment process from a  PGCHE tutor (Schultz, 2022) who suggested if I targeted seasoned teachers, I might encounter resistance due to their attachment to known pedagogic methodologies. I speculated that neophyte teachers may be more open to SEL aspects of teaching however they might not have enough teaching experience, and therefore their stories could lack depth (Schultz, 2022a). Although engagement with research is heightened by individuals who have experienced the topic in their lives (Lowes and Gill, 2006), ultimately, I would be guided by the response to a recruitment drive and decided that the academic age of potential participants was not relevant.
I resisted using social media to recruit participants despite several of my EdD colleagues’ successful recruitment drives using this method. Social media as a recruitment medium could attract too diverse an audience thus requiring a copious filtering of respondents. Networking can be used for recruitment purposes and involves requesting contact recommendations through informal networks like friends, professional associates and their colleagues (Morrison, 2006). Given the sensitivity of the research, I felt it important to have personal conversations with gatekeepers, “those who control access” (Cohen et al. 2019, p.231) to establish interpersonal trust (Lee, 1993). Through a combination of networking contacts, and cold calling, some 17 scoping conversations took place with teaching leads on teacher training programmes at various universities (September 2022 - March 2023) none of which yielded any prospective participants.
Following the lack of response to recruitment drives, 120 invitation letters were sent out by the education department at the University of Sheffield to students attending a PGCE which yielded only one result. A further recruitment drive three months later yielded no result. An external professional conducting research can be perceived as an “external stranger” (Zurolo, 2012, p.154) who might introduce elements that threaten the perceived pre-existing equilibrium (ibid.), and I speculate that this may have played a part in the lack of response. As a final push I emailed an academic I spoke to at the Advance HE (2023) mental health conference. I also approached my professional organisation (UKAHPP) for a recommendation of a psychotherapist with a doctorate in education. Within two weeks I had nine participants. Ideally, I would have liked to have recruited 10 - 12 participants, however, when reflecting on how the nine participants were recruited, I believe the personal touch of having met me in person was a deciding factor in the success of the recruitment. 
I decided not to incentivise participation despite the fact that various studies suggest that incentivisation does not impact response quality (Göritz, 2004; Olsen et al., 2012; Singer et al. 2000). The UKCP Code of Ethics (UKCP, 2019) came into play to guide me on this matter. As a therapist, I am not allowed to receive gifts as this can be regarded as exploitative (ibid., p.3). Although not stated, I believe this principle could be applied to the giving of gifts in research as it could be exploitative and leave the participant feeling beholden to the researcher. 
Preparation for research participants
The indicative interview schedule, participant information sheets, participant consent form and pre-interview questionnaire (Appendices C-F) were sent to participants to allow them to familiarise themselves with the project and give their consent to being involved. Emails were exchanged to arrange the first interview. Between the first and second interviews participants were sent a diagrammatic representation of holding for them to consider as a reflective exercise (Appendix H). Participants were advised that copies of the transcripts of both interviews would be sent to them for correction. Half of the participants made corrections. Participants post both interviews were provided with a list of resources that were location specific should they require some emotional support once the interview process was complete (Appendix I). 
Ethical guidelines state the researcher should recognise concerns relating to the time and effort that research participation can require (BERA, 2018). Attention was paid to factors that might influence participation such as time constraints by delineating estimated timing of both interviews in advance. The interview length requires careful consideration as after a certain number of questions participants can expose inconsistencies and contradictions in their thinking (Harris and Brown, 2019; Panjares, 1992), however, contradictions will be included as they reveal nuances that facilitate understanding of the participants and their stories. A second interview formed part of an ethical consideration of time in that participants were afforded time to reflect and consolidate their thoughts and feelings arising from the first interview. The purpose of the second interview was fully explained (Appendix D) and participants chose to attend both interviews.
[bookmark: _Hlk157253906]I believe research participants may be guarded due to an imbalance in power dynamics, fear of the unknown, the researcher being intrusive and the possibility of difficult emotions being awoken. As a researcher it was the GRIP policy (2022) that provided the contractual and logistical holding for these potential sensitivities.  It was anticipated that change in some form would result from the research process, and a transparent and collaborative research contract (Appendices C - E) would mitigate against potential fears associated with the research process. In addition, with the safeguarding of participants’ well-being in mind, participants were asked how they felt during the interview process, and the second interview fulfilled an emotional safeguarding function further. 
Ethics
Hammersley and Traianou (2012) identify in educational research five key areas for researchers to be aware of when working with research participants: the minimising of harm, respecting autonomy, protecting privacy, the offering of reciprocity and treating participants equitably. I am very familiar with these key areas as they align very closely to the principles that guide ethical practice in psychotherapy (UKCP, 2019; UKAHPP, 2023) and the GRIP (2022) policies. 
Being a psychotherapist could be an advantage as a research interviewer in that emotions and potential difficult material will be held, however this might cause a problem for participants. There is a delicate balance to be struck between holding the participants’ stories and emotions and not leaving participants feeling they are being analysed. Participants were aware that I was a psychotherapist conducting research (Appendix D) and if participants had this concern, arguably they would not have volunteered for the research study. Indeed, I explored this specific query with a few participants when the subject arose, and participants confirmed this was not of concern. 
[bookmark: _Hlk179811509]I felt a particular pressure to prove I was not conducting a therapeutic intervention in the interview process arising from assumptions during the ethical approval process about the potential therapeutic nature of my study. The process of reflecting can automatically change practice (Sedgwick, 1997), and open, reflective dialogue with my supervisors meant I was better able to understand the cautions of the ethics approval board.
Preparation for the researcher
With a view to guiding interview conversations to the most fruitful areas (Greenbaum, 2000), the indicative interview schedule (Appendix C) was set collaboratively with my supervisors from whom I sought qualitative feedback. Feedback highlighted the possibility that respondents might not want to make negative comments about their employer, and I therefore reflected on the implications on a participant’s institution of employ. Anonymity of the institution was reiterated, and participants were advised I would not refer to their specific location and simply name the recruitment sources as UK based universities. Furthermore, I considered that participants might feel a sense of discomfort when faced with personal questions which resulted in the sequencing of the more personal questions being positioned towards the end of the interview (Adams et al., 2016; Rowley, 2014). This meant that space would be afforded to ground any feelings after sensitive questions. 
Clear protocols for dealing with any distress should be implemented so that participants can access support if required (Sanjari et al., 2014). Participants’ attention was drawn to points of contact (Appendix D) such as the principal research supervisor and the education department safeguard lead. To reinforce safeguarding a summary of the purpose of the research assuring its anonymity (ibid.) and the purpose of the research were written into the research invitation letter (Appendix B). Specific attention needs to be paid to emotional aspects of the interview (Cohen, et al., 2019) and continuity of care was offered in the form of email contact for a period of three months beyond the interviews (Appendix D). As previously affirmed, the second interview afforded participants an opportunity to ground any emotional impact and acted as an additional safeguarding measure. 
Participants are entrusting their personal stories and data to an unknown stranger, and this requires judicious consideration of trust (Bond, 2006). It was important to remind participants that their data would be used to make suggestions for improvements. It is the role of the researcher to create a confidential space, and participants were notified in advance that interviews would be audio recorded and assured that any identifying details would be removed. Anonymized transcriptions were sent individually to participants and the write-up taken back for correction and verification further affording the participant agency and trust in the process. 
[bookmark: _Hlk155880513]Data Analysis 
The data analytical approach is decided upon before data collection to ensure that the methods and strategies meet the needs of the research (Clark, et al., 2019), and I would add the researcher and the participants. To reflect the qualitative and open nature of this research, and the openness to a new story revealing itself in the participants’ data (Schmidt, 2004), various methods of data analysis were explored in research supervision and independently. Content analysis emphasizes trends, frequency and patterns of words used, and structures and discourses of communication (Gbrich, 2007; Mayring, 2000; Pope et al., 2006), however it can overemphasize words used, who the words were addressed to and with what effect (Bloor and Wood, 2006). Narrative analysis adopts a selective focus (Cohen, et al., 2019), catches the vividness of human experience (Bruner, 1986) and contributes to the structuring of identity (Gibbs, 2007), however, it might offer too many interpretative options. For reasons of simplicity and ordering, and to safeguard the researcher against saturation, thematic analysis represented a judicious choice for the purposes of my study.
Thematic analysis (TA) is a method for identifying, analysing and reporting the patterns and themes within the data (Braun and Clarke, 2006), and is a descriptive method for examining life story narratives beyond the words alone (Sparker, 2005). It is not wedded to any pre-existing theoretical framework (Braun and Clark, 2006) and has the capacity to adapt to the differing nature of the data extrinsically and intrinsically. As a constructionist method which reports experiences, meanings, and the reality of participants, TA examines the ways in which events, realities, meanings, systemic and contextual experiences, and participants’ stories intersect (ibid.). Given that these intersections are a prime focus of my study, thematic analysis seemed a good fit.
TA is a useful method for qualitative research beyond psychology, as well as within it. The nature of my conceptual lens is that of depth pedagogy, which derives from depth psychology and goes beyond psychology. From a depth pedagogy perspective, meaning and experience are socially produced, reproduced and co-constructed rendering TA an appropriate analytic tool as it seeks to theorize about and speculate upon the sociocultural context and feelings. Furthermore, TA is in keeping with my psychosocial, ontological and epistemological positions. Before discussing the process of thematic analysis, Table 7 (p.122) delineates the timescale, method of data collection and the method of analysis:






Table 7: Data Collection and Analysis Methods Journey
	Data collection method
	Time Frame
	Data collection sequence
	Data Source
	Method of analysis

	Two semi-structured interviews with a narrative focus were conducted using an online platform with an average of 2-3 weeks between the interviews.
At the end of the first interview participants were sent a diagram of a model of holding (Appendix H) to reflect upon in between the interviews
	July 2023 - June 2024 for interview recruitment and conduction of interviews
The first interview lasted one to one and a half hours in duration; the second interview up to an hour
	The interviews were conducted with nine participants who contacted the researcher directly following a recruitment drive by gatekeepers in their organisation. Participants were initially sent an introductory email and upon deciding to take part, the participant information, indicative interview schedule and consent forms were relayed by the researcher
	Transcripts of the interviews – some 18 in total as the interview process was in two parts
	Thematic analysis conducted manually by the researcher



Thematic analysis process
Braun and Clarke’s (2006) thematic analysis (TA) model comprises six phases (Appendix J) and involves familiarization with the data, generating codes, a search for themes, reviewing the themes, refining the themes and a writing up stage where salient and relevant extracts are gathered and presented. Beginning with a familiarisation with the data stories, Riessman (1993) suggests that manually transcribing the data is a good way for the researcher to become fully immersed in the data. I listened to each video recording of the interviews several times whilst simultaneously reading the interview transcriptions generated. Braun and Clarke (2006) suggest initially marking ideas for coding whilst reading the transcriptions to make links between participants’ stories, highlight any salient comments and begin to map commonalities as they appear (Appendix K). Alongside this process, I produced a synopsis in note form to summarise the content of each interview, capture my personal reflections and highlight potential themes across the individual narratives and dataset (ibid.). Based on being a reflective person, I naturally adopted a reflexive position in the data collection and analysis (Mauthner and Doucet, 2003). By holding the whole and its individual parts I was adopting a hybrid approach to the coding (Fereday and Muir-Cochrane, 2006) and I noticed that codes and themes did not magically emerge but were being actively sought out (Taylor and Ussher, 2001) rendering them both inductive and deductive. 
Themes generated were arrived at inductively through a repeated close reading of the transcripts (see Appendix L). It was somewhat of a surprise that fairytale themes seemed to emerge within the data naturally as if the internal and external dialogue (Tobin and Begley, 2004) of the overall research danced in the same space as the values, interests, and insights inherent in the human instrument (Lincoln and Guba, 1985), the participants and the researcher. According to Braun and Clarke (2014) the degree to which patterns are sought and how the researcher interprets the patterns are entirely in their remit. In my case this interpretation included thoughts, reflections, somatic responses and feelings arising from listening to and reading the words of my participants and holding in mind the literature read. In short, the coding emerged by listening to the cadence and nature of the stories told.
Coding
Coding in qualitative research is a way of interacting with and thinking about data (Savage, 2000) and Nowell et al. (2017) suggest that coding allows the researcher to simplify specific characteristics of the data.  Although Green et al. (2007) suggest that the repetitive reading and interpretation of the data allows a clear picture to emerge, I found the process complicated, messy, emotional, somatic and overwhelming. I put this down to being in an intimate relationship, a transference (Breuer and Freud, 1895) with participants’ stories. The process of creating definitive codes required holding (Winnicott, 1965) which came in the form of flipchart paper to physically provide a frame (Milner, 1952), thematic maps, personal notes, highlighted text, colour coding, dialogue with trusted colleagues, and space (Appendix L). This constant iterative process took over six months during which I followed the rhythm of what needed to surface as a final coding template (Figure 4, p.124):

Figure 4: A coding template to hold the analysis

A reminder
Before delving into the analysis process, I reminded myself of the academic age, work history and teacher training qualifications of each of the participants by creating a biographical table (see Table 8). Initially it included their current area of teaching, but I considered this may identify them which was borne out by several participants who were mindful of confidentiality.
Table 8: Participants’ biographical information
	[bookmark: _Hlk167701933][bookmark: _Hlk207018446]Participant number
	Participant pseudonym
	Gender
	Academic age in years 
	Work history
	Teacher training

	1.
	Miriam
	F
	7 
	Worked in education at a university
	PGCE

	2.
	Liz
	F
	10
	Health practitioner
	PGCE

	3.
	Sally
	F
	19
	Career in social care
	PGCE

	4.
	Jenko
	M
	9
	Police officer
	BA in Education Studies

	5.
	Mo
	F
	4 
	Secondary school teacher then HE lecturer
	Not stated

	6.
	Sophie
	F
	6 
	Private sector and NHS practice educator
	Teaching in HE Certificate

	7.
	Laura
	F
	10
	Practitioner.
	PGCE

	8.
	Fred
	M
	5 
	Experience in education = 15 years
	1. Europe based education qualification (not stated)
2. CPAD

	9.
	Dana
	F
	5
	Experience in education = 15 years
	1. Europe based education qualification (not stated)
2. CPAD



Limitations 
The process of TA demands a lot from the researcher. Thoughtful engagement, working through iterations systematically, clarity of themes and providing sufficient and distinctive quotations are part of its practice, and require rigor (Finlay, 2021). Given that a neophyte researcher may be unsure of what constitutes “sufficient”, this process requires strong holding. Furthermore, the researcher’s bias contains personal inferences that can result in blindness to the explicit, implicit and latent content of the data, and the data may be unconvincing and weak (Javadi and Zarea, 2016). Judicious preparation is required before the data analysis begins (Braun and Clarke, 2006) and an ongoing reflexive dialogue throughout the data analysis is recommended (ibid.). To mitigate against the limitations of TA, I reflected upon any dilemmas, bias and feelings experienced in research supervision. 
Manual analysis
There are benefits to using a computer software program such as time saving and assistance with the initial coding and categorizing (Seale, 2004) however, technology cannot substitute for the researcher's insight (Gibbs, 2007). I resisted using Computer-Assisted Qualitative Data Analysis Software (CAQDAS) as I felt a manual analysis would allow me to follow the cadence and “feel” of the participants’ stories, help to personally identify themes and generate new stories within the data. Manual analysis enables the larger picture and smaller stories nested within it to be seen organically as a process, stories which “may be revealing” (Braun and Clarke, 2006, p. 27). Since process features greatly in this study, manual analysis was an appropriate choice.
TA as a journey
According to Hollway and Jefferson (2013) “the whole is greater than the sum of its parts” (p. 64). In TA the whole of the researcher, the participants, their voices, their stories and their context together with the overview and the detail of the data collected are included. In addition, TA facilitates and enables new stories to emerge from the researcher’s insights and is a creative endeavour that allows for the birthing of a new story. The process is so much more than an analysis of themes, it is a journey that requires of the researcher attunement (Erskine, 1993), learning by doing (Dewey, 1938), experiential learning (Kolb, 1984), a capacity for concern (Winnicott, 1963) for the participants and their stories and a willingness to let the stories in the data actualise (Maslow, 1943), individuate (Jung, 1959), breathe (Frank, 2010) and come to life. 
Review
Beginning with the research aims and questions, a qualitative methodological approach was argued for based on the nature of the study, epistemological and ontological positionalities and the methods used. The data analysis instrument was critically examined, reflected upon and justified, and limitations were woven into the fabric of each section. Reflections on ethics ensured the ethicality and validity of this study and therein acted as an overall safeguarding mechanism. A short reflective piece acts as a bridge to Chapter Five where the data analysis method is applied.







Reflections 

Method in psychology must not hinder love from working, and we are foolish to decry as inferior the very means by which love understands. If we have not understood personifying, it is because the main tradition has always tried to explain it rather than understand it.
								(Hillman, 1975, p.15)

When deciding upon a research methodology, as with all the other chapters, personifying, love, passion, curiosity, creativity, a capacity for concern (Winnicott, 1963) and holding (Winnicott, 1965) beckoned. Being passionate about the energy of groups and well-versed in safely holding teaching spaces, my original choice of method was a two-stage instrument. I proposed firstly presenting a workshop to current trainee teachers on the subject of holding (Winnicott, 1965). Stage II comprised my facilitating a focus group with these participants to discuss how/if this concept informed their teaching practice. When meeting my principal research supervisor for the first time, I was informed that I would struggle to gain ethical approval due to these methods being seen as conducting a therapeutic intervention (Schultz, 2022b). My supervisor proposed semi-structured interviews with a narrative focus as an accepted exploratory method. This sudden change resulted in fear, confusion and disappointment and led to reflections about my research, my inexperience and vulnerability as a researcher, the nature of research, the ethical approval process and research instruments.
I am reminded of the fairy tale Cinderella (Grimm and Grimm, 1869). In the tale, the stepsisters and stepmother threw dried lentils and peas into the ashes on the kitchen hearth and ordered Cinderella to separate them out within a specified time limit. Only then would she be allowed to go to the ball. Two white pigeons, some turtle doves then a whole swarm of birds helped her in this task, yet her entry to the ball remained barred by being set further seemingly impossible tasks (ibid.). From a position of naivety as a researcher, I assumed that my experience as a psychotherapist, teacher and group facilitator would provide automatic entrance to the research ball. Although not conducting a therapeutic intervention, by introducing a Winnicottian concept it was feared and speculated that boundaries would be compromised. Now more experienced as a researcher, in future I would find a legitimate and ethical way of using focussed group conversations to research the notion of teacher support/holding. 
In the song Ironic (Ballard and Morissette, 1995) Morissette reflects on sudden and unexpected life events: “Well, life has a funny way of sneaking up on you, when you think everything’s okay”, ending with “Life has a funny, funny way of helping you out…”. Although initially seeing the rejection of the first research instrument as “a death row pardon ten minutes too late” (ibid.), my supervisor, as a fairy god person trope, was helping to separate the lentils from the peas and keep potential obstacles out of my research pathway.
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      Chapter Five: Analysis (Part One)

Introduction 
In the song Anthem Leanard Cohen (1992) declares: “Forget your perfect offering; There is a crack, a crack in everything; That’s how the light gets in”. In this chapter it is intended that the findings from the research interviews will shine a light on some of the cracks/gaps in the literature and provide answers to the research questions. Furthermore, this chapter provides an in-depth analysis of participants’ lived experiences of their training and practice journeys, seeking to link the components in their stories (Brown and Danaher, 2019) in time and meaning (Anderson and Kirkpatrick, 2016) by utilising a depth pedagogy conceptual framework. 
Beginning with a reminder of the research questions (see Table 9), I provide an explanation of the process of creating a coding template used to analyse the participants’ stories. By utilising Braun and Clarke’s (2006) thematic analysis (Appendix J) the data was actively explored, analyzed and organized under each research question in turn. Chapter Five relates to research question 1; Chapter Six research question 2, and Chapter Seven research question 3.  A separate discussion section (Chapter Eight) will focus on the implication of the findings as applied to the overall story. 
Table 9: Research questions 
	                                                                Research questions


	1. [bookmark: _Hlk213322075]What are the experiences, perspectives, and reflections of HE teachers on their teaching, and teacher training journeys?

	2. [bookmark: _Hlk211077595]What role does reflective practice play in the teaching practices of HE teachers?

	3. How can HE teachers make use of Winnicott’s concept of holding?



Data Analysis Process
As a guide for the reader, Figure 5 (p.130) delineates the final coding template that emerged from analysing the data:
Teacher identity -    the “so what?”

Figure 5: Final coding template

Coding and themes
The overarching code of temporal curiosity (Le Cunff, 2024; Shipp et al., 2009) captures the idea that subjective experience incorporates the past, present and future. It serves the purpose of naming and anchoring the emerging coding and themes and, much like the kingdom in a fairytale, is mentioned in passing but remembered as background context. The emergent coding and themes were as follows (Table 10, p.132): 





Table 10: Coding, themes and subthemes
	      
Coding

 
1. The teacher training journey- the “what”?















2. So what?









3. Now what?
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Theme 1: Into the         Woods
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    Subthemes                              


First obstacle                                                       
Role of the teacher
Support
The magical tool
Teaching as    emotional practice





People: people who need people
A lack of emotional support




A tool                           
Attitudes to reflective practice
Reflection for improvement
Dialogue



Reflections on the task
Gathering and reflecting
Reflecting on being held by the interviewer
Participants’ closing reflections
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As an advisory note for the reader participants’ direct quotations will be referenced by transcript number (T1= interview 1; T2= interview 2) followed by the page number and paragraph number. Due to the volume of transcript output and concerns about specific confidentiality matters, a sample of a coded transcript will be offered (Appendix K).
Coding: The teacher training journey- the “what”? 
Theme 1: Into the Woods
Research question 1: What are the experiences, perspectives, and reflections of HE          teachers on their teaching, and teacher training journeys?

This theme, as with the ensuing themes, was reached inductively and deductively through a process of repeatedly reading the transcripts and listening to the interviews over a six-month period. Denoting the crossing of the first threshold (Vogler, 1998) into the interview, the theme “Into the Woods” signifies the reader, the researcher and the participants are entering territory not yet known.
Initiation
Participants were asked about their motivations for entering a teaching career. Miriam reported falling into teaching by accident when the training department at her university invited applications from staff to lecture on a newly created degree apprenticeship programme:
So, I didn’t actually have any motivation at all. In fact, I was resistant to it, and I sort of got swept into it (Miriam, T1, p.1, par 6).
Liz, upon completing her PhD chose not to return to her previous role in the NHS. Unsure of a career direction, becoming a teacher was a choice based on economic factors:
I probably fell into it rather than anything else because I needed the money, and I needed a job (Liz, T1, p.2, par 17).
Sally came to teaching after a career in social care. After completion of a tertiary teaching qualification, she became a lecturer in health and social care in FE, and then a university lecturer:
I’ve gone on a bit of a winding road to get to becoming a teacher. When aged 12, a careers adviser thought I might make a very good teacher or a manager (Sally, T1, p. 2, par 7).

A trainer towards the end of his police career, Jenko was contemplating his next career steps as he was nearing retirement:
I knew that I had to do something to get myself ready for the journey onwards outside, so from practitioner to academia was the normal route (Jenko, T1, p.2, par 11).
For Mo teaching was a career choice based on family circumstances:
It was a family driven reason/decision mostly. I just decided I needed something I could do around my children. I don’t think it was any more in depth than that at the time (Mo, T1, p. 2, par 10).
Having followed a career in the NHS and private sector as a health practitioner, for Sophie teaching was a latent and dormant call: 
Something that I used to do was to role-play when I was a child, either to be a nurse or a teacher but it was usually a teacher […]so perhaps it could be traced right back to then, sort of probably aged five upwards (Sophie, T1, p2, par 5).
Fred had taught informally in Europe in secondary schools as a student teacher: 
It’s a very normal system that I think has some value because it changes the tone of voice; it gives an immediate cultural setting. It’s also a way of deepening your actual studies (Fred, T1, p. 2, par 7).
Dana, also educated in a European setting, moved to the UK to pursue an academic career:
In my country-of-origin teaching and research belong together, you can’t wiggle yourself out of one or the other if you want to do an academic career (Dana, T1, p. 2, par 12).
Laura experienced a technical issue at the beginning of the interview and the question of her motivation for becoming a teacher went unanswered.
Hillman (1996/97) refers to a whisper experienced in childhood of future life choices as a “calling” (p.6) and both Sophie’s and Sally’s teaching journeys involved a dormant calling from childhood whisperings suggesting that these, and previous careers in the caring professions paved the way for their latent career choices. Although a call to teach can be ignited by external factors, it is the voice of the teacher within that assents to an authentic calling: “The voice that invites me to honour the nature of my true self” (Palmer, 1998, p.29).
Some participants were not called to teaching. For Jenko and Mo, a teaching career was a pragmatic choice, and for Fred and Dana a cultural expectation dictated their choice. Liz and Miriam were arguably drawn to teaching by chance circumstances. The findings suggest that chance, circumstances or personal choice played a part in the transition to teaching for some, whilst for others, such as in the case of Fred and Dana, their lived experiences accrued through their previous teaching experiences naturally drew them towards teaching. 
Ranging from synchronicity (Jung, 1960), to necessity or cultural trajectory, the exposition of their teaching biographies encouraged biographical reflectivity (Mayes, 1998), an essential self-examination process for those called to teach (Mayes, 2005). During the process a prospective teacher reflects on the part that personal needs, hopes, abilities and fears played in their decision to become a teacher, and if these issues change as they develop (Mayes, 2001). It is a process of periodically examining, refining and articulating “anew their understanding of that calling” (p.329) in the service of personal and pedagogic growth. It requires “self-reflexivity” (Bulkeley and Weldon, 2011, p.2) and biological reflexivity (Ruokonen-Engler and Siouti, 2016). Biographical reflectivity therefore encompasses the entirety of a journey and is in keeping with the overarching code of professional curiosity and the explorative nature of this study. 
In asking participants a seemingly benign question about their motivation for becoming a teacher, the scene was being set to capture some aspects of their inner worlds (Bettelheim, 1975/1991), and feelings: “A quest in search of what is emotionally alluring but somehow badly out of focus” (Abbs, 2003, p.15). Some of the participants’ teaching career choices were emotionally alluring in origin, but not all. What was brought into focus was a combination of motivations that go beyond a “subtle buffetry between hereditary and societal forces” (Hillman, 1996, p.6), and I would add psychological and emotional forces. Participants whose inner worlds and emotions formed part of their teaching career choice (Sally and Sophie) lends support for the notion that emotions influence a student’s engagement with a subject matter (Dirkx, 2006; Price, 2002) that are driven by subtle dynamics in unconscious awareness (Salzberger-Wittenberg et al., 1983).  Although simply intended to put the participants at ease, by anchoring the starting point of participants’ journeys the scene and reflective tone were set for further explorations to take place. 
First obstacle
One of the first obstacles encountered in the interview process by some was the researcher’s intermittent use of the terms “teacher” and “lecturer”. It became clear that these terms have multiple semantic interpretations and connotations:
It’s not just about lecturing it’s about everything that’s tied in with that, your personal supervisor, your dissertation supervisor, you are a point of contact for a lot of students who have left home. We have students who struggle both emotionally, mentally, financially, you’ve got to be that point of contact […] that sort of emotional partner (Jenko, T1, p.4, par 1).
I think I probably identify more as being an academic lecturer because with that comes all of the research and the leadership responsibilities (Liz, T1, p.2, par 16).
I do have quite a problem with that title, and I think the perception that it gives the students is a problem […] I think that’s the message the term ‘lecturer’ gives, that is to give them information whilst they sit there passively and receive it (Laura, T1, p.2, par 8-10).
Participants had differing views regarding the expectations and limitations of the terms teacher and lecturer. Liz highlighted the teacher role is the frontispiece, an archetype (Jung, 1959/2020) which obscures any background professional activity. Laura resisted assumptions about the role as perceived by students and the wider public and raises the point that there are other various demands of the job placed on a staff member’s time and emotions (Hughes et al., 2018; Jayman and Lyneham, 2020; Margrove, et al., 2014; Payne, 2022). Furthermore, Laura highlights how the current positioning of students as active customers (Barnett, 2011) perpetuates an expectation that the teacher role is one of a feeder of knowledge.
Jenko was eager to stress the importance of the relational responsibility attached to the role of teacher. For example, he adopts a relational stance using soft skills (OECD, 2021; Runyon, 2022), directs his teaching in a student-centred way, and regards himself as “an emotional partner” (Jenko, T1, p.4, par 1). According to Reinsmith (1992) “the highest kind of artful teaching is relational in an increasingly student-centred way” (pp. xv-xvi), and therein Jenko embodies and inhabits the role of both the object mother and environmental mother (Winnicott, 1960). Liz is straddling the bridge of classroom engagement and academic duties, and the holding of her students and the teaching environment. Laura is debunking the archetype of teacher and its attendant expectations from her students that they will be instrumentally taught. She encourages them to actively engage in their own learning and to move towards relative dependence (Winnicott, 1965). Laura is also challenging the notion that students are to be protected from academic demands (Campbell and Manning, 2018) and only to be provided with pleasant teaching experiences (Arum and Roska, 2011). The challenge to ensure that students are “flourishing” (Kraut, in Hughes and Spanner, 2019, p.9) is taken seriously by these participants and is at the centre of their scholarship. 
Role of the teacher
I was curious about how participants personally viewed their teaching role. Several spoke of being a guide and facilitator to support, develop and broaden their students’ horizons:
You are developing people to their full potential and it’s a very special part of the job; there’s like a very short return on the investment cycle. We see them developing very quickly and, in some cases, we see them getting promoted very quickly. So that is really rewarding (Miriam, T1, p.3, par 2).
My job is to facilitate, to answer questions, to stimulate, to be a guide. Sometimes I will stand back while they are cracking on with an activity and I’m like I bloody love my job. This is great. I’m watching all these people construct their own learning and then they asked me an intelligent question. I’m like boom! This is amazing. (Liz, p.13, par 1).
I value the opportunity to support people, to make a difference and to teach people and support people to broaden their horizons, and to sort of think differently about things. It’s kind of a self-perpetuating cycle because I’m interested in motivating them and when I teach it feeds that back and it sort of fuels your passion, doesn’t it? (Sally, T1, p.4, par 15). 
Using words such as “amazing” (Liz), “rewarding” (Miriam) and “passion” (Sally), these participants are describing how they feel when students integrate their learning. By encouraging, fostering and enabling integration (Laurillard, 1993) these participants are being affirmed emotionally in the process. There is an intrinsic reward from these positive feelings which contributes to broadening their “thought-action repertoires” which can “build their enduring personal resources” (Frederickson, 2002, p.219). These findings have implications for the further development of biographical reflectivity (Mayes, 1998) and its purpose of attaining greater emotional fulfilment (Mayes, 2007) through increased awareness. For example, by reflecting on their own histories and positionalities teachers might be prompted to remember what is at the heart of their teaching, and in their hearts: the flourishing of their students.
Liz, Miriam and Sally see their teacher role as being a guide and mentor (Vogler, 1998) who is leading the students to the threshold of their own learning and mind (Gibran, 1923). This role mirrors that of a donor (Propp, 1958), a fairy godmother or a benevolent figure in a fairy tale, one who “is always waiting in the wings to lend a helping hand” (Cashdan, 1999, p.31).  As Abbs (2003) notes: “the teacher is a releaser, a midwife, aiming to give birth to existential acts of learning” (p.15). By existential I read the student being a protagonist of their own learning which the findings affirm is created by the “facilitating environment” (Winnicott, 1965, p.223) created by the teacher. The creation of a facilitating environment includes the creation of space and gaps: 
gaps for the unknown, gaps for reflection, gaps for revision, gaps for contemplation, gaps for questions […] gaps which constantly invite, provoke, unsettle and support the deep involvement of the student.
(Abbs, 2003, p.15). 
Participants as guides are promoting the self-agency of their students by being an “auxiliary ego” or “psychic skin” (Greenhalgh, 1994, p.109) to hold the students in the gaps whilst they are scaffolding their learning (Vygotsky, 1978). As Frosh (2019) states: “The agency of the subject [a person/a student] is generated by the other’s enigmatic embrace” (p.113), an unseen but experienced holding experience (Liedloff, 1975). The participants’ views of their role as guide shares similarities with that of Winnicott’s notion of a holding presence and is a pertinent reminder of the importance of supporting the embryonic learner.
Some participants spoke of the wider impact of being supportive of their students:
[bookmark: _Hlk198543358]Every person I get the opportunity to train is a potential pot of gold, and you’ve just got to support them to really be the best they can be. By being there for them you are also being there for their students in the classroom because you are creating a better teacher (Mo, T1, p. 6, par 5). 
I value the impact that I’ll be able to have on the health of the public via the students, whilst my primary concern is with them and making them safe, effective and knowledgeable practitioners and contributing to a workforce that is going to make a healthier, more fit population (Laura, T1, p. 3, par 2).
By valuing the wider impact their teaching will have on students, their practice and the wider public, both participants recognise the importance of supporting students from the outset. This is achieved by providing a framework of steadiness and continuity, an object constancy (Piaget, 1977) experience, that provides a valuable resource (Nussbaum, 2001) for them to draw upon and pass forward into their personal and professional lives. These findings suggest that the professional attitudes and motivations of the teacher can impact and permeate the future professional life of the learner (MacCallum Sullivan and Goldenberg, 2015). These participants are aware of the present and the future impact of the resonant interpersonal field (McCabe, 2011, p.232) they create that extends into their students’ future lives. This lends support for the notion that the internalised object constant of the teacher as role model endures (Mahler et al, 1975; Piaget, 1937). 
Support
Some participants referred to the importance of providing specific support to their students:
I want people to see that I’m not delivering something in a foreign language to them and it’s my job to deliver it in a way that enables them to understand, and the way I would do that is to share my own experiences and to be really transparent. That is really, really important (Sophie, T1, p. 7, par 2).
If we standardise everything you are giving very limited experience. We have to work with you here as a human, so we have to support you in places, we have to build you up, we have to build confidence, we have to give you methods on how to deliver things. Knowledge is a house, and I can’t fix a foundation, I can only fix the stabilising (Fred, T1, p.15, par 6).
These participants described the importance of supporting their students pastorally by creating conditions for their students’ optimum development and learning. Central to these conditions is an environ of trust and safety (Erikson, 1963), support and holding (Winnicott, 1965). The evident passion of the participants in supporting these conditions and their students arises out of their combined positionality of being an emotional support/regulator and a transmitter of knowledge. For example, Dana felt emotional support provided ontological safety for her students: “If they feel safe, they can learn, if they feel uncomfortable, they are less likely to learn anything and so I think emotions very much play a role” (Dana, T1, p.10, par 5). From an emotional caretaking and knowledge imparting positionality these participants are managing and fielding dangers, threats and obstacles that accompany learning (Frederickson, 2001),  and recognise that these threats impact the self-identity of students. 
The development of self-identity goes beyond developing a new perspective as a student, it involves a deep transformation of the self (Light et al., 2001/2009) which is enabled by the sensitivity, consideration and ethical fidelity of the teacher (Light et al., 2009). There is a sense in these findings that participants understood pastorally and existentially the need to provide the right conditions for their students to be able to inhabit a newly created self-identity. This lends support for the importance of the idea of the teacher as object mother, object constant and holding provider. 
Participants were then asked about their experiences as students of pedagogy and what helped or hindered them in their learning. For some participants, their training lacked application:
I wish they had just taught classroom management because to me that was the most important thing I needed because all of a sudden, I have this unruly group of students, I didn’t know how to command the classroom. I didn’t know how to have my authority. I was finding my voice in this new role, but none of that got covered (Liz, T1, p. 4, par 4).
I think we are preparing children to cover a curriculum and pass exams. But more than that we are preparing them with the skills they are that they are going to need for life such as gelling with other people, mixing with other people, the acceptance of other people. It’s really important that we have a responsibility to prepare those pupils for their future lives (Mo, T 1, pp. 2-3, par 15).
Only one participant spoke of the teaching methods as positive for her development as a trainee teacher:
We were very fortunate to have the teacher and what that really did teach me was the logistics of teaching I suppose and how to manage situations (Sophie, T1, p. 4, par 10). 
The realisation, that sense of self belief, that I can do this and being able to put what I was learning into practice really affirmed that sense of belief that this is the right route for me to be taking (ibid., T1, p. 5, par 3).
Mo and Liz perceived a lack of capacity for concern (Winnicott, 1963) for their needs and attendance to wider psychosocial/emotional elements such as the nuances of pastoral responsibilities. These findings are consistent with Payne (2022) and Whyte et al. (2024) that affirm the importance of mental health/pastoral awareness at the induction stage of teacher training. By contrast the “good enough mother” (Winnicott,1965, p.145) ethos of the teacher trainer left Sophie more confident in her choice of career path and competence as a becoming-teacher which fed her enthusiasm and self-belief. The views of these participants support the notion of the importance of being prepared for the social and moral context for practice (Ashcroft and Foreman-Peck, 1994).
Similarly, the two participants educated in Europe noticed significant gaps in their preparation to teach on their teacher training in the UK. Dana noted that teaching contact was minimal and the depth of content and discussions were unsatisfactory: “The actual discussion of the method, how to deal with it, how to actually implement it was cut short. The course felt less meaty” (Dana, T1, p. 6, par 4). Similarly, Fred perceived a lack of depth: “I didn’t see a lot of pedagogic anything. I’d like there to be some meat, some substance and there was very little substance” (Fred, T1, p.10, par 3).
[bookmark: _Hlk147396437]These two participants describe the lack of substance resulted in their having a surface, instrumental experience. Reynolds (1997) sees a surface approach as largely encompassing solutions and actions that can be taken to resolve a problem. Dana and Fred would have preferred deeper dialogue and a level of criticality, depth and process that cannot be taught through instrumental methods (Fry et al., 2006). Dialogue is central to becoming reflective (Ashwin, 2015; Brookfield, 1995; Freire, 1970), improves teaching practices (Light et al., 2001), results in the teacher’s actualisation (Maslow, 1943) and is a journey of development in the service of the self (Mayes, 2007). I am not suggesting that all students of pedagogy welcome depth and dialogue, however, the findings give credence to the notion that dialogue and reflective discussion can promote depth and personal/professional growth.
Support during the teacher training for adult returners was largely deficient.  As mature students, three participants experienced difficulties that impacted them emotionally. Jenko described the initial disorientating nature of his teacher training journey as “first and foremost scary” (Jenko, T1, p. 5, par 3) which resulted in a crisis in his own confidence and abilities: “It was really daunting and quite an emotional rollercoaster throughout the period to be fair; there was a lot of self-doubt, impostor syndrome moments” (ibid., par 1).  Amid a culture shock, Jenko described feeling “like a fish out of water” (ibid., p.2, par 5). He was left to orientate himself in unknown territory, had to become self-sufficient and construct his own meaning.  Similarly, Mo felt disoriented, alone and unable to understand the true reality of her learning and its application: 
It was awful actually. It was probably one of the worst experiences I’ve ever been through. And it was the single most isolated transition I’ve ever had […] I was completely alone and unsupported, really out of my depth and not understanding all the nuances of the situation I was in […] It was just a really harrowing experience (Mo, T1, p. 3, pars 7-8).
Mo assigns a causal element of her distress to the mismatch between what was taught and the actual application in her teaching reality, and the lack of support during this isolating time. Similarly, Liz had an “awful” experience. She found it hypocritical to be taught best practice, yet the training itself lacked in application relevance and delivery of best practice:
The course was absolutely awful […] It felt hypocritical to me they were telling us this is how you teach yet what they were modelling to us with was the opposite. (Liz, p. 4, par 2).
If I had to give two words, I would say frustration then out of that frustration just sheer anger because I hated the hypocrisy of the mismatch between what they were saying and what they were doing-that to me is just wrong (Liz, p. 5, par 14).
A significant factor leading to distress for Jenko, Mo and Liz was their experiences and competencies in their previous careers had provided them with a high degree of confidence and agency which they expected would stand them in good stead as students of pedagogy. Finding themselves now “strangers in paradise” (Ryan and Sackrey, 1995), they experienced significant identity struggles (Ecclestone, 2009) and felt the environment was not facilitative of their identity formation (Bell et al., 2007) as students entering university later in their lives. It can be assumed that their psychological and academic needs differed from traditional age learners (Richardson and Kind, 2019).  
The disconnect between their expectations and their actual experiences made the journey towards forming a teacher identity more difficult (McPhail et al., 2009). For Liz, inconsistencies in her teachers’ modelling of the material taught made her experience as an adult returning learner all the harder (McAlpine and Amundsen, 2011). Although the term “identity” was not explicitly stated, Jenko, Liz and Mo experienced confusion and frustration, and were left to do their own identity management work (Campbell-Clark, 2000) whilst simultaneously trying to integrate their learning. There is a sense that their vulnerability arising from a lack of being seen, understood and supported contributed to the ardour in their learning journeys. Whereas Jenko and Mo experienced self-doubt and isolation, Liz experienced anger which she harnessed to forge her own pathway and went on to research and develop a student feedback tool, one of the very elements missing in her training. 
These findings were thought provoking particularly as the vulnerability of these mature students was identified as underrepresented in the literature (Chapter Three). It could be expected that the object constancy and permanence (Mahler et al., 1975; Piaget, 1937) of adult returners (Slowey and Schuetze, 2012), their ability to draw upon previous affirming experiences, might serve them well in their learning experiences. From a depth pedagogy perspective, Mayes, Jung and Winnicott believe that the need for support and holding continues throughout the lifespan and the experiences of these participants affirm this need. This helps us think about “strangers in paradise” (Ryan and Sackrey, 1995) who need to be supported (Brunton and Buckley, 2020) as a continuum in the transition to HE in both psychological and academic characteristics (Richardson and Kind, 2019). 
In the process of adopting a new perspective a learner is having to modify their previous ways of thinking and learning (Abercrombie, 1993) and when their ego strength is being challenged, overwhelming anxiety and stress (Hirblinger, 2017) are features that renders the learner vulnerable. Although the Royal College of Psychiatrists report (RCPsych, 2011) affirms that HE students are generically experiencing vulnerability at the point of transitioning to university, their focus is primarily on those entering university aged 18 years. The findings have implications for a more diverse awareness of and attendance to the needs of the adult returner to help them navigate the strange land of HE.
The magical tool
Some participants identified beneficial elements and experiences within their teacher training. For Miriam: “It was good to be exposed to a wider community of practice, learn about literature, meet people, and more departments in university” (Miriam, T1, p. 6, par 2) and for Sally, who was in teaching practice at the time, learning and doing came together: “It was giving me a framework to be able to develop which I hadn’t had up until that point” (Sally, T1, p.5, par 12). According to Liz methods drawn from constructing learning theories provided her with a vital tool for teaching practice: “Learning constructivism, that to me was the gold because as soon as I’d understood that I was like this is the type of teacher I want to be” (Liz, T1, p.4, par 4). 
Referring to the positive support provided by others whilst learning Laura notes: “I think I just got lucky with the person that was my supervisor. It did give me a really positive impression of the line of work that I was throwing myself into” (Laura, T1, p. 4, par 12). Fred described discussions and debriefing with teacher trainers as the cornerstone of support: “So people really talk relatively directly in these things but from how they were made to feel and how you could improve on this. There’s always one or two people to guide this in a productive manner” (Fred, T1, p. 6, par 3).
These commentaries describe the nature of holding (Winnicott, 1965) experienced as a frame (Milner, 1952), a structure with a boundary that allows for growth and creativity within it, which is both the object mother and the environmental mother (Winnicott, 1960). Milner (1952) uses the metaphor of an artist’s framing of a picture which provides a boundary for the artist’s creation (Gray, 1994). For Miriam the frame included exposure to a wider community, although there is no reference to any emotional holding provided by the same; there was simply “value” in the teaching qualification (Miriam, T1, p.6, par 1). For Sally her course provided her with a new framework that allowed her to develop. For Laura it was the object mother (Winnicott, 1960) of her supervisor who provided a positive outlook on her future career choice echoing MacCallum Sullivan and Goldenberg’s (2003) considerations that: “As with the therapeutic relationship, the teacher offers an implicit optimism about humanity” (p.20). 
Fred experienced holding by a few course leaders, people with more experience who acted as active “critical friends” (Biggs and Tang, 1999, p.53). These partners and consultants were a mirror (Stenhouse, 1975), allowed dialogue to be deepened and held, and facilitated transformations. Referring to the advantages of transformative reflection, Biggs and Tang (1999) believe an explicit consciously worked out theory of teaching provides a strong framework for the university teacher, as opposed to an implicit personal theory of teaching; a factor explicitly affirmed by Liz (T1). 
A pause to gather
[bookmark: _Hlk196914556]These findings suggest that participants had an awareness of what they needed to support them in their becoming-teachers journeys and for some this was available, resulting in their affirmation in their learning. Others had to seek out support. For those who experienced their initiation into teaching as arduous, there were lasting consequences emotionally and they identify the importance of support as crucial to their learning and development. Adult returners in particular experienced emotionally challenging learning environs, there was a lack of understanding and support for them as learners, and they highlighted the incongruence of their training. The results suggest that psychological, emotional and academic support ought to be offered to all students, with an adage that the pastoral needs of more mature students require judicious consideration.
The findings imply that a theory or method or person/people can provide the frame. Furthermore, both the theory and a trusted circle of people can be transitional objects (Winnicott, 1951), the adult equivalent of a comfort blanket or teddy bear. Cashdan (1999) believes that transitional objects “possess the magical power to confer love” (p.127), bridge gaps of the environmental mother and represent the inner presence of mother, love and care (ibid.). The overall findings lend support for the notion that care and support remain important aspects throughout the learning process. 
Teaching as emotional practice 
The interview then progressed to talking about their practice as qualified teachers and if participants felt that emotions, and their emotions feature in teaching work.
Four participants spoke of their enjoyment in teaching. Fred, for example said: ”The aspect I generally enjoy is interacting with students half the time. I enjoy seeing the Eureka moment on people’s faces” (Fred, T1, p.3, par 10) and Laura reported really enjoying the time she spent with students and researching innovative methods to work with them: “So that is the bit that I love, it really lifts me up and I feel good at that bit, and I do get a lot of fulfilment from it” (Laura, T1, p. 11, par 12).  Similarly, Jenko believes his focus has to be on the student: “Ultimately, they are my customers, they are paying a lot of money to get a service and me, and my team must provide that” (Jenko, T1, p.3, par 7). Describing his student-centred engagement as being emotional sometimes, the following questions are at the heart of his teaching practice: “Am I doing right by the student? Are we guiding them along the right route and getting them to a position where they should be?” (ibid., T1, p.3, par 7). Laura reported finding the teacher role fulfilling and challenging: “I’m constantly having to learn new things and develop and try and find innovative ways to get a message content across. And I like that bit, it keeps me excited” (Laura, T1, p.3, par 7). She explains she values this challenge and working with her students: “I love seeing them develop and seeing the lightbulb switch on when they really understand something” (ibid.).
Here participants are describing engaging holistically and relationally with the needs of their students. They experience feelings such as excitement, enjoyment and passion when learning is integrated, and their students’ learning journeys have borne fruit. These teachers have created the facilitating conditions for integration (Laurillard, 1993) resulting in the “Eureka moments” (Fred, T1, p.3, par 10), and the “lightbulb” moments (Laura, T1, p.3, par 7) that not only provide feedback to the teachers, but give the teachers pleasure which in turn feeds their passion and motivation.  
The findings suggest that emotions are important determinants of successful student outcomes (Rowe et al., 2015; Su and Chung, 2015) and teacher outcomes, and that teaching can be an emotional practice (Bleakley et al., 2020). The views of the participants also affirm that a teacher’s emotions can shape their professional identities and those of their students (Waldbuesser et al., 2021), and this feedback loop is important. The findings furthermore support the view that emotions and teaching praxis are inextricably and intimately linked, and the teachers’ emotions are important commentaries in the evaluation of situations (Archer, 2010). 
For some participants what they learnt whilst teaching was a salient feature:
[bookmark: _Hlk169003199]I learn something new even about a topic I’ve lectured on for many years. I gain a better understanding of why we do things and how we do things and so it deepens my understanding of the other person and the context of my own learning (Fred, T1, p. 3, par 6).
I really like that you learn things about the things that you’ve already learnt, there is a concept, and you explain it and then you hear yourself, you understand more about what you teach and how it’s connected to the things you may or may not teach (Dana, T1, p. 3, par 4).
Providing an echo, the learning of concepts new, and anew aids in a deeper understanding of the participants’ own learning and Fred and Dana’s comments are affirmative of the notion of learning by doing (Dewey, 1938) and experiential learning (Kolb, 1984).
One participant (Liz) voiced concern about the negative impact student evaluation forms can have on the teacher: 
What I learnt very quickly from my mentor was basically don’t look at the forms on your own; go through the emotional process of going through things, these forms, with someone else to have that more objective pair of eyes (Liz, T1, p. 7, par 5).
It would be fair to say that Liz feels too much evaluative power is afforded to the student voice and that can have a negative impact on the trainee teacher’s confidence and security. This affirms that the accountability of a high metrics driven machine (Johnson et al., 2019) can indeed result in existential insecurity (Furedi, 2021) in HE teachers. Liz highlights the feedback culture of a student led education (Newman and Jahdi, 2009) as one of the seeds of this insecurity, and being the only participant who commented on student feedback, the implications are negligible with reference to this study. 
When asked if emotions feature in teaching, Dana reported: “My emotions feature a lot in my teaching. I don’t make any secret out of liking the stuff I like teaching” (Dana, T1, p. 9, par 8). Sally and Liz were emphatic about emotions featuring in teaching:
[bookmark: _Hlk196491642]They absolutely feature in my teaching. And the reason I say that is because teaching is one of the best bits of my job; when I’m in the classroom I would talk to them [the students] and then my voice began to shatter, this is exhausting, I can’t do this long term (Liz, T1, p. 12, par 6). 
I would say it’s a fundamental part of the learning experience. You can’t do anything without emotion, I think. You can do that over a short period of time, but you can’t do that in a sustained way if you’re not looking after yourself (Sally, T1, p. 8, par 13).
Sally and Liz believe that emotions are salient features of teaching and emotional engagement requires pedagogical ardour (Yin et al., 2017). This is further affirmed by Fred: “Emotions feature in the students and in the teachers - I also think they feature in teaching practice otherwise I’m just an audiobook” (Fred, T1, p. 14, par 15). Sally specifically refers to the need to replenish and to garner support for the ongoing process of emotional engagement in her teaching work. Their comments build on the notion that affective stability (Jacobi, 1990) is dependent upon a continuity of care (Winnicott, 1956) without which the teacher’s work is unsustainable long-term. 
Describing how students can get stuck when the learning fails to be received, Dana stresses the importance of providing conditions of emotional safety, a secure base (Bowlby, 1988) for the student: “They are inclined to learn if they feel safe” (Dana, T1, p. 10, par 5). This echoes the findings of Croley et al., (2022) that an educational experience that provides a combination of the holding and tending to of intellectual, social and emotional development provides a strong base for the student. Given that Sharp and Thieler (2018) believe that increased levels of psychological distress in students results in a reduction in academic performance, Dana also recognises her role in providing safe conditions to enhance her students’ university experiences (McGaha and Fitzpatrick, 2005). She acknowledges that awareness of the students’ emotions is central to the need for her to create a facilitating environment (Winnicott, 1965). 
I am mindful to note that Dana has extensive experience of a different core educational training in Europe, one that encouraged dialogue, focussed on experience and emotions in trainees, and encouraged them to think about their actions. Seemingly these conditions fostered trust and provided emotional safety so that anxiety was contained, and sorties into the wider world and curiosity enabled. This loops back to the importance of the holding environment that provides containment for anxiety (Greenhalgh, 1994) acting as a springboard for the development of the maturational process when a learner. A clime of affective stability (Jacobi, 1990) not only involves but enables a progression towards independence (Winnicott, 1965).
[bookmark: _Hlk173152931]The enabling of sorties beyond what is known involves the teacher being aware of the emotional impact of the learning material. Jenko recognises students may be emotionally impacted by the content delivered and prepares them by adopting a trauma informed approach. By including emotions in teaching, he feels students are better prepared for their impending work as police officers: “In everything you get taught there should be an emotional aspect to it, so if you are delivering around a pedagogical approach there’s got to be that emotional bit in there” (Jenko, T1, p.10, par 6). Mo echoes these sentiments:
Teachers are exposed to so many different situations - either emotionally uplifting or emotionally draining and I think student teachers need to be aware of that, and they need to be well supported. (Mo, T1, p. 8, par 3) 
When you’re dealing with human beings and the complexities of their lives, there are so many things that come up and I don’t think teacher training at the moment really helps you navigate those (ibid., p.9, par 6)
Describing a necessity to be emotionally aware and attuned, both Jenko and Mo affirm that teachers’ emotions can be impacted by their work, and the wider complexities involved in teaching. Both participants refer to the importance of including the subject of emotions in both learning to teach and teaching. This echoes the findings of Payne (2022) that mental health awareness training be incorporated in core teacher training, and Whyte et al. (2024) who suggest the same be offered to new teachers during their induction. 
[bookmark: _Hlk213398641]During their interviews two participants voiced concern about their students’ ability to self-regulate. Laura noted that their inability to regulate has progressed over time: “The students are ‘this is what I’m feeling so whoever I’m with at any given time gets who I am’. They don’t have the same form of regulation with emotions that you might have” (Laura, T1, p. 12, par 3). According to Fred: “My British students are significantly more anxious and significantly worse prepared. They don’t deal with adversity” (Fred, T1, p.7, par 8). Fred believes this development may be related to the recent COVID era but adds that current students “have not been challenged in their life. I’m a bit worried for them when it comes to the challenges of life later on when there is no safeguarding in place” (ibid., p.8, par 8). 
Laura and Fred believe a lack of emotional resilience in students is a recent development, and a report by Deloitte Global (2021) supports their claims. Leahy et al. (2010) highlight that stress in students is four times higher than that of the general population of the same age, positioning the term “recent” as covering a 20-year span. The mantra-like declaration of students’ feelings that Laura comments upon has echoes of the slogan “I feel therefore I am” (Mortiboys, 2005, p.142), and an emotional freedom paradigm (Ecclestone and Hayes, 2009) that Laura and Fred express some concern over. I am reminded of comments made earlier about preparing students for their future lives (Mo, T 1, pp. 2-3, par 15), the students’ mental, emotional and academic struggles (Jenko, T1, p.4, par 1) and their lack of relational skills. There are now four participants that echo the findings of Ippolito and Kingsbury (2024) that current students are lacking in both cognitive skills and emotional competence. These pertinent characteristics suggest a need to address these perceived lacks when they are presented in the classroom domain and highlight the need for at least more awareness and training (Hughes and Spanner, 2019). 
A significant aspect of increasing awareness is the sharing of lived experience. By sharing their own experiences, Sophie and Jenko suggest that it affords the student a form of protection which will help them navigate their own difficulties experienced in their future work and practice:
I will use examples from my practice because that’s real, that enriches it [...] It’s actually a really important aspect of the work that we have that insight […] so just that they have that sense that they are not alone in feeling that way (Sophie, T1, p.7, par 5).
The policing curriculum it is fraught with that emotional danger throughout (T1, p.11, par 4). The last thing I want is for students to go out into the real world and suddenly be hit with that sort of emotional ‘well I didn’t get taught that at university’ and that’s the difficulty. It’s about putting that lived experience into that real world of teaching (Jenko, T1, p.12, par 1).
[bookmark: _Hlk198635829]The experiences of these participants are an example of the need for students having an educational experience that fosters their holistic development and prepares them for their future lives (Croley et al., 2022). Sophie and Jenko believe sharing their lived experience facilitates this preparation. They have an eye on the present, and the future and want to ensure students are afforded the skills now that carry them forward into the real world (Jenko, p.12, par 1) by having examples of experiences that other seasoned practitioners have learnt from. Both participants are echoing Winnicott’s (1965) ontological concept of holding that incorporates the relational nature of lived experience that sustains a continuity of whole self-development.
Theme 2: Guardian of the Threshold
The guardian in a tale oversees the growth and development of the principal protagonist who is navigating territories unknown. Having established there were a number of obstacles for most participants in their professional training, the subject of support was important to explore.
People: people who need people
When asked about support whilst training as teachers, some participants referred to the informal nature of conversations with their supervisor, career mentor or colleagues: 
So, it was the program director and we just kind of fell into it as he was leaving ‘Do you just want to have a chat?’, and probably those 20-minute conversations were an opportunity for me to be, like, ‘What do you think I can do about that?’ So, it wasn’t like an official mentoring session - it was so serendipitous, almost those ‘watercooler conversations’ that people talk about (Liz, T1, p. 9, par 15).
You would have a meeting following an observation and they would talk to you about how you thought the session had gone - but I didn’t class that as any kind of emotional support, and that was more of a question to open the door to discussing what happened rather than them wanting to understand how I was feeling and trying to support that (Laura, T1, p. 5, par 12).
I was swimming in the deep end of it at the time. I didn’t get many opportunities to put my head above the surface and take a breath, but I did when I was speaking to her [supervisor/career mentor]. The career mentoring offered by the supervisor equals space to breathe. A safe space. When you step into that space you are shielding yourself from the mayhem of the outside world. Sometimes it can be the classroom that is a refuge (Miriam, T1, p.10, par 1).
Ranging from practical support to discuss and process teaching scenarios (Laura, Liz), to a safe space provider (Miriam), the mentor served the function of providing space, and moral support. These comments demonstrate that a strong object constant (Mahler et al., 1975) and transitional object (Winnicott, 1951) can provide holding, containment (Bion, 1970) and a facilitating environment (Winnicott, 1965) as a safe space and secure base (Bowlby, 1988). The findings affirm that support comes from object mothers and environmental mothers (Winnicott, 1960), the frame (Milner, 1952) and transitional objects (Winnicott, 1951) who are holding the space. A further vignette from Liz captures the experience of being held by her mentor: 
So, I’ve got a picture on my wall, yeah, so it says: ’I’ve got your back’. The person who you’ve got as your teacher/mentor is that person who says: ‘I’ve got your back’, and ‘You’ve had an awful session. Let’s just have a five minute catch up about it. Okay, let’s just pause, let’s just debrief that’ (Liz, T1, p.8, par 11).
Two participants describe their tutor’s dispositional qualities such as the nature, attitude and relational skills as providing them with support. According to Sally: “I remember the tutors being nice, for want of a better word, and being supportive. I remember a particular tutor being very supportive and encouraging” (Sally, T1, p. 6, par 2). The second example comes from Sophie:
I think the teacher was very approachable by email and in the session, and was very encouraging not only of myself, but others, and I noticed he was very encouraging of others who had more specific difficulties or challenges. I saw that support being given in a practical sense and delivered in a way that was really compassionate (Sophie, T1, p.5, par 15).
Although practical, the ring that was holding (MacCallum-Sullivan and Goldberg, 2003) was caring. These findings prompt a reconsideration of the notion of holding being solely an emotional experience. Winnicott (1965) delineates the physical and the environmental provision that holding affords an infant to allow them to be, grow and develop and this includes their emotions, however holding is also practical. Given that teachers are the environmental provision, commentary from these participants is a stark reminder that support required cannot be assumed to equate to emotional support.
When asked about emotional support, some participants definitively talked about its importance:
Emotional support came from my family, my wife and my kids, and that’s where the difficulty lies because I was working, having to deal with day-to-day work, and, in my job, things change on a daily basis. But I also had the academic pressure to deliver a desirable and acceptable piece of work every so often. That was really quite an emotional ask and it was a mixed bag of emotions throughout the journey. Sometimes it can be a dangerous game to play because you are mixing those emotions up and diluting where you need to be with it (Jenko, T1, p. 5, par 7; p.6, par 1).
The emotional support was with friends on the [teacher training] weekend retreat and people [teacher assistants] were always on the lookout. They pause the sessions, ‘You need to reflect on this, discuss what actually happened, why it happened’ and it’s a very flexible system […] It’s less that they offered support during the session, but it’s a safe space (Fred, T1, p.6, pars 7-9).
For Fred, fellow students and other teacher assistants provided “potential space” (Winnicott, 1986, p.36) - a space to reflect, to process, and to hold. For Jenko the space mitigated against difficulties experienced and allowed him to recover by providing care, welfare and maintenance (Noddings, 1984; 1988; 2002) which was found in his familial circle. He points out the dangers when juggling emotions arising from professional work and those ignited whilst learning, therein highlighting a need for a personalistic approach (Coombs, 1972; Zeichner, 1983) to support needs. These findings affirm both the subjective emotional experience, and the complexities of human encounters that teachers as learners are having to manage. It was highlighted in the literature review (Chapter Three) that from a relational perspective human encounters involve emotions, identity and complexity and supervision, a designated holding space, was recommended for these elements. Jenko is bringing to the fore the idea of the importance of somewhere or someone to mediate, support and help process the variety of emotions that arise from the complexity of learning and teaching. 
Two participants describe definitively a lack of support in their trainings. Mo reported that teacher trainers lacked understanding for mature students who have been out of education for a long time (Mo, T1). Fred did not feel emotional support was offered by his instructors: “They genuinely wanted us to be well, but I don’t think they really have the tools to facilitate this in a meaningful way which comes down to the setting” (Fred, T1, p.15, par 2). Fred stating that his instructors might say support was offered raises questions about the receipt of support. The trainee teacher might not be ready to receive support or might not feel able to explicitly ask for it. This notion suggests the possibility for vulnerability, and even fragility, potential humiliation and infantilisation being experienced by the teacher in asking for help. This has implications for the “therapeutic university” (Hermanowicz, 2024, p.506) that finds itself in a new role of nurturing parent in loco parentis and whether the support it currently offers might be seen as disempowering or infantilising the student. Damned if you do, and damned if you don’t.
There were a number of ways in which participants garnered support for themselves. Sally recognised the need for self-care: “I’m aware of the need to look after myself. Great family, great friends, WhatsApp group, we go for a walk, go swimming a lot, a good work life balance” (Sally, T1, p. 9, par 1). Fred used an interesting mix of support mechanisms for his feelings which he mostly “just dealt with. […] I talk a lot with my wife, with my partner. We have shared experiences. Talking them [emotions] through and sometimes just venting with my colleagues - just venting” (Fred, T1, p.15, par 9). Fred also mentioned his cat: “I have what I call an emotional support cat” (ibid., par 8). Liz was able to debrief and be held by her partner (T1). Similarly, Laura defers to her partner, but her trusted colleagues are the main form of emotional support she draws upon. She also attends monthly therapy where she can talk about work-related matters (T1). Miriam highlighted a potential difficulty in solely relying on colleagues for support: the potential for disagreements. She goes on to say, “and for whatever reason they will never be able to fully satisfy all of my needs. So, I have a separate source which isn’t earthly, if that makes sense” (Miriam, T1, p.13, par 15). Sophie likes to “name” any difficulties encountered and in the workplace her “naming” is not necessarily actioned: “So, for that reason I seek that emotional support from my peers, not all of them, those that I feel I can trust that with, and who will understand where I’m coming from” (Sophie, T1, p. 8, par 5). Beyond peers, Sophie’s husband, parents and friends “that know me very well, trusted people” provide further support (ibid.).
Within their diverse support networks all participants recognise the need for, and importance of support. An overarching theme in these support networks is the comfort they provide, the reciprocal trust embodied and engendered in these relationships, and the ability to risk being seen in a vulnerable state. As alluded to earlier in the thesis, Winnicott (1965) stated that although it is a joy to keep oneself hidden, it is a disaster if the self, the true self, is not found. I read the true self as containing both strengths and vulnerabilities. The participants seemed judicious about revealing vulnerability and their emotions in their contexts which suggests that trust versus mistrust (Erikson, 1963) is part of their considerations of who/what holds them at work. 
The findings have highlighted that the holding mechanism does not have to be a person, or method, or theory, it can be an animal or an activity. It can also be an ontological philosophy or religion, and I draw the reader to the “not-earthly” support source named by Miriam as her belief system (Miriam, T1, p.13, par 15). These findings indicate a significant difference from the conceptual framework in the type and source of support drawn upon, the transitional objects (Winnicott, 1958) students can use to help and support them in their learning journeys. Furthermore, the findings note that the choosing of the transitional object, or “good object” (Winnicott, 1965, p.181), the agency to discern what or who provides support, is important and cannot be imposed: “A good object is no good to the infant unless created by the infant” (ibid.). This has implications for the imposition of any form of support in teacher training; it must be chosen.
Summary
The experiences and perspectives of the HE teachers in this study suggest that participants recognize that their emotions feature in their learning, their learning to teach and in their teaching. They acknowledged the need for a frame (Milner, 1952) to emotionally support them whilst they were learning, and for the students they taught. Participants understood the pastoral nature of their role as teachers, the anima principle (Jung, 1959) and were enthusiastic about creating the optimum conditions for their students to develop, grow, learn and become, and that students need to be better prepared for their futures (Bakshi et al., 2017; WEF, 2019). The interview findings suggest participants were highly attuned to their own emotions and those of their students and recognized that the soft skills of emotional attunement (Erskine and Trautman, 1997) and support were, for the most part, lacking in their training experiences. The findings highlight the devastating impact when the practical and emotional support needs of trainee teachers, preparation for the moral side of the role of teacher and the emotional side of teaching are lacking. Any form of support offered to a student needs to include judicious considerations of the right to choose, and therefore not be a mandatory inclusion. The need for support for teachers is encapsulated in brief by Miriam’s considerations:
When anyone is being developed in any career, they need to be supported. Particularly in teaching because it is challenging: a high workload, a lot of stakeholders, a lot of people demanding from you, the dynamic of the relationship between students and teachers. (Miriam, T1, p.9, pars 2-3).














Chapter Six: Analysis (Part Two)

Coding: Teacher Identity- so what?
Theme 3: Mirror, Mirror on the Wall
Research question 2: What role does reflective practice play in the teaching practices of HE teachers?

Reflection is an important form of self-knowledge which Bettelheim (1972) believes is wholly overlooked in modern education practices, and I wished to garner the views of participants on the role of reflection as a praxis and self-knowledge tool.
A tool
Initially participants were asked if reflective practice was taught on their teacher training. Here are some participants’ comments illustrating their thoughts about how reflective practice was operationalised: 
Reflective practice as a method, no, but we were encouraged to complete reflections on a weekly basis. Yes, but I don’t think the intricacies of how that should be completed or reflective practice as a methodology was taught (Laura, T1, p. 7, par 13).  
They try to tag it on in the English system, but I don’t think you can get reflection if you have nothing to reflect about or if all you talked about is very hollow - what are you going to reflect about? Do you uncover any ground truth about yourself if you’ve only got pop psychology, if you’ve only got shallow thoughts? Precise teaching realities paid little to no role in our actual reflections (Fred, T1, p.11, par 9).
There was no mention of reflective practice in terms of your own skills - it was kind of chucked in as a word towards the end of lesson observations: ‘Reflect on your feedback’. I think you have to actually understand what reflection means first (Mo, T1, p.6, par 9).
For these three participants reflection was an academic expectation. However, the nuances of what it meant, its application and relevance to their work was neither clear, nor specific enough. As supported by the literature (Chapter Three), reflection as a term is elusive and confusing (Swan and Bailey, 2004), “a misleading word” (Biggs and Tang, 1999, p.45). The findings lend support for the fact that this lack of clarity renders reflection a task to be completed to meet course requirements (Biggs and Tang, 1999/2011). Thus, without depth of understanding, meaning and application, the findings affirm that reflection is reduced to static techniques and encourages superficial thinking (Fook, et al., 2006). For Fred, used to utilising reflection to transform methods, relationships and teaching realities, the “tagging on” of reflection in the English system felt procedural and failed to transform personal “ground truths” (Fred, T1, p. 11, par 9). Biggs and Tang (1999) liken transformative reflection to a mirror in the fairy tale Snow White: “It tells you what you might be” (ibid., p.45). Faced with a surface, instrumental approach, the teacher may approach the task without enjoyment: “Exhilaration or enjoyment of the task is not part of the surface approach” (Biggs and Tang, 1999/2011, p.25). 
Hughes and Spanner (2019) recommend that reflective practice is an effective tool for the teacher in the current mental health crisis in education, and it seems their recommendations have not yet been embodied into teacher training, or indeed teachers’ praxis. This is evidenced by two participants in particular. Jenko reported: “The importance of why you need to reflect needs to be put out there very early on” (Jenko, T1, p.7, par 10). Recalling that reflective practice was not explicitly taught, Sophie remembered the way in which it was taught was through the teacher embedding their experiences in actions and words rather than specifically teaching reflective practice on the curriculum (T1).
With very differing experiences, the findings signify the importance of embodying reflective practice by being taught the purpose and practical application of it. Jenko highlights the importance of understanding the relevance and meaning of reflection, rather than simply being presented with the concept. Although exhorted as a method and process for making sense and meaning (Chappell, et al., 2003; Hodkinson et al., 2008; Kolb, 1984), by not understanding the meaning of reflection from the outset, findings suggest that the process will inevitably remain at a surface level. It is how reflection is understood and who animates the process that is important. For Sophie her teacher breathed life into the process by modelling what reflection meant and therein embodied a “deep approach” (Biggs and Tang, 1999, p.27) by explicitly demonstrating learning by doing (Dewey, 1938) in his actions in the classroom. The findings suggest that it was a lack of understanding of the process itself that became a significant obstacle to embodying reflective practice which signifies a need to clarify, simplify and model the reflective process.
Attitudes to reflective practice
Having explored reflective practice as a pedagogic instrument, the interview progressed to what participants felt about reflective practice in teaching. With her “really good, trusted colleagues” Sally said: “We will get really excited about ‘why don’t we try this?’, and ‘why don’t we do that?’ There’s a lot of informal reflection about what’s going on all the time” (Sally, T1, p.9, par 11). Jenko explains that the policing curriculum contains some emotive subjects and during the process of reviewing the work it is important to reflect on how things are, and how the subjects taught impact the students. He shares his own lived experience to aid in reflections with the students and acknowledges the importance of the emotional side of the role: “You’ve got to have that sort of emotional attachment there regardless of what it looks like on paper” (Jenko, T1, p.8, par 5). 
Both participants described being creative with their reflections. For Sally, by reflecting in a safe space with people she trusts, she experienced a mutual excitement at exploring and uncovering new possibilities for her teaching practice. By reflecting Jenko is including a capacity for concern (Winnicott, 1963) for his students and creatively considering their needs whilst drawing upon his own lived, emotional experiences which involves self-examination (Kember, 2000). This affirms that the process of reflection is one of engaging in introspection (Gross, 2001) which informs praxis and includes and involves feelings of the self and the other (Pollard, 2005). Seemingly reflection can and does engage the emotions of the teacher (Curzon and Timmons, 2021) and requires an awareness of the impact of learning on the student’s emotions.  This lends support for the informative nature of feelings (Gohm and Clore, 2002) and that the process of reflection requires feelings.
The following participants contemplated their thoughts and feelings about the importance of reflection, and its purpose and role: 
It’s almost like the cornerstone of development. I feel reflection is crucial to any form of development in life. So, it’s basically, it’s not the starting point that’s important, it’s your ability to improve, it’s like the gradient of the graph rather than the position of the graphics (Miriam, T1, p.11, par 10).
There is a strong emphasis on reflection because that is one of the most problematic things for a student teacher to take on. Unless we are reflecting, we are not actually improving and developing what we are doing because we are not understanding why things worked or not (Mo, T1, pp. 6-7, par 13).
I think the only way I can improve teaching practice is if I stop and reflect, and it is one of the questions that drives my life: How do we make it better? And I think to me that’s the heart of reflective practice because you want to make things better (Liz, T1, p. 11, par 7).
For Miriam reflection plays a crucial role as an anchor, a self-development tool and to improve teaching work. Acknowledging the difficult nature of reflection, for Mo reflection is a tool for understanding and can be used to improve her teaching practice. For Liz, reflection is an intrinsic motivator to improve things, and herself. These participants are all engaging in divergent thinking, creativity and originality which help them actualise their practice using critical awareness, which for Biggs and Tang (1999) is transformative reflection: “It looks at what is known with a view to seeing what it might become” (p.265). To reflect on what is, and what might be (ibid.), to move towards changing and transforming something involves a multi-stage process, one that turns the mirror inward towards the self, and outward to see the reflection of the student, and the wider context. Such a positionality affirms that reflexivity is a key component of teaching practice and development to improve future practice (Boud et al., 1985; Boyd and Fales, 1983; Jarvis, 1992; Mezirow, 1981), and outcomes (Borders et al., 2014). If education is a way to improve, expand and grow through the medium of teaching, the findings affirm that reflection maintains this momentum and that self-development is an outcome and a process. 
Dialogue
The interview progressed to the role of dialogue in reflective practice. Mo believes reflection is dialogue, talking to others when she needs to understand a situation that perplexes her: “Sometimes that pause just allows us to say, ‘I don’t know but I would really like to talk to someone about it to see if we can move my understanding forward’“ (Mo, T1, p. 7, par 3). Laura describes reflective practice as talking through all aspects of her teaching to improve her work and as a way of sharing with colleagues: “So that ability to touch base […] I know I have people there that I can openly share with who were genuinely interested and it’s invaluable” (Laura, T1, p. 8, par 10). Declaring the importance of discernment whilst sharing, Laura goes on to say: “I choose very carefully who is in the circle because I think that’s really, really important” (ibid.,  p. 9, par 3), and “I can trust these people in my circle in every sense, and I know that their intentions are only good” (Laura, T1, p.10, par 2).
Mo and Laura are describing the need for reflective practice to be an active, relational, engaged and fluid process. They are also describing having deep, dialogical exchanges with others, sharing ideas, thoughts and queries to increase understanding. Reflective practice can be conducted alone or with others (Forrester 2010; Peters 1991; Schon 1983), however participants are affirming that they found reflecting in a community of practice increased their effectivity (Freire, 1972). This lends support for the importance of an active “buddy system” or “peer review system” (Biggs and Tang, 1999) with colleagues who trust each other, hold a set of common teaching values and have a capacity for concern (Winnicott, 1963) for themselves and each other.  As May and Semetsky (2008) note: “It is what we do not know, rather than what we do, that is of educational significance” (p.143), and Mo in particular refers to the not knowing and wanting to know which she achieves through dialogue with others. Both participants stress the importance of, and their willingness to, creatively experiment in a transitional, potential space (Winnicott, 1971), a space of not yet knowing, to improve themselves and their work, and affirm that the sharing through dialogue is essential for their own growth and well-being. 
Eager to explore the notion of dialogue further, participants were asked about who they reflected with. Laura reflects with colleagues at work, and when having a challenging time, she has lunch with them and debriefs collaboratively. The process is one of emotional sharing (T1). Sophie has a friend who is a compassion-focussed therapist, well versed in reflective practice and through their shared dialogue, she gains an understanding of the feelings of all parties involved  “It really helps me to step out of it, to understand why people behave in certain ways which validates me, helps me to regulate and understand how to respond potentially to the situation” (Sophie, T1, p.9, par 18)
[bookmark: _Hlk198821737]Reflection allows Laura and Sophie to question, understand, debrief, critically evaluate and regulate in a dialogic space replete with emotionally sharing with others. This affirms that emotions are part of the reflective process and evaluation of situations (Archer, 2010) which takes place within a trusted circle of friends or colleagues. As Light, Cox and Calkins (2001) note within academic circles and discourse: “Dialogue characterizes all forms of human communication and is therefore critical to the active construction and exchange of knowledge” (p.25). The academic world shapes the teachers’ professional experiences and “characterises the student-teacher encounter before a word is even exchanged” (ibid.). Dialogue with others, collaborative reflection (McKay, 2008), is productive reflection (Boud, 2006), action with others and for others, the service users, organisation and wider society (Ashcroft and Foreman-Peck, 1994; Cressey and Boud, 2006). As affirmed by these participants, this professional dialogue is only possible with trusted colleagues, implying that not all can be trusted. As noted by Mo, who utilises professional dialogue in a small team of colleagues: “All of them are trusted colleagues but in the line of George Orwell, ‘some are more trusted than others’” (Mo, T1, p.11, par 4).
Highlighting fear within the political university context as a factor that contributes to perils for the teacher (Brookfield, 1995; Fleming, 2021), the findings affirm that trust (Erikson, 1993) is an essential factor in the facilitating of professional dialogue. Liz describes the importance of a trusted “other” who holds her in the reflective process to mitigate against difficulties encountered in the work and be a form of reassurance (T1). Brookfield (1995) suggests that teaching colleagues can serve as critical mirrors to reflect images of the teacher’s actions that are often not known to the teacher themselves until the trusted other reflects them back. The process is “a collective endeavour” (ibid., p.36). In this process of openly dialoguing with work colleagues, teachers can check, reframe, and broaden their theories of practice (ibid.).  
Of dialogue with other professionals, hooks (1994) states that: “To engage in dialogue is one of the simplest ways we can begin as teachers, scholars and critical thinkers to cross boundaries” (p. 130), and yet there are clearly barriers to open dialogue in teachers’ work environ, and in the culture. Cultural barriers include: “a culture that silences them [teachers] by a set of oppressive mechanisms” (Richert, 1992, p.193). A culture of individualism, silence, and secrecy (Brookfield, 1995) is not conducive to professional dialoguing: “Where a culture of secrecy exists, reflection is doomed” (p.251). Although it is desirable to reflect with colleagues, teachers in this study have a view that this is not always possible. As most of the participants have highlighted, sharing was only possible with trusted friends or colleagues which suggests a discernment on their behalf regarding conditions of space and dialogue, and that the institutional political dialogue is something they may be wary of (Fleming, 2021). 
According to Light et al. (2001) space to reflect in a work context is not always neutral, therefore dialogue with work colleagues may not always be possible or yield positive results. By engaging in reflection and dialogue with peers to change their practice, teachers are potentially being “whistle blowers on the culture of stasis” (Brookfield, 1995, p.235). Using reflective dialogue for their own growth and that of their students is an act of courage and is a creative process that represents a high degree of emotional health to self-actualise. “Authoritative opinion is often against the pioneer“ writes Gunn (1940), and the professional artistry (Schὂn, 1983) of a teacher-pioneer, one who is willing to creatively engage in changing the self, their praxis and the teaching culture might not be welcome.  A pioneer can be seen as a “menace to conformity” (May, 1975, p.73), a threat to the political power assembly line (ibid.), and I am mindful that the findings have affirmed that the political milieu, culture and environ may not always encourage the creativity of the teacher-reflector-pioneer. 
Summary 
The findings suggest that for most of the participants the depth, practical relevance and application of reflective practice was largely missing in their teacher trainings. Despite not being taught the aims, purpose and understanding of reflection, participants lacking this knowledge actively reflected with self-selected others. A consensus in these findings crystallises that reflecting with, sharing and dialoguing with trusted others catalyses the participants’ capacities to support themselves, their praxis and their students. The dialogue with trusted others provides an active buddy system, a platform for sharing, to debrief, improve teaching practice, share emotions and to cross boundaries into unknown territories knowing the other will provide understanding, advice and support. 
[bookmark: _Hlk215916353]Participants all confirmed that being reflective made them more effective teachers, and reflective dialogue with trusted others helped them feel more competent in their teaching practices. Participants who experienced reflective practices either in their previous careers or other trainings passed it forward to their students in their teaching work. Overall, the findings highlight that the participants valued the role reflective practice played in their professional lives as a dialogical, relational, creative and engaged process. It was a cornerstone of their development, included emotional aspects and improved their teaching and understanding of their students’ learning and needs. Acting as a bridge to the discussion chapter (Chapter Seven) and an aide memoir, Table 11 summarises the findings and highlights salient way stations and learning as recollected by participants which will be examined further in Chapter 8:
Table 11: Summary of the findings
	Participant name
	Their passage into teaching
	Their magical tool in teaching
	Participant’s support systems
	Persistent themes

	1. Miriam
	Fell into teacher training by accident 
	Faith; reflective practice; dialogue
	Mentor; belief system/faith
	Support from colleagues, a team and the “holding” function of work office space 

	2. Liz
	Fell into teaching. Arduous; awful; hypocritical
	Constructivism; Biggs and Tang; Aurora leadership programme and learning how to command her presence
	Mentor; husband; team
	Importance of compassion, self-compassion and the creation of a compassionate ethos/space in education; university is a hostile environment regarding emotions

	3. Sally
	The journey “grabbed” her and was a windy road. Good experience on teacher training. It provided a framework to develop
	Supervision; tutoring; student journey
	Family; friends; tutor; trusted colleagues; self-selected boundaries and “laying down tools”
	Trusted colleagues; importance of supervision

	4. Jenko
	Career path chosen. Teacher training arduous, daunting, a culture shock. Mature student
	Student engagement; sharing lived experience; emotions; reflective practice
	Family and colleagues; mentor; reflective practice
	Student engagement: emotional attachment embedded in teachers’ attitude to work; being an emotional partner for students; inclusivity; importance of imparting his lived experience; trauma informed approach

	5. Mo
	Teaching as a career a practical, family-based decision Teacher training arduous, awful, and harrowing; mature student, a “late starter”
	Reflective practice; self-reliance
	Trusted colleagues- in the words of Orwell: “Some are more trusted than others”
	Trusted colleagues; lack of support. The importance of the moral part of the teaching role, preparing students for their future lives and supporting trainee teachers. Learning about and from the human experience being included in teaching

	6. Sophie
	Practitioner first; role played being a teacher as a child and links this to her choice to train as a teacher. Good teacher on her teacher training
	Supervision; sharing lived experience; teacher
	Trusted colleagues. Teacher on teacher training although this was limited, Peer support. Husband, family and friends. Debriefs/reflects with an occupational therapist friend. Coach, mentor and safe space
	Trusted colleagues.
Enjoys supporting students on their journey.
Importance of reflection. Safe space

	7. Laura
	Good experience on teacher training
	Teaching supervisor, and mentor; reflecting with colleagues
	A trusted circle of self-selected work colleagues; partner; personal therapist once a month
	Trusted colleagues. The need for compassionate awareness. Reflective practice taught theoretically and as a method.
Support from the university employer confined to activities which do not address the root problem/cause

	8. Fred
	A natural progression. UK teacher training perceived as surface
	Dialogue; democratising teaching. Both elements were present and embodied in previous teacher trainings attended in Europe
	Cat; friends; activities such as cooking and computer games. Dialogue with colleagues and partner
	Self-reliance taught in country of origin from an early age, and how to manage difficult situations. Little content and little substance in the CPAD. 
Guidance/ teaching on the CPAD went against his lived experience of what students require. Poor support; no depth

	9. Dana
	A pragmatic choice to teach to enable career as a researcher. She attended two trainings in Europe and a CPAD in England. The CPAD attended lacked depth. It was very disappointing
	In her country-of-origin teacher training was practical in its application, challenged students to deal with fears/dilemma, and dialogue was central. Dialogue/reflection was not a new tool
	Colleagues and husband to discuss/process teaching situations
	A critique of the lack of depth and application in the CPAD teacher training. Comparisons made to more embodied training in her country of origin and how this included dealing with her fears as a teacher















Chapter Seven: Analysis (Part Two)
Introduction 
[bookmark: _Hlk200884098]This chapter provides an analysis of the second interview which was conducted between two and three weeks after the first interview had taken place. In the pause between the interviews participants were asked to reflect upon two diagrammatic representations of Winnicott’s holding model (see Figure 6; Appendix H). Furthermore, the second interview was a holding mechanism for the participants’ retrospective reminiscing journeys and captured their arrival point at the end of the interview process. 
Model 1: Winnicott’s model of holding (Adapted from Davis and Wallbridge, 1981)


Model 2: Extension of Winnicott’s model of holding by the researcher

Figure 6: Winnicott’s models of holding (Adapted from Davis and Wallbridge, 1981)
Coding: Learning from retrospective reminiscing - the now what?
Theme: The Return
Research Question 3: How can HE teachers make use of Winnicott’s concept of holding?
It was anticipated that participants would return from the first interview with their elixir (Vogler, 1998), the essence of what they have learned from reflecting on the Winnicott models.  
	Reflections on the task
A stimulus for participants to reflect upon the notion of support, some participants regarded the model as being limited: 
The world is not that perfect, and I think that the danger in that sort of one-dimensional model is that there is a risk that it could be interpreted as a way of attaching blame and attributing blame, so, I think that that’s the danger really, that blame thing. And the problem with the blame is it doesn’t give you a means of recovery (Miriam, T2, p.3, par 1).
It’s really, really difficult to say one size fits all. I think that we need to be very mindful about our audience per se and it’s not just like, okay, this is a model we’re looking at, it suits everybody. I think we need to be able to be flexible and be able to play about with it (Jenko, T2, p.1, par 7).
The point raised by Miriam regarding recovery is an important one. For Winnicott (1965) recovery is “reparation” (p.82), and a failure to repair results in the loss of a capacity for concern (Winnicott, 1963) resulting in “disintegration” (Winnicott, 1965, p.78). Miriam is highlighting that there are consequences to remaining entrenched in blaming the other. Blaming separates the blamer, and the blamed and there is a danger that the blame game could become entrenched (Ahmed, 2021), a situation that is neither restorative nor relational. Jenko’s comment about seeing holding as a “one-size-fits-all” model (T2, p.1, par 8) hinders adaptability, creativity and potential space (Winnicott, 1971) rendering it a dogma, and not a concept. It is the concept, and principle of holding that Jenko believes could be expanded to think about and be applied to students, teaching and the teacher, the very positionality of this thesis.
Some participants reflected upon the application of holding to, and for students. Sally commented that she found herself using the model to prompt her students to reflect on their own support mechanisms: “Who do you go to for support? Because a lot of them are very resistant to any kind of external mental health support” (Sally, T2, p.2, par 5). Recognising a responsibility of care for his students Jenko stresses the importance of imparting care to the student:
[bookmark: _Hlk219548787][bookmark: _Hlk168827144]Students are sort of left to their own devices when they come to university. So, I sort of looked at it from that sort of perspective that I’m a lecturer holding the student around being inclusive with them, being open, being transparent so that they understand exactly where and who I am, not just somebody standing in front of them talking around what they need to know or areas of what they need to look at (Jenko, T2, p.1, par 7).
Both Sally and Jenko used the Winnicott model to inform their work. Sally passed the concept of holding forward to her students with the purpose of dispelling the myth of self-regulation, a resilience narrative and an internal/personal deficit discourse (Binnie, 2016; Stevensen and Petrescu, 2016). Passing this knowledge forward also promotes a new story of relational interconnectivity which might better inform trainee teachers about the importance of offering support and being supported. Similarly, Jenko recognises the perceived isolated position of his students and fosters an inclusivity stance in the student/teacher relationship. In both cases, the Winnicottian concept of holding (Winnicott, 1965) helped these teachers increase their capacity for concern (Winnicott, 1963) and to seek ways in which to creatively hold their students’ emotions.
For some participants the Winnicottian model left them contemplating their own networks:
I am just a small wheel in a massive machine. And I think that ultimately, if you haven’t got that support, you can get lost along the way because you are doing what you get paid to do, what your contract tells you to do (Jenko, T2, p.2, par 5).
When you talked about Winnicott, that really stuck with me. Because I kept thinking, who is holding me?  I haven’t got a solution to necessarily I think it’s sort of an ongoing question. At some point hopefully I’ll find a solution to that (Sally, T2, p. 1, par 14; ibid., p.2, par 1).
[bookmark: _Hlk211078659]According to Jenko a lack of holding by the employer can result in procedural behaviour. Jenko went on to explain that reflecting on holding allowed him to consider how he looks after and supports his colleagues and team. For Sally her reflections left her with the unanswered question of where she draws her support from for her work and prompted her to explore this further. The participants’ views echo the concentric nature of the Winnicottian concept of holding (Winnicott, 1965) that forefronts the need for human care as an interdependent and relational concern as a continuum throughout the lifespan. The findings lend support for the need for the carers, in this case teachers who are caring for their students, to be cared for by their primary caregiver (Rustin and Rustin, 1984), their employer. 
Some participants expressed doubts about the holding provided by their employer. Laura noted: “I’m not sure if the University does hold us as effectively as it may be thinks it does. Certainly, I don’t feel that way. It would like to think that it does in some way make efforts to” (Laura, T2, p. 1, par 6). According to Sophie, the university requires her to hold the student and there is an expectation that the institute supports her in that endeavour. She noted the model of holding is an ideal and added there were some “grey lines” (Sophie, T2, p. 1, par 12) when it came to the university supporting her to support the student. Upon affording her space to explore what was missing, Sophie further commented: 
If we relate that [support need] back to the model, the individual, that pastoral care needs, that encouragement need, that feedback academically, personally I need that to in order to be able to then give that support to the student. But I don’t feel that there is a sense of the personal, that individual at the core. Perhaps that lessens as the circles get wider in terms of the institution, in terms of society, it’s kind of much bigger. So, it loses then that compassion, in my mind, and that personal touch because it comes much more filtered down, and it becomes much more sort of diluted the wider it gets, and there’s a tendency to lose a sense of that person at the core (Sophie, T2, p.3, par 1).
[bookmark: _Hlk198727460]For Laura and Sophie current support provided by the university is either absent, or inadequate. In her second vignette, Sophie clarifies that the personal, and the compassionate is missing because of the size of the system. These examples bring to light a need to rethink how the university takes care of its staff. Affective labour, work that involves managing emotions needs to be taken more seriously (Brenner, 2014).  Such a positionality would be replete with an ethic of care (Noddings, 2002) whereby the production of people, teachers and students alike, has the same precedence as producing things (Mitchell, 1978). The teacher who holds the principle of learning as a thing, is also a thing that has feelings and support needs.
Some participants suggested modifications to the model to increase its application and relevance: 
I think that concept of holding the students, if we’re talking about teacher training, is going to be one that doesn’t sit comfortably with many of those teachers who we are anticipating will hold the student teacher because they are receiving them as an adult into a professional training programme. (Mo, T2, p.1, par 6).
I would have drawn the model differently as two half circles around the student. There’s no feedback loop for one, and another thing is you’re not involved in the ongoing support of that student. There are two different systems that don’t talk to each other very much (Fred, T2, p. 2, par 9).
[bookmark: _Hlk168305150]Mo has highlighted a difficulty inherent within the holding model namely that of the potential infantilisation of student teachers. She goes on to propose the student being represented diagrammatically as a separate circle surrounded by other individual separate circles which represent the individual holding elements surrounding the student (Figure 7). Similarly, Fred noted that the circles should be separate not concentric, two half circles surrounding the student and identifies that, as things currently stand, the teacher as a support person is left out of the feedback loop (Figure 8). Models of Mo and Fred’s suggestions are depicted as follows (Figures 7 and 8):


Figure 7. Mo’s revised model 
       The
Student

Figure 8. Fred’s revised model 
The comments by Mo and Fred challenge an implicit bias that the heart and head ought to be separated in HE discourses (Ecclestone and Hayes, 2009). This bifurcation of emotions and cognition signifies that current policies prevent academic support, student advice or counselling services feeding back information to tutors, and this needs revisiting. Whether this is a localised policy matter, or a ubiquitous one is not known. Evidence arising from a recent study by Ippolito and Kingsbury (2024) highlights that emotions and cognition are a reciprocal process and can sit in the learning space alongside each other; how this can be applied to a system may be more difficult to operationalise.
Summary 
Some participants reported that, although helpful as a concept, the Winnicott model was perceived as being one-dimensional and lacked specific application to the students’ needs. What the findings do suggest is that the environmental mother of the university lacks a capacity to be concerned about HE teachers’ emotional needs. The model seems to have been useful for some participants to pass forward in their teaching praxis and has encouraged further reflections. Furthermore, some participants were left with unanswered questions about what support they might autonomously draw upon. These questions form part of the participants’ further reflections as an ongoing concern and include reflecting on the holding of their students, themselves, their colleagues and their teams. 
Gathering and Reflecting
Modelling the process of epistemic reflexivity (Bourdieu, 1993) as a researcher I felt it important to provide participants the opportunity to reflect on the interview process. 
After the first interview, Liz was left contemplating the importance of a good leader:
I think more and more we as lecturers are increasingly coming across these challenges which are impacting on the student’s ability to learn, and you have a role as an educator, but what is that role within that? It’s more than the politics, I think a lot of it comes down to, you know, the culture of the leader and how that cascades down in terms of a message that’s been communicated. Do you feel like a valued educator, or do you feel like a cog in a wheel? I’m trying to see if compassion is an antidote to the well-being crisis in education (Liz, T2, p.3, par 1).
Acknowledging the care and holding her mentor showed to her during her teacher training, after the first interview Liz contacted her mentor to express gratitude for their support. Liz felt the holding and care provided by her mentor had reminded her of how much she liked teaching, and that compassion is important in a teaching organisation. This suggests that the interview process served as an emotional aide memoire and an evaluation of her teaching journey. 
Similarly, Mo and Jenko were left considering the importance of reevaluating their positionalities as people and teachers:
It allows me to have a look at what I reflected on. And I think for me it’s just reevaluating sometimes where I am because we are all busy people, and sometimes it gets left by the way so that we don’t pick up that reflective journal now and again - where do I need to improve on, what’s gone wrong this week? (Jenko, T2, p.5, par 6).
[bookmark: _Hlk219547589]The human side, our own experience, what we’ve been through, it effects our knowledge and understanding of how things pan out, and I think that’s so important. If it were just a question of recruiting people to support students who could deliver frameworks and legislation, you wouldn’t even need to interview people, you would just put their CVs into AI and say, ‘Do they have on paper what it takes to deliver this?’ (Mo, T2, p.3, par 3).
Mo highlighted that by viewing support as a procedural tick box exercise, the need for a real person would be deemed unnecessary and supports the need for an ethic of care (Noddings, 2002) replete with relationality.  Jenko was reminded of the importance of reflecting on his work to improve it, and not to engage with reflection in a procedural way. These participants were remembering and affirming aspects of their practice that were important to them as people, and their students, suggesting that engaging in biographical reflexivity has value as a process.
Two participants were reminded of the importance of creating a facilitating environment for their students:
Lecturers, teachers, trainers, regardless of who you may be, don’t focus enough on where they should be projecting their teaching. So, I do see that it needs to be transparent, you need to be open, you need to have that sort of relationship with your students and be honest with them. I think that’s a really valuable lesson that I have learnt, especially in my journey. Ultimately the product is my students and that’s where the proof of the pudding is (Jenko, T2, p.2, par 1).
I am completely convinced, and this process has been part of that, that we know students need support and I know this is really obvious. Students cannot learn unless we take care of their emotional needs as well as their physical needs as well as their cognitive needs. We need to create a learning environment that considers, and tries to mitigate any potentially damaging [things], or even just things, that might interrupt them in their thinking (Sally, T2, p.4, par 1).
Echoing the importance of the relationship having the capacity to heal (Yalom, 1989), there is a sense that for Jenko inclusivity in his relational approach to students is his professional rosary (ibid.). The students are his product, the mirror of his relationship with them which, in turn, helps him to learn and grow. Sally acknowledges the importance of the pastoral care element of teaching as being front and centre. The physical, cognitive and emotional needs of her students are held by a holistic, and inclusive approach. She also acknowledges the importance of creating a learning environment that identifies, considers and mediates obstacles that might be damaging to students, and ultimately their learning. The above vignettes suggest that the interview process overall served as a reminder to participants of the importance of the caring nature of holding and the holder. 
Two participants reflected upon how the interview process influenced their future practice:
I think it certainly made me think of experiences that I hadn’t thought of before, or remembered, or things I haven’t thought about in a long time. You do remember your own experience, and it allows me, stimulates me to be a bit more empathetic when I’m going in to see students to understand the reality of their situation (Mo, T2, p.2, par 9).
When I reflected, it took me a little bit back to where I started from.  I can’t emphasise enough the emotional and arduous journey that I had, and again the self-doubt that was raised within that reflection. There’s going to be those reflective areas, and you have got to not paper over them but build on them, and scaffold them, and make sure that you are building up to that positivity and look at the bigger picture, and I think we don’t do that enough (Jenko, T2, p.4, par 3).
Both Mo and Jenko remembered how they transcended historical obstacles and of their determination to provide positive experiences for their students. These participants acknowledge their vulnerability as students mirroring the findings of the Royal College of Psychiatrists (2011; 2018), although it is noteworthy that the focus of that study was on students coping with transitions and not specifically mature students. Mo and Jenko are utilising their past experiences to improve their awareness and inform their teaching, lending support for the nature of their hero’s journey being one of passing forward learning for the benefit of the community (Campbell, 1949).
Reflections on being held by the interviewer
Curious about if participants felt held, they were asked about their experience of taking part in the study:
I think first and foremost you were very honest and transparent from the start. You didn’t expect too much, and you weren’t rhetorical in what you are asking, it is my opinion and my opinion counts, that’s the most important thing. You would allow me to speak, and you allowed me to be critical and allowed me to be personal and that’s really important to get that personal point across (Jenko, T2, p. 3, par 9).
I’m glad I’ve taken part; I think it’s good to reflect on my journey as a teacher. I’ve been able to consolidate the thoughts that I had about where my support comes from. Just talking through my journey gives me a sense of perspective (Miriam, T2, p.1, par 6).
I found it quite cathartic, and I found it quite useful to have to think about my opinions or feelings towards these situations (T2, p. 2, par 6). Afterwards it felt like, probably not like a weight had been lifted, maybe cleared my mind and, I don’t know, I’m just going to say it was useful for me to have offloaded and shared […] pausing, thinking, reflecting was a nice process (ibid.). I think it’s really made me more aware of not only the support that I could have had but things that I could do to benefit myself (Laura, T2, p.2, par 12).
Within days of meeting with you it made me sort of much more attuned to, much more aware of kind of how I need that support, how I seek it and sometimes where it’s missing. And I guess a greater awareness of the impact of that being missing (Sophie, T2, p.2, par 5).
Sophie went on to report remembering the mentoring she received during the COVID era, which gave her hope that awareness of the need for support is present in universities. She also recalled that support is available from her professional organisation which is a resource she can pass onto her students: ”If it’s not that obvious. I can try and make it more obvious. I do have a sense of control and power over that, and I can kind of put it out there, but also that I can access it in a wider sense” (Sophie, T2, p.4, par 6). 
[bookmark: _Hlk200384051]The very principles, premises and conceptual framework on which this study is based were affirmed and borne out. The combination of a narrative focus and the holding and storytelling nature of the researcher enabled the integrity of the participants’ lives (Anderson and Kirkpatrick, 2016) to unfold, and their personal and teacher identities. Not only were the participants able to make meaning (Polkinghorne, 1988) from their stories, but the caesura (Kagge, 2017), the restorative pauses offered between the two interviews enabled them to use their stories as a useful tool for reflection (Mattingly, 1991). Telling their stories and having their stories held resulted in participants gaining perspective, and new perspectives. It allowed some participants to offload and share and be attuned to how to improve their support systems. The findings are not only in alignment with the depth pedagogy approach adopted in this study but add value to thinking about the implementation of narrative, biographical and depth pedagogical methods and frameworks.
For Fred and Dana, the interview process had little impact on their approach to teaching. Only one participant, Dana, felt triggered when historical memories and emotions were awoken: 
The interview didn’t impact me significantly on the emotional level, engaging mostly on an intellectual level [...] Yeah, I reflected on this, I talked about this, I looked up a few things, but I haven’t changed my approach yet (Fred, T2, pp. 6-7, par 13). 
It didn’t impact my teaching that much, but especially looking into the holding has brought up memories and unresolved emotions, but simply because of my family situation, and upon seeing the model, which is part of the interview process (Dana, T2, p.3, par 7).
For Fred, taking part in the interviews did not impact him emotionally but prompted him to engage in further research. Given that he experienced an expansive, reflective and relational teacher training in his country of origin, his comments are not a surprise; he already embodies an inclusive, and reflective approach in his work. For Dana some personal stories from her past were brought to the fore and, as with all of the participants, I signposted her to support available (Appendix I). Reflection on biography, history, feelings and practice mirrors reflective practice methodology in that the interview itself is a deep scrutiny of practice (Fook, 2006), and of the personal and professional life. The process can evoke feelings of vulnerability and is a stark reminder that the researcher must practice fidelity to communicative virtues (Burbules and Rice, 1991) not only of self-awareness, and a willingness to listen (Brookfield, 1995) but to safeguard the participants (GRIP, 2022).
Gathering the threads
Most of the participants affirmed that the second interview served the purpose of realising, remembering, affirming, evaluating and reevaluating their past and present journeys, and igniting new ideas for the future. All the participants embodied qualities of the classic hero who brings his/her learning back to the community to benefit that community, in the case of this study, their community of practice and the community of students. Although for most participants the Winnicottian holding model (Appendix H) was helpful in thinking about reflection, support and protection as themes and concepts, two participants felt the model required modification to increase local relevance. Participants affirmed that they felt held during the interview process highlighting the importance of their being sensitively supported to let their journeys unfold. 
Some participants acknowledged there was a lack of emotional resilience in their students and that students were presenting with mental health concerns that required enhanced pastoral and soft skills. Participants confirmed that teachers are required to create a safe environment emotionally for their students to enhance the university experience and create conditions for the integration of learning.  All the participants stated emphatically that emotions feature in their teaching work, and as aptly described by Fred, emotions feature in teaching “otherwise I am just an audiobook” (Fred, T1, p.14, par 15).  The modelling of emotions was largely demonstrated through the sharing of their lived experiences thus preparing students for impending lived experiences in their work. 
The findings make salient the importance of an inclusive approach in teaching practices, and how by processing their journey stories participants have felt determined to ensure their students have a supportive learning environment, and a supportive teacher. Participants throughout both interviews repeatedly demonstrated that, as things stand, there is a deficit in soft skills in their learning experiences. They felt it was important to model key career readiness competencies for their students such as self-development, communication, equity and inclusion (NACE, 2022). These are skills the participants demonstrate through their teaching approaches, and which they embody in their leadership, professionalism, and teamwork skills (ibid.). These skills were either imparted to the participants by strong teachers, mentors and supervisors in their core teacher training, or, when this skill set was not learnt, the participants became self-directed learners and filled the perceived deficit elsewhere. It was also affirmed that gaps in soft skills can have long lasting consequences. The findings demonstrate the importance of holding and being held (Winnicott, 1965), listening and being heard, understanding and being understood from the outset of a learning experience. 
Participants’ closing reflections
Towards the end of the interviews, I felt it important to ask the participants about their thoughts and reflections on any gaps they perceived in teacher training particularly as they are well positioned to know what is missing, and what they need. I have purposefully chosen not to comment on these narratives as it feels these stand-alone stories speak for themselves (see Table 12, p.178).
The ensuing discussion chapter (Chapter Eight) explores if the analysis thus far confirms, contradicts or extends previous research identified in the literature review (Chapter Three) and if the study has addressed or extended gaps in the literature. 






Table 12: A selection of the participants’ final thoughts and reflections
	Participant reflections on gaps in teacher training 
	Identified areas as recommendations to include in future teacher trainings

	There is reflective practice that we do on our own, which I think can take you so far, but I think reflective practice can also be as a team debriefing a challenging situation. I think reflective practice is paramount but it’s not necessarily always that reflection that is done in isolation, it is that reflection that can be done with another. I think it’s a relational aspect that’s needed and you can’t do it on your own (Liz, T2, p.7, par 3)
	Encouragement of reflective practice as an important aspect of teacher development.
Reflection in a collaborative team or group of others in good relationship

	We too often look at the statistical outcomes, the frameworks, how have we delivered versus what we were supposed to deliver. We very rarely look at the human experience in it, and the value of that what we can learn from that (Mo, T2, p. 3, par 8)
	To develop relational and human aspects and understanding of experience/s

	When I started in education again, I was a fish out of water compared to some of the other people on that course and I don’t think that we reflect enough on the modules, on the programme, it seems to run from one year to the next without any sort of redevelopment. I think you need to be critically examined in your projects and your modules and your programmes (Jenko, T2, p.3, par 8)
	Departmental staff to embed reflective practice in curricula and to reflect on the overall programme and content delivery as a developmental process

	On the pastoral side our skills are limited and so I’m not sure that we are fully equipped to support students with emotional well-being, the personal supervision stuff. The University still runs, it looks to the outside world like the place is functioning but I’m not sure that the well-being of us and the workload of us on the ground, or the effects of the workload on our well-being is, I don’t know, if it’s even considered. Put a plaster over it, let’s do some activities to support staff well-being but not address the root cause of a lot of the problems (Laura, T2, p.1, par 8)
	For management to be aware of workload impact on teacher well-being and to better equip teaching staff with pastoral skills sets.
To garner the views of staff on their development needs

	I think there’s a whole lot of potential in teacher training and in knowing more about emotions and understanding that emotions exist in both teachers and students even though they are adults. Emotions don’t suddenly go away when you turn 18, that’s not our worries. But emotions affect decisions and affect teaching quality, in all directions and I think that’s an important thing to recognise through this process (Dana, T2, p.6, par 4)

	To bring more awareness of the emotional aspects of teaching to teacher trainings and from the perspective of students of how emotions feature in learning


[bookmark: _Hlk206851863]



Chapter Eight:  Discussion
Introduction
[bookmark: _Hlk200886610]With a view to providing a perspective beyond the more localised stories of the participants (Myers, 2000), in this chapter participants’ stories are related to the wider context. This chapter forms a collective “Return” which is considering the boons of knowledge collected and venturing into a new story of meaning, inference and knowledge. According to one participant, knowledge is a house, and the teacher’s task is “to stabilise the house, not the foundations “(Fred, T1, p.15, par 6). The task of the discussion is to stabilise the research house by plugging some of the gaps identified in the literature review (see Table 13) and to demonstrate how these gaps have been addressed by the collective data. To aid in this endeavour, I draw upon the concepts of individuation (Jung, 1959), the hero’s journey (Campbell 1949/1968) and holding (Winnicott, 1965), “central sprites” (Pullman, 2012, p. xx) in the conceptual framework (Chapter Three) which serve to weave a new, future story.
Table 13: Gaps identified 
	                   Gaps in literature identified in the literature review (Chapter Three)


	1. Soft skills in present-day students


	2. Soft skills development in teacher training


	3. Recognition of support for transitions into the learning process


	4. Pastoral duty awareness in the HE teacher role 


	5. Pastoral support for teachers 


	6. Meaning, value and application of reflective practice

	7. The role emotions play in learning

	8. Reflective practice as a well-being tool/restorative device

	9. Consideration of the conditions for reflective practice

	10. The value and importance of holding/support mechanisms for HE teachers

	11. An ethic of care for HE teachers


	12. The importance of some form of “supervision” and of holding the reflective practice process with ethics, care and the reflector in mind


As a note for the reader, the research questions are not in order as they appear in Table 3 by necessity, as the cadence of the analysis dictated a different direction of travel.
Theme 1: Into the Woods
Overarching research question: What are the lived experiences of HE teachers?
Research question 1: What are the experiences, perspectives, and reflections of HE     teachers on their teaching, and teacher training journeys?
By eliciting the lived experience of participants, “an experience from within, not from without” (Lindseth and Norberg, 2004, p.146), the depth, meaning and very nature of how they navigated their learning and teaching work was identified. The “how” elucidated the “what” participants identified as important during their transitions into teacher training, and beyond. 
Initiation and holding
A strong feature arising from the interviews was the essential role that support played for participants during their transitions into being students of pedagogy. It aligns with some historical literature that the transition into a new learning situation involves an identity shift and a process of “being and becoming” (Ecclestone, 2009, p.12) and “going on being” (Winnicott, 1956, p.303). For a small number the support required was practical or methodological, however, for the majority it was relational and involved the support of a person as a transitional object. Relational support featured psychosocial/soft skills (Microsoft and McKinsey, 2018) such as empathy, unconditional acceptance, and compassion identified in the literature as important for learning and educational practice (Golbasi and Onder, 2017) which can be applied to all professions (NACE, 2022) and improve success prospects in the workplace (Cillo et al., 2019). The findings demonstrated that “success” relates to fruitful relationships with others containing specific features of attunement, trust and holding.
The overall findings bear out that attunement (Erskine and Trautman, 1996) to the needs of a learner, particularly the adult returner (Slowey and Schuetze, 2012) was essential to their well-being. Provided by a significant other, it enabled relationship, fostered trust (Erikson, 1963) and constituted reliable holding (Winnicott, 2002) within a frame (Milner, 1952). This chimes with the notions of Bowlby, (1980) and Coren (1997) that during transitions, and throughout the lifetime, recognition is sought by another in relationships that are trustworthy. This echoes with Nussbaum (2001) who defines holding as the responsive and stable continuity of care provision which is a foundation stone in the development of trust and healthy relationships from childhood onwards. As discussed in the literature, validation is not solely applicable to the field of teaching children (Greenhalgh, 1994; Levy and Campbell, 2000; MacRury, 2007), it is applicable to adults in organisations (van Buskirk and McGrath, 1999). The findings have implications for the future field of teacher training and validate that learners need to be held by a supportive person as a transitional object (Winnicott, 1951; 1953) to mediate any potential difficulties encountered during the learning process.
By utilising the term “holding” (Winnicott, 1965, pp.43-44), support incorporates the relational and extends beyond practical support identified by Tindle et al. (2022). It becomes an ontological requirement, foundational stone and invisible embrace that is wholly dependent upon the relational nature of the holder. What emerged strongly in the findings was for those who experienced holding by a supportive person, their passage into teaching and their ensuing teaching work was eased, and they drew upon this past and current support as an object constant (Mahler et al., 1975; Piaget, 1937). Sally, Sophie and Laura (T1) all had good experiences primarily due to individual support provided by “benevolent others” (Ryan and Deci, 2000, p.70) who held them and acted as a guide and support in an unassuming and benign way. These figures provided ”effectance-promoting feedback” (ibid.) which enabled them to autonomously identify their own magical tools to aid their teaching. 
Others, such as Fred and Dana were able to draw upon internalised transitional objects, their teachers and mentors from their initial teacher trainings. The experiences of all five participants affirm that the teacher presence and teacher as role model can form a positive object constant for the student which endures (Mahler et al., 1975; Piaget, 1937). These results demonstrate the enduring nature of positive teaching experiences that become internalised and are drawn upon in the future which might inform teacher trainings of the importance of relationality, and the teacher as transitional object and object constant as important factors for learning. 
Hungarian film director Marta Meszaros (in Peary, 1988) stated: “I think all my films are about little girls who try to get to the other side of the forest unscathed” (p.150), and one of the unexpected results centred around the scathing experiences of three adult returners during their teacher training journeys which resulted in moral injury (Hibbins, 2020). Mo, Liz and Jenko described their learning journeys as arduous which they attributed to a lack of attention to their learning needs, the lack of visibility and clarity in learning requirements (Brunton and Buckley, 2020) and not understanding what was required of them. There was an unexpected disconnect between their expectations and their actual experiences which intensified difficulties in the formation of their student identities (McPhail et al., 2009). In addition, inconsistencies in teacher trainers’ modelling of theories taught (McAlpine and Amundsen, 2011) added to Liz’s difficult journey. 
These participants were not consulted about their needs which suggests that by attuning to their needs (Stevenson and Farmer, 2017) their ease of passage into teaching might have been less arduous. The findings affirm that the psychological, academic and life needs of the returning adult learner differ from traditional age learners (Richardson and Kind, 2019) and they can indeed undergo an identity formation process (Bell, et al., 2007) whereby their inherited learning is perhaps not destroyed (Abercrombie, 1993) but agitated, and anxiety, vulnerability and feeling overwhelmed (Hirblinger, 2017) are a consequence.
Although it could be argued that these mature students were critical of their learning experiences because of their maturity, work and life experiences, it could be speculated that these proved somewhat irrelevant in the new context as students. The difficult experiences these participants relayed were not from a position of attack, they were from a position of confusion. Their difficult, isolating journeys offer insights into the importance of dispelling myths about the epistemology of mature students who might be considered as not needing support. The data contribute to a clearer understanding of the pastoral role of the teacher trainer during learning transitions and prompt the exercising of an ethic of care (Noddings, 2002) for all learners that extends beyond the act of knowledge delivery. 
[bookmark: _Hlk215742333]The findings lend support for holding (Winnicott, 1965) by a teacher as transitional object (Coren, 1997) who can guide, support and act as a bridge between the student and their learning experience being essential (Phuongloan, 2020).  For these adult returners their teachers failed to hold them adequately and holding in the context of their training was missing rendering them academically unprepared (Black, 2022). It would appear from the findings that there were clear consequences emotionally for participants when holding during their teacher trainings was missing. 
[bookmark: _Hlk215744671]These mature students were at risk (Tett, 2004), particularly at risk of vulnerability and stress. It appears that these findings directly challenge a deficit ideology in HE (Black, 2022; Butcher et al., 2020) that attributes blame if a teacher experiences stress (Malach, 2017) and thus commands them “to improve their well-being without addressing the systemic causes of stress” (Manning et al., 2020, p.79). The findings affirm pastoral support is deficient (Lyu et al., 2025) and there is a deficit in structural ideology which is failing to reduce barriers and promote inclusivity (Hope and Quinlan, 2021) for mature students. This proves somewhat worrying as Smart (2025) recently identified a decline in mature students applying to university. 
An unexpected outcome, out of all of the participants I consider Mo, Liz and Jenko the most resilient, yet the most vulnerable not by nature, but by circumstance. Given that recent figures signify that mature students entering university accounted for 63% of the UK student population (Higher Education Statistics Agency, 2022), taking note of their struggles could contribute to a more nuanced teacher training offering in the future. These findings indicate that the more seasoned individual returning to education requires a sensitive approach when they cross the threshold into learning.
It would seem judicious to suggest that a lack of the appropriate and nuanced support can result in student vulnerability and cause more emotional labour (Hochschild, 1983) for adult returners. Jenko’s salient comment about feeling “like a fish out of water” (Jenko, T1, p. 2, par 5) left an enduring impression. Using this metaphor, Frank (2010) suggests the fish with no contextual or experiential narrative will be unable to breathe and therefore die. However, the metaphor contains a seed of hope: “The occasional fish out of water becomes a new species on land” (p.122). In the case of Mo, Jenko and Liz, their difficult experiences spurred them on to ensure their students were understood, held and prepared for their futures. This “new species on land” (ibid.) positionality was one replete with caring for the heroic journeys of their impending students based on their lived experiences. 
Applied to the wider university context, a more nuanced ethic of care (Noddings, 2002) for all teaching trainees and qualified teachers could reduce the potential for moral injury or harm within trainings. This  ubiquitous offering could very simply be an acknowledgement during the induction process and beyond of the process involved in adopting a student identity, and suggestions of how this passage could be eased. Furthermore, resilience skills, the importance of holding and transitional objects (Winnicott, 1965) and the ontological need for support could be imparted.
The role of teacher
Generated during the interviews, Table 14 captures and summarises the relational features identified by participants as being essential to the role of the HE teacher: 
Table 14:  Relational features of the HE teacher 
	The role they inhabit as teachers
	Key personal features and attitudes essential to the role 

	Guide, donor and mentor
	Willingness and ability to reflect alone and collaboratively

	Being a strong object constant which provides holding (Winnicott, 1965) for the student
	Awareness of their emotions, how they feature in their work and how to tend to them

	Providing holding for the student during their transitions to learning and throughout the learning journey
	Professional curiosity to enhance self-development

	Creating an environ of trust and safety
	Using reflection for professional development, personal support and to improve teaching 

	Developing a relationship with the students with awareness 
	An ethic of care for the self, the student and their colleagues

	Having a capacity for concern (Winnicott, 1963) for the student and their learning
	Love and passion for their work

	Being a sturdy frame and container that models a commitment to foster a sense of security and safety among students
	Deeply relational, emotionally intelligent, caring and sincere


	Being a provider of academic, emotional and pastoral support
	Discernment about support mechanisms and provision

	Inclusivity
	Ability to exercise self-care

	Being a transitional object for students
	Ability to be vulnerable 

	Being the facilitating environment for students and their learning
	Recognising the importance of space, safe spaces and the pause



[bookmark: _Hlk205715680]All participants emphasised that they were a positive role model and influence in the future lives of their students. They identified as an object constant, transitional object, guide, facilitator, pastoral/emotional support mentor and transmitter of knowledge. It was, however, highlighted by Jenko, Liz and Laura that dispelling the myth of the functional teacher archetype was important to them as such a perception implies that the entirety of their administrative and pastoral tasks is not valued by either the employer or the student. By inference their comments lend support for the notion of marginalisation of teacher’s feelings and meaning (Bettelheim, 1972), and a narrative of teacher resilience being perpetuated therein. Archetypes and myths can provide “a fresh perspective on an individual’s experience” (Bolen, 1984, p.327) which can be informed by the relational, human and affect realms that serve to debunk the resilient-functional-teacher story. The findings overall contribute to a debunking of  the myth of the functional-teacher archetype.
Pastoral needs and awareness
Changes in the cultural landscape of education include a more diverse student body (Skaalvik and Skaalvik, 2020) and ever-shifting student demographics (Kyriacou, 2020). Further cultural shifts identified are an epidemic of declining resilience in students (Makhubela, 2021; Morrish, 2019; Usher et al., 2020) and a mental health crisis in universities (Andersen et al., 2021; Jayman et al., 2022). Students are observed to be lacking in confidence, replete with uncertainty (Lavoie, 2018), and overwhelmed due to diminished ego strength (Hirblinger, 2017). Some, but not all participants explicitly affirmed this emotional incompetence paradigm (Ippolito and Kingsbury, 2024). Both Laura and Fred observe that recent students have diminished emotional resilience and higher stress and anxiety levels reflecting the findings of the Deloitte Global report (2021) and Leahy et al. (2010). It has been observed that there is a decrease in the student’s ability to function as a student emotionally (Morton, 2010), and Liz and Sally highlighted that students lack confidence, need help with their learning and have emotional and relational deficits. These deficits could be read as deficits in the maturational processes of life. Seen from a Winnicottian perspective, cognitive and emotional deficits in students identified by these participants signify the rite of passage “towards independence” (Winnicott, 1965) requires more nuanced support. 
The term “resilience” might be the latest buzzword in HE, contribute to a deficit discourse (Binnie, 2016; Stevenson and Petrescu, 2016) and perpetuate an overmedicalisation of student distress (Percy, in Pointon, 2014), however, some participants experienced a lack of resilience as students, and others experienced a lack of resilience in their students. The resilience paradigm may well reinforce passivity in students (ibid.) but the judgement that the scholar’s role is being tipped in favour of the pastoral (Ecclestone and Hayes, 2009) seems irrelevant, as pastoral and well-being skills and elements feature highly in the formation of resilience. This resilience story needs to be heeded: there is a resilience deficit in students, and it leaves a vapour trail for teachers.
Cultural shifts and their psychological consequences can impact educators directly, and in subtle, indirect ways (Abou Assali and Al Abdouli, 2024). Rather than choosing support from well-being services (Universities UK, 2017) when students experience duress, they are increasingly deferring to teaching staff (Payne, 2022; Spilt et al., 2011), a factor affirmed by most of the participants. Some participants found mental health/pastoral awareness deficient in their teacher trainings. For example, Mo, Liz and Laura perceived a lack of attendance to the imparting of relevant tools to deal with the nuances of pastoral responsibilities affirming that teachers lack the necessary skills to support students with their emotional well-being (Hughes, et al., 2018; Payne, 2022; Whyte et al., 2024). Where pastoral skills were lacking, participants in this study utilised research and training autonomously or drew upon their own skills born of arduous experiences, or their object constancy experiences of having been held. 
There is evidence from one participant (Sally, T1, p. 8) that teaching staff must focus on providing emotional spaces for their students and it is the teacher’s role to field threats and obstacles and provide a pleasant teaching experience for them (Arum and Roska, 2011; Collini, 2016).  Laura, however, refused to protect her students from academic demands (Campbell and Manning, 2018) implying she was being protective of her students by preparing them for their futures (Bakshi et al., 2017; WEF, 2019). Mo recognises the importance of preparing students for their future lives and has noticed a distinct lack of relational skills in modern day students which she finds herself having to plug. 
There is a recognition by both Sally and Laura that the tasks of creating a student identity (Campbell-Clark, 2000) are made much harder if the student arrives at university with a deficit in their functioning self. Fred has noted a trend of student passivity, a lack of self-agency and regulation, and a lack in general resilience which is echoed by Percy (in Pointon, 2014). This affirms the notion that students generically seem unable to learn without extensive emotional support and a there is a lack of resilience in the present student population. As affirmed by the Royal College of Psychiatrists report (RCPsych, 2011), HE students were found to be more vulnerable at the point of transitioning from a school environ to university. The observations of Sally, Laura, Fred and Mo support the notion that students entering university lack cognitive and emotional skills (Ippolito and Kingsbury, 2024; RCPsych, 2011). Furthermore, comments from five of the nine participants suggest a need to address these support lacks which at the very least could be served by more awareness and training (Hughes and Spanner, 2019). If we relate that support need back to the Winnicottian model (Appendix H), as Sophie attests (T1), students need individual, pastoral care, encouragement and academic support which she also needs personally in order to be able to offer that support to the student. 
It is interesting to note that some participants personally had experienced vulnerability when they were students. Returning to Table 8 (Chapter Four, pp. 124 - 5) the range of academic ages of participants was between 4 and 19 years. The participants were awarded their degrees many years before entering teacher training and some had enjoyed a career in the interim. It could be concluded that they do not sit within the current population of students whose lack of resilience is more prevalent. For those participants who experienced difficulties in their teacher trainings, it is reasonable to speculate that their vulnerability arose from deficits in academic and pastoral provision during their trainings rather than deficits in their personal and functional skills.
It was thought that a lack of role clarification and training for staff carrying out pastoral duties has a negative impact on staff well-being (Hughes et al., 2018; Jayman and Lyneham, 2020; Margrove, et al., 2014; Payne, 2022; Whyte, 2024), yet participants did not definitively report these lacks as having a detrimental effect on their own well-being. All participants understood the pastoral nature of their role as teachers, the anima principle (Jung, 1959) and sought to create the optimum conditions for their students to develop, grow and learn. It was clear they were committed to their students’ “flourishing” (Kraut, in Hughes and Spanner, 2019, p. 9) and to the provision of an environment that facilitated this. None of the participants reported lacking confidence in dealing with their students’ mental health, however they identified they required more support, training and guidance for the role of pastoral carer.
The same commitment to participants’ well-being was seemingly not being taken seriously by their employer. When retrospectively reminiscing during the second interview, participants affirmed that systemic support was inadequate. Sophie identified the wider system as lacking in compassion for the individual and Laura noted the system neglects tending to the well-being of teachers and their workload impact, and she felt teachers’ pastoral skills were limited (T2). Jenko refers to being a small wheel in a massive machine and without support “the individual at the centre of the wheel can feel lost” (Jenko, T2, p.2, par 5). Sophie echoes this sentiment suggesting that the bigger the system, the more the individual at the core is forgotten (T1). Liz reflects upon the lack of support in the system which can leave the teacher feeling devalued, reduced to being a “cog in a wheel” (Liz, T2, p. 3, par 1). The findings support the notion that teachers/student teachers need support for their well-being, and their thriving is aligned to and dependent on the work environment (Greenfield, 2016) and the ethos of the context (Ainsworth and Oldfield, 2019).
Participants did not identify the university system as being the prime cause of lacks in well-being provision, however current institutional support was viewed by one participant as a passing offering. Gimmicky activity-based well-being support offerings by the university (Fleming, 2021) fail to hit the support spot, and Laura views these as token activities that fail to address the root cause of the impact of workloads and demands within the teaching role (T2). The context matters, and has an impact (Ainsworth and Oldfield, 2019), and if the systemic causes of a teachers’ stress remain unaddressed (Manning et al, 2020), no amount of add-on well-being sessions will work. The overall findings confirm that there is a need for a systemic, organisation-wide commitment to providing more nuanced and personal well-being care for staff (Brady and Wilson, 2020; Howard, 2020).  Not explicitly stated by the participants, consultation about their support needs (Stevenson and Farmer, 2017) had clearly been lacking when viewing the entirety of the data set.
Significantly, support offered to participants during their teacher trainings stayed with them as an object constant (Mahler et al., 1975) throughout their teaching work. For those who had to be self-reliant, they found a way of navigating the system they worked within and sought self-selected support sources which remained an object constant (ibid.) throughout their teaching work. This suggests that participants were able to take responsibility for their psychological well-being (Maslach, 2017) by drawing upon their object constant figures to guide them in this regard. A recent article (Charles, 2025) captured this concept beautifully: “I’ve learned to listen to my inner ethicist, a guide that speaks from the meeting place of professional responsibility and inner wisdom developed over years of practice” (p.34).
The Shadow Side of Transitions
The findings overall affirmed that biographical reflection (Mayes, 1998; 2001; 2007) enabled deep insights into the lived experiences of participants and facilitated the naming of their magical tools, donors and inner, emotional journeys of their rites of passage (van Gennep, 1909) into teaching. Predominantly biographical reflection highlighted the hero’s journey undertaken by three adult returners and some of the more shadowy emotions they experienced. 
Heroic journeys do not always have the happy ending Cashdan (1999) describes as a joyous reconciliation, or a gala wedding ceremony. Indeed, some stories end on a tragic note (Haugaard, 1978). By applying biographical reflectivity to the process of the journeys undertaken, the three adult returners named the dangers they faced, how they overcame them and the fact that they were able to bestow their boons (Campbell, 1949) on the wider community of teaching. Acknowledging her teacher training journey was difficult, Mo realised her experiences had positively influenced her current role as a teacher trainer and enhanced her knowledge and understanding (T1; T2). Liz turned her anger at the hypocrisy of her teacher trainers into a passionate commitment to her students by conducting research into compassion as an antidote to the well-being crisis in education (T1). Jenko reported learning valuable lessons on his teaching journey such as being honest with his students and the importance of fostering emotional attachment to them and the material taught (T2). These heroic journeys are briefly captured in Figure 9 (p.190) : 

Figure 9: The shadow side of an individuation journey and the positive lessons learnt
One of the dangers encountered by these participants was confusion born of uncertainty. Uncertainty is thought to be best supported by another who can tolerate and model being in uncertainty (Keith et al., 1993; Omand, 2010). For these participants uncertainty was neither noticed nor held by their teacher trainers which contributed to the ardour in their teacher training journeys. Mo reported being uncertain due to a lack of her understanding of requirements which left her feeling alone and isolated (T1; T2). A harrowing journey, she speaks of the importance of providing one-to-one support for students thus holding uncertainty for them (ibid.).  Jenko experienced a culture shock, and the journey was frightening (T1). Liz had “awful” experiences mainly due to the hypocrisy of the lack of modelling by her teachers of the teaching practices taught (T1). Later in the interview, she questioned if she was valued as an educator which suggests that her lack of being seen continues as a qualified teacher (ibid.). All three participants were immersed in an individuation journey replete with obstacles.
Biographical reflection
The purpose of reflecting biographically is to attain greater self-awareness leading to greater emotional fulfilment (Mayes, 2007) and improvements in future praxis. This came for these participants many years later when they became seasoned travellers in the pedagogical woods with the help of trustworthy others who held the space and helped them through uncertainty. A pertinent reminder of learning being a journey of improvement comes from Miriam who highlights the importance of not focussing on the past, the starting point, but “the gradient of the learning graph” (Miriam, T1, p.11, par 10). This is what biographical reflection enabled during the interview process. Arguably, it was the safe and trustworthy ethical holding (Winnicott, 1965) provided by the researcher, informed by ethical awareness drawn from psychotherapeutic practices, that enabled the depth of biographical reflections. Although potentially a bias, one advantage of being a psychotherapist was respect was afforded for the participants’ biographical reflective journeys including the shadowy, scathing ones. This awareness has resulted in the following additions to the conceptual lens/framework (Figure 10):

Figure 10: Importance of being held as a researcher 

The Magical Tool
One of the novel findings in this study related to the nature and features of those providing support and care for trainee and qualified teachers which allowed them to actualise and flourish. The data identified significant features of the supportive donor such as their capacity for concern (Winnicott, 1963), ethic of care (Noddings, 2002) and prioritising of protective support for their mentee. For Liz, a donor is engaged in emotional sharing and notices their mentee may be engaged in something difficult, offers a pause to debrief the situation and holds a position of “I’ve got your back” (Liz, 1, p.8, par 11). Sophie debriefs with a trusted friend versed in compassion focused therapy through which she feels validated and regulated and is aided in finding the most appropriate solution (T1). Her friend has her back. Similarly, Laura has some colleagues she can openly share with who are genuinely interested and have solely good intentions (T1). The data echoes the findings of Killian (2008) who, although referring to clinicians, suggests that the most effective way of lessening the impact of difficult experiences is to have ”people to process with that get it” (p.36).
Mo takes a pause to share with trusted colleagues which helps develop her understanding (T1). For Fred teaching assistants offered support by pausing teaching sessions to emotionally process by talking about what happened, and why, to help everyone understand (T1). Echoing the importance a secure base (Bowlby, 1988), Fred referred to this pause as a “safe space” (Fred, T1, p.6, pars 7-9). His critical friends and the teaching assistants had each other’s backs and “got it” (Killian, 2008, p.36). The loyalty, supportive sharing and trusting attitudes of the support providers created a psychological “safe haven” (Feeney and Collins, 2015, p.113) provided by benevolent others who offered ”effectance-promoting feedback” (Ryan and Deci, 2000, p.70). These findings demonstrate the importance of processing, debriefing and sharing with others who embody features of care and trust and were supportive. The data affirms that the reliable provision of trust, continuity and stability in care provision results in affective stability (Jacobi, 1990) which enables flourishing. Although Jacobi (ibid.) refers to an affective stability clime for a child, participants affirmed that reliable, and protective holding enabled them to feel safe and grow as adults.
As a final note, Liz shared the following picture that demonstrated the importance of having people around her who got it, got her and had her back:
                                                 [image: ]
Figure 11: “I’ve got your back” (Liz)
Teaching as Emotional Practice
All participants acknowledged their emotions were involved in learning to teach and in teaching, and the importance of these being held by another. As Dana stated, emotions are a feature of both children and adults, and they ubiquitously affect decisions and teaching quality (T1; T2). Nuttall and McEvoy (2022) note that difficulties adults experience stem from insufficient holding environment provision in childhood, however the findings in this study affirm that difficulties can be and are experienced by adults whose current holding provision is insufficient. The findings go beyond attachment theories that posit that children seek a caregiver during times of distress or uncertainty (Bowlby, 1979; Harlow, 2019); adults do, too. Holding as a concept is relational in nature and incorporates attachment theories, an ethic of care (Noddings, 2002) and emotional welfare, and it is within the relational realm that human wisdom and connectivity stay alive (Bowlby, 1969). The findings lend support for the imparting of understanding and compassion by a significant support person to the emotional sides of teaching and learning being of vital importance in both learning to teach, and learning per se. 
Theme 2: Guardian of the threshold
Research Question 3: How can HE teachers make use of Winnicott’s holding?
The need for holding  (Winnicott, 1965) and support is ubiquitous, a lifelong and human endeavour that Winnicott (2002) saw as key to healthy development from childhood onwards as a continuum and comprises: “The continuation of reliable holding in terms of the ever-widening circle of family, school and social life” (p.238). All participants affirmed this was the case. The first participant in this study, Miriam, highlighted teachers in particular need to be held due to challenges such as high workloads, the number of stakeholders and the dynamic of the student/teacher relationship (T 1).
The concept of holding sits in the spaces-in-between the findings as an aperture story (Pinkola-Estes, 1992) and is indeed a “transcendent function” (Jung, 1953, p.80) that emerged when considering the individuation of these teachers. Whether it be a mentor, colleague, method, internalised object constant from previous trainings, a method, an animal, a faith-based system or theoretical framework, common to all of these identified support mechanisms was an ethic of care (Noddings, 2002). Through being held, the participants felt supported, soothed and cared for.
Although archetypes can be limiting and create rigid perceptions, this is where the archetype is of service and conjures up a notion of the fairy godmother or Wise Elder. The Wise Elder (Mayes, 2007) knows the overall territory of the path being traversed and can point the hero in the direction of the means and tools to meet the hero’s goals (Jung, 1959). Overall, the participants affirmed the need for a pedagogic archetype who/which assumes the role of the Wise Elder, a “guru, magician, doctor, priest, teacher, professor” (Jung, 1959, pp. 215-216). This study therefore provides a new insight into the importance of a guardian of the learning threshold, in whatever form that takes, being essential to hold the learner, regardless of their age, whilst they are learning. 
Without exception all participants believed it was their role to be a Guardian of the Threshold figure for their students. Taking this role seriously, participants embodied an ethic of care (Noddings, 2002) and acted in ways to protect their students from being overwhelmed. For example, Sophie (T1) and Jenko (T1) provided support to their students by modelling successful navigation of their emotions and their learning experiences thus enabling students to trust their feelings and experiences (McCabe, 2011). By sharing their lived experiences, they recognise the importance of a continuity of self-development that is individuation. Fred (T1) and Dana (T1) drew upon their lived experience of relational teacher trainings to individuate their students’ learning. For participants where support was lacking for their learning as students, they overall demonstrated that their conceptual maps as teachers encompassed a consistent, sturdy and unwavering student centred (Gilmore, et al., 2014) focus. For example, Mo ensured wraparound pastoral and academic care was embodied into her teacher trainings (T1, T2).  Her hero’s journey and individuation process as a teacher resulted in a determination to ensure the overall wellbeing of her students was catered for.
The facilitating environment
Honig (2017) suggests that education establishments are containers that can be compared to that of the maternal holding environment (Winnicott, 1965), and all participants embodied this maternal holding provision for their students. However, overall participants lacked trust in the university container to support their emotional well-being. Although only definitively named by one participant, Liz, the university environment was identified as “hostile” to emotions and emotional support (Liz, T1, p. 15, par 3). Fred noted that the university thinks it offers support, but he considered its support as somewhat prescriptive (T2). Laura (T1), Sophie (T1), Mo (T1) and Sally (T1) implied rather than explicitly state the environment was untrustworthy with reference to their well-being and emotions.  All participants identified the importance of trust in the environment and created this independent of the environ, collegially.
Participants in this study recognised the importance of collegial support (Lawrence, 2020) and exercised discernment as to who belonged in their trusted circle. If the “collegial university” (Kok et al., 2008, p.228) of old has a moral purpose of being of service to society, collegial support was kept alive and active by these participants in a self-selected and informal manner. Their community of practice was their containment, container and the contained: a caring communitas, a lived space (Temple, 2009) that respected individual beliefs, feelings, values (ibid.), and relationship. The data contributed to a clearer understanding of how the well-being of staff and productivity requires a psychologically safe environ (Carmeli and Dutton, 2009; Frazier et al., 2017) which, in the case of this study, took place within trustworthy holding circles. 
Mo referenced a practice encouraged by her university of dialoguing with fellow professionals and, referring to George Orwell, named a problem of its execution: “Some colleagues are more trusted than others” (Mo, T1, p.11, par 4). A somewhat thought-provoking comment, I can only speculate that the untrustworthiness was borne of cultural practices and politics that breed individualism. This lends some support for the university mirroring features of current market individualism which dismembers community bonds (Fleming, 2021). Both Spence (2019) and Fleming (2021) have argued the university finds itself in an era of academic capitalism which perpetuates a change in culture and practice that threatens collegiality and trust among teachers. The teacher participants in this study seemingly have found a way to challenge and survive the culture: they talk to each other.
If an organisational culture imbues a sense of mistrust of the support offered (Wray and Kinman, 2021), and good line management and a supportive team are not embedded (Hughes and Spanner, 2019), a culture of mistrust will remain. The findings seem to bear out that the environment could neither be relied upon nor trusted to support them as teachers, and as students. A trusted circle of colleagues or friends formed part of participants’ well-being, holding and support provision to address this gap. Although support deficiencies may ubiquitously be features of large organisations, overall, it can be concluded that the findings of this study extend the need for support by highlighting the presence of a support gap in the university’s care mechanisms. 
The Return
Difficulties, dilemmas and unknown elements encountered during teaching praxis and learning to teach require holding (Winnicott, 1965). This study has identified that there were significant gaps in the environmental holding of these teachers, although they all found their own way of garnering holding, be it dialogue, theory, training in relational approaches, pausing or creating an environment in which they felt psychologically safe. As Miriam stated, the safe space is a “refuge” and offers protection and can even be the classroom (Miriam, T1, p.10, par1), or, according to Fred, an experience (T1). Other participants used theories and practice of supervision, trauma informed approaches, and compassionate awareness as mediators of the difficulties experienced in their training, and in their teaching practice. 
Theme 3: Mirror, Mirror on the Wall
Research question 2: What role does reflective practice play in the teaching practices of HE teachers?
Participants ubiquitously used reflection in their work, to improve their teaching practice, to understand aspects of behaviour and theories, to change something and to go beyond what was known. Overall, the findings affirm that the teacher participants were willing researchers of their own practice (Stenhouse, 1975) for improvement purposes. For example, Mo comments that reflection is necessary to aid understanding which results in improvement and development (T1). Liz (T1) regularly creates pauses to reflect and sees improvement as being at the heart of reflective practice. Some participants (originally practitioners) had experience of the function, value, and meaning of reflection and, as a consequence continued to draw upon reflective practice for personal development and to improve their teaching practice for their students. They were all willing to engage in introspection (Gross, 2001) and self-examination (Kember, 2000) and used reflective practice and reflective dialogue for personal development, and to process their thoughts and emotions. 
Participants recognised that broader interpersonal and psychosocial discussions could only take place when participants felt safe and were able to trust they were being held. They were judicious in choosing trusted people who provided safe space and a facilitating environment which enabled any ensuing learning from reflection to become an internalised object constant (Mahler et al., 1975) to be drawn upon in the future.  Drawn from some keywords used by participants and the researcher when interpreting the data, Figure 12 provides a pictorial overview of the process of reflection, reflexivity and reflective practice:
[image: ]Figure 12: Features of reflection as identified by participants and the researcher   
The act of reflection means something, and someone, is engaged in a process of change and the findings confirm that participants were willing to explore their responses to their work (Finlay, 2008) which enabled the adoption of different perspectives (Loughran, 1996). This use of reflective practice as a means to change is endorsed by not only scholars (Appendix A) but recommended to be embedded in teacher trainings (Hughes and Spanner, 2019). Professional learning can be transformative (Mockler, 2005) however development as an activity is not enough; teachers must embrace change (Easton, 2008) to get different results and therein become learners themselves. Results overall in this study confirm that willingness to change is a feature of reflective activity but is also a feature of the participants’ natures: they wanted to learn and change. The findings affirm that reflection can go beyond being a concept to becoming an evaluation tool for practice, but requires effort, an active process of doing (Boud and Knights, 1996; Boud and Miller, 1996; Boud et al., 2006; Schὂn, 1987), and it is through the doing that it is embedded.
The importance of embedding reflective practice in teaching rings true from the participants’ perspectives, however a significant barrier and concern was identified: reflective practice was not actualised for the majority during their training. Mo reported that the blanket instruction to reflect was somewhat pointless if the meaning of reflection was not explained first (T1).  Laura mentioned the application of reflective practice and its methodology were missing in her teacher training (T1). Similarly, Jenko points out the mismatch of reflection being an academic requirement, but if the reasoning behind it is not explained, reflection will not be embodied (T1). Fred complained of the “pop psychology” nature of the “shallow” reflection taught in the UK based teacher training system that lacked application to the realities of teaching (Fred, T1, p. 11, par 9). The findings support the notion that the point, process, function, benefits, meaning, value and experience of reflective practice need to be understood before they can be applied otherwise reflection remains a surface theoretical model (Reynolds, 1997), and a mysterious, elusive concept. These findings support the notion that an understanding of the essence of what reflection means, and involves is required: in other words, the process. 
Instrumental reflection has value as a practical approach to achieving goals and solutions to specific teaching and learning difficulties (Reynolds, 1997) and all participants utilised this concept in their work. However, participants were emphatic about the importance of the relational and environmental conditions for deeper and subjective reflection to be successful and actualised. The literature seems to suggest that critical reflection is a clarion call to activism (Brookfield, 1995; Burns, 2002; Zeichner, 1981), and although it can become politically, socially and psychologically useful (Bolton, 2010), critical reflections employed by participants were rooted in the psychosocial, in exercising sensitivity, consideration and ethical fidelity to the needs of students and colleagues (Light et al., 2009). They were also rooted in creating safe environmental conditions and safe spaces. 
Reflection and conditions of the facilitating environment
The findings of this study revealed the nature not only of trusted others who created safe spaces, but the nature and features of the spaces topographically and emotionally. For reflection to be actualised and individuated, safe space was essential, and this was created by holding (Winnicott, 1965). Reflective space that is held by others enabled curiosity meaning participants were willing to go beyond the fixed, to go deep and to allow for growth. This space also allows reflection to be restorative, a pause to return to the self, restored, and changed and participants such as Liz, Fred and Mo imply specifically that this is the case.
A composite definition of reflective practice was offered in Chapter Three as “research, and a deliberate enquiry into professional practice undertaken by the teacher to gain a deeper understanding of themselves, others, their work and the scholarship” (p.30). Current definitions of reflective practice need to be revised as a result of the findings to incorporate the function, meaning, purpose and identity of reflective practice. A further addendum to this definition concerns the process which requires judicious holding and a safe, facilitating environment. This builds on the scholarship that supports the notion of a supportive environment being crucial for reflective practice to be successful (Brockbank and McGill, 2007; Crawford, 2010). Its success depends upon psychological safety (Edmondson, 2019; West, 2021) to optimise trust (Erikson, 1963), enhance professional performance and support individual well-being (Clarke, 2020). 
Although participants utilised reflection as a lone activity, reflection was found to be most useful when conducted with a singular person or in a team. A reflective team (McKay, 2008) enables transformation of practice (Freire, 1970) and requires individual and collective, systemic dispositions. The nature of these “dispositions” (ibid.) lacks clarity, and this is where participants were able to fill that gap. As Liz points out, reflecting in isolation can only advance knowledge to a certain degree, whereas reflection with others advances and expands the process (T1). Similarly, Mo values reflecting dialogically with her colleagues as a team and therein values the human experience to expand the self (T1). Common to both Liz and Mo’s positionality regarding the relational in reflection is an ethic of care (Noddings, 2002) within the collaborative reflection process. These findings affirm that collaborative reflection with others engenders a sense of empowerment (Ryan and Deci, 2019) and communal growth (Freire, 1970) both of which are strong predictors of well-being (Bauer et al., 2008). 
From the individual findings there were certain attributes and features that all participants embodied when engaging in reflective practice: they cared. According to Noddings (2002) seeing care through a relational lens “pushes us to look not only at moral agents but also at the recipients of their acts and the conditions under which the parties interact” (p.14). Although only explicitly stated by one participant who highlighted the importance of the “moral side” of the teaching role (Mo, T1, p.2), implicitly all of the participants viewed themselves as moral agents of their students, and utilised reflection to practice fidelity to the profession. Reflection was seen by all to foster relationships between teachers, their colleagues, their students and the learning experience. The findings highlight that conditions and features of the environment are important to consider.
There was a mixture of time scales and continuity of reflection. Participants sometimes reflected in “watercooler conversations” (Liz, T1, p. 9, par 16), moments that were reactive as opposed to proactive. Reflection is key to well-being (Ryan et al., 2008) and the immediacy of these snatched conversations did not detract from their efficacy in attending to well-being in the moment. Laura, Sophie, Mo and Sally (T1) engaged in reflective practice as a continuum, and it is worthy of note that they all came from professional health and social care backgrounds where reflection was embedded as a professional requirement. All participants had a network of support, and they knew who they could trust to hold them which can be described as “knowing the code” (Lofthouse, 2021).
Although not named by participants directly, the conditions within their trusted circles created psychological safety (Edmondson, 2019; West, 2021) for its members. Psychologically safe conditions allow people to feel included, to voice concerns, and to challenge habitual practice (Clarke, 2020). Sharing in a trusted circle was an intuitive choice for participants and was their form of informal holding. Participants were therein engaging in peer supervision without knowing it. In summary, the trusted circle was emulating the work and holding of supervision without a formalised supervision arrangement being named. To my knowledge a supervisory offering is neither promoted, nor offered to HE teachers and the findings prompt the consideration of supervision, or peer supervision as a holding mechanism.
Gathering
The part Winnicott could play in the scaffolding of emotional awareness, well-being and resilience is very simple, but as most of the participants affirmed, effective as part of the anchoring of support. The pause between the first and second interviews allowed for the Winnicottian models (Appendix H) to become a canvas and prompted discussion about the addition of new colours, thoughts, ideas and suggestions about who, and what supports HE teachers during their development.  Informally this temporal pause encouraged reflections in the second interview on how to develop their own personal code of ethics, and therein personally or systemically challenge the resilience narrative that permeates universities, and systems (Ecclestone and Hayes, 2009). 
Proposing a new framework: Now what?
During the writing of this chapter a trusted fellow EdD student asked a pertinent question: “So where is your truffle?” (Schultz, 2025b). The “truffle” is the holding function a supervision-type offering can offer, and features of the same. Scholars suggest that holding provided by supervision provides a personalistic approach that is particularly relevant to teaching (Coombs, 1972; Zeichner, 1983). Through the process of regular pedagogic supervision, the teacher would be held sufficiently to navigate the complexity of their own and their students’ emotions, learning and any difficulties encountered. The provision of supervision in HE education could therefore address gaps identified in reflective practice, emotional holding and professional development.
Participants in this study clearly utilised their own holding frameworks that helped them navigate their teaching work successfully. From the data, some of these were formal, and some more informal as delineated in Table 15:

Table 15: Participants specified holding frameworks
	Name of participant
	Identified framework
	Nature (informal or formal)
	Transcript reference

	Miriam 
	“Quality team” 

Line manager, colleagues and faith 
	Formal (as a newly qualified teacher)
Informal
	T1, p.9, par 5

T1, p.9, par 8; ibid, p.10, par 5; ibid, p.13, par 15

	Jenko
	Wife
Mentor/colleague 
	Informal
Formal and informal
	T1, p.9, par 2
T1, p.9, par 2; ibid, par 6

	Mo
	“Good colleagues”
“Trusted colleagues”
	Informal
Informal
	T1, p.10, par 7
T1, p.11, par 3

	Sophie
	Line manager
Peers
Husband and friends
Supervisor/mentor
Occupational therapist as a friend
	Formal
Informal
Informal
Formal
Informal
	T1, p. 8, par 5
T1, p.8, par 5
T1, p.8, par 5
T1, p. 11, par 12
T1, p. 9, par 18

	Liz
	Her self-selected and self-created team “the right people on the bus”
Husband
	Informal


Informal
	T1, p. 14, par 1


T1, p.14, par 1

	Laura
	Trusted colleagues
Partner
Personal therapy
	Informal
Informal
Formal
	T1, p. 12, par 12
T1, p.12, par 13
T1, p.12, par 13

	Sally
	Family, friends, work colleagues, personal boundaries
	Informal
	T1, p.9, par 1

	Fred
	“Emotional cat”, wife and venting with colleagues
	Informal
	T1, p.15, pars 7-8

	Dana
	Drawing on longstanding experience as a teacher
Colleagues
Husband
	Informal

Informal
Informal
	T1, p.9, para 6

T1, p.10, par 11
T1, p.10, par 11



Clearly participants made good use of informal holding mechanisms that provided much needed support. Interestingly, beyond family and colleagues Jenko reported additional debriefing with a colleague at work in the same department who held a similar role equal to his grade (Jenko, T1, p.9). This has echoes of recommendations made by Offiah (Women’s Professional Network, 2021) of a tour guide who has familiarity with the field. Sophie made a strong recommendation that a support system be offered for staff dealing with student pastoral matters for them to process, to deal with challenges and to debrief. She emphatically recommends the offering be optional and that an external person provide this service, or at least someone who works on the periphery (Sophie, T1, p.12). Citing fear of exposing vulnerabilities to known colleagues as carrying the risk of vulnerabilities being used against her, as an interviewer I prompted her to think about creating these safe spaces based on her recommendations (ibid., p.13). Comments from these two participants prompted reflections on the current effectiveness of debriefing with colleagues, and how much more effective the concept of holding could be if reframed as pedagogic supervision which weaves together the notion of safe space and concepts of depth pedagogy drawn from supervisory practice (Figure 13):

Figure 13: A pedagogic supervision model
Supervision as a holding framework
In a supervisory relationship seasoned others provide support in reflection, and in this study although some seasoned others provided reflective space, reflection mostly happened informally with peers, colleagues and known others.  Supervision is not solely the process of holding the work of the professional, but also a holding of them as professionals. Not only didactic in nature, but supervision also involves a personal process (Alonso, 1985). It is facilitated by a supervisor who expands the affective capacity of the supervisee and supports them in their work endeavour. Functioning as a restorative device, supervision could act as a safeguarding mechanism and help teachers in all aspects of their work and development. 
Supervision is only recently being regarded as an important safeguarding mechanism for tertiary teachers (Briggs, 2021; Carroll et al., 2020; Lawrence, 2019; Supervision in Education Network, 2025) and is proposed in this study as serving both a safeguarding function and that of well-being restoration for HE teachers. A key finding in this study indicates that there is the potential that the suggestion of support provision might infantalise the adult. As an alternative suggestion, the term “pedagogic debriefing”, “pedagogic holding” or “considering together” might remove the potential for suspicion and an imbalance of power. Despite the potential for infantilisation, the findings affirm that supervision might indeed serve the function of holding the process of reflective practice.  
A benign and judicious approach to supervision is required. The concept of supervision could be scaffolded (Vygotsky, 1978) during initial teacher trainings and demonstrated in situ so that students can experience it and understand the value of its application. Unless experienced, understood and valued, supervision may remain an unknown, and be regarded with suspicion. It would be difficult to operationalise in an equitable manner in a clime of ubiquitous mistrust, and boundaries and clarity of this offering would need to be transparent, carefully considered and be held within a contract. Any mandatory implementation of supervision would, in my view, feed mistrust and its uptake could be voluntary. 
To counteract mistrust, teacher training might clarify the potential benefits of reflective dialogue with trusted and self-selected others. The self-selected element of learning support mirrors Winnicott’s notion that a transitional object must be chosen by the child, or in this case by the teacher themselves. Furthermore, teacher trainers could be advised by the recently created quality standards framework for supervision in education (Supervision in Education Network, 2025a), and training in supervision, samples of which are to be found in Appendix M. 
Participants repeatedly highlighted that their reflective dialogue/support took place away from the gaze of their manager or employer. Non-judgemental support for processing and learning from stressful situations was identified by students (Moeller and Chung-Yan, 2013), and the findings from the data extend to teachers by proposing that a Pedagogical Teacher Advocate (PTA) or Restorative Teaching Advocate (RTA) with a psycho-emotional focus could provide a psychological “safe haven” (Feeney and Collins, 2015, p.113) for the teacher to process their stories, feelings and the dynamics of the teaching work whilst “having their back” (Killian, 2008). I see this offering as a moral duty to support the welfare and well-being of HE teachers, and as a cautionary note, any advocate would need to be independent of the university employ. Briggs (2021) has highlighted the importance of the supervisor being independent of institution-imposed support, and I fully concur as employing a colleague or manager in this role could prove problematic due to internal politics. 
Gathering
Reflective practice as a method to improve teaching work was identified as not being its sole function, reflection can be restorative, developmental and act as a support, self-care and self-protection mechanism. A key finding in this study indicates that informal and/or structured reflective practice can be an effective supplement to teaching methods and self-care. Reflective practice that is held within a structural offering of supervision could bridge the current gap in welfare provision and provide support for trainee and seasoned teachers. 
Individuation and The Return
The overall findings have relevance for the individuation of the wider pedagogic landscape and suggest the university might undertake some modifications to their approach to teacher well-being. In answering the research questions and capturing and exploring what was known previously about teachers, their emotions, and reflective practice, the findings identified that a holding/support space for HE teachers’ emotions and processes is not embedded as standard. 
What has emerged from the discussion is that to fulfil their pastoral, holding duties, teachers need to be held, and the features, characteristics and nature of support provision must contain an ethic of care (Noddings, 2002). Holding is not simply a support concept; it is an ontology and philosophy that aids in the individuation of learning. Regardless of the aetiology of a well-being crisis in education, as this study has made apparent, students need support to learn, and teachers need support to teach. 
By inviting the psychosocial and psychopedagogy into the light, this study suggests that a return to traditional wisdom (Bowlby, 1988) of valuing support and emotions is important.  As a contribution to practice, the findings are a significant challenge to the wider cultural, political and social milieu of the university as this study is dispelling an implicit cultural norm of denigrating vulnerability and a myth of resilience in adults. Harpur (2002) sees myths as ubiquitously applied cultural templates: “We cannot think without them, because they provide the structures which determine the way we think in the first instance” (p.75). 
This research has sought a new story that can live and breathe (Frank, 2010) and challenge systemic myths that perpetuate fixed perceptions and archetypes. If we remain wedded to ideologies, theories and political drivers in teaching that extol a resilience narrative and view teachers as archetypes, the relational, an ethic of care (Noddings, 2002) and the psychosocial realms of pedagogy will stay in the shadows, and ruins. THIS is the dragon this study sought to slay or at least present as being another perspective. In the tale of Cinderella (Grimm and Grimm, 1869) the protagonist’s stepsisters and stepmother tasked her with separating the dried lentils from the peas, and this study has highlighted there are other grains to be found which may make for an interesting soup in the future. There follows a short reflective piece after which the concluding chapter (Chapter Nine) takes a look at future ingredients in this interesting soup.  



Reflections							

[bookmark: _Hlk213293794]Writing the analysis and discussion stories demanded features of me that are not in keeping with my natural “metaphoric sensibility” (Romanyshyn, 2021, p.13), a poetic disposition. Qualitative in nature, my disposition is replete with anima (Jung, 1959), the feminine principle. It is also my home. During the analysis process the researcher is charged with being a critic to the multiple meanings of the data (Romanyshyn, 2021), and I needed to call forth animus (1959), the masculine principle to aid me in this task. Unable to locate an analytical animus in myself, the analysis became a perilous, overwhelming task. Poet John of the Cross (cited in Moore, 2004, p. xvi) describes a perilous quest as evoking a dark night of the soul which forms part of a purification process of the senses and spirit. In modern vernacular, it denotes a crisis of faith or a painful ordeal to endure. Writing the analysis chapters became my dark night of the soul and I found myself in a transference (Breuer and Freud, 1895) with the task. 
Romanyshyn (2021) suggests that engaging with research material psychologically can render the material “psychoactive” (p.192) which I read as something gets agitated in the potential space between the writer and that being written about. Epistemologically, semantically and psychologically, I had no template for executing the writing up of the analysis task and it became a psychoactive monster, so I slept, for hours and days. I went into a cesur (Kagge, 2017), a pause, a recovery space. Once recovered, I engaged in reflective dialogue with as many fairy godmothers and fathers available to me, repeatedly. A combination of the rest and reflective dialogues with trusted others meant I could start to write about the individual and collective boons the data was returning.
 As a reflective prompt for the reader, it is worth considering that, according to von Franz (1997), many repetitions are required before an experience can be consolidated, and it finally holds. Learning is both a journey and a process, and many repetitions are required, many monsters encountered and many conversations to be had, before the work, which for some teachers, learners and researchers is a perilous “Ithaka” quest (Cavafy, 1992), finally holds.
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Introduction
The conclusion is a response to stories that have been unearthed amid the literature and participants’ articulations. Greene (1995) postulates that Dewey was drawn by “the lure of incompleteness to be explored, the promise inherent in any quest” (p.15) and this concluding chapter brings together what was found, and what remains a vacancy (ibid.). There are always avenues of incompleteness in any research quest and suggestions will be made for pathways that remain untrodden to allow them to follow their own individuation journey in the future. The aims of the research will be revisited (see Table 16) followed by a brief synopsis of the findings which are presented as an echo response to each of the three research questions. A number of limitations to the study are identified and discussed, followed by considerations for dissemination of the research. The chapter concludes with paying homage to the heroes of this research, the participants. Like all heroes out of love for their work, they were “battling on behalf of the wider community” (Booker, 2004/2017, p. 220) and wished to bestow their boons of knowledge and experience upon their students.
Aims Revisited
Table 16: Research aims
	                                                        Research aims revisited 

	1. To identify HE teachers’ perspectives of their emotional wellbeing and support mechanisms during their teacher training, teaching praxis and in their teaching environments


	2. To understand how and if HE teachers utilise reflective practice to manage and process their emotions


	3. To explore whether the concept of holding drawn from Winnicottian theory provides enhanced awareness of support and reflective practice for HE teachers. 



 
Key findings in Relation to the Research Questions 
Each of the three research questions will be addressed in turn as an echo response to the aims, analysis and discussion (Chapters Five -Eight). 
[bookmark: _Hlk203051144]Echo response to research question 1: What are the experiences, perspectives, and reflections of HE teachers on their teaching, and teacher training journeys?
The human side, our own experience, what we’ve been through, it effects our knowledge and understanding of how things pan out, and I think that’s so important. If it were just a question of recruiting people to support students who could deliver frameworks and legislation, you wouldn’t even need to interview people, you would just put their CVs into AI and say, ‘Do they have on paper what it takes to deliver this?’ (Mo, T2, p.3, par 3).
In this study, the literature reviewed (Chapter Three) revealed an inadequacy in mechanisms and procedures to safeguard the emotional lives of teachers from the outset of their teacher trainings, and beyond. Participants in this study affirmed there was a need for recognition and affirmation of the psychosocial, emotional and relational sides of their work which they felt should be included in the curriculum in their teacher trainings. Preparation for the emotional side of learning to teach and teaching, the application of methods and the moral side was largely lacking during teacher trainings resulting in an arduous learning journey for some participants which meant their vulnerability was a prominent feature. 
This research has shown that emotions feature in teaching and learning, and the mediating and managing of emotions is an important human endeavour requiring consideration. The research findings highlight the need to provide more emotional safeguarding and holding (Winnicott, 1965) for learners as they transition across unknown territories of knowledge and skill acquisition. Despite significant literature on the role of academic staff as pastoral carers for their students, participants affirmed that there is a lack of focus on their care as trainee teachers, and the emotional well-being of qualified teachers remains an under researched field. This study contributes to the field of pedagogy by identifying the importance of taking more care of teachers, listening to their needs and heeding the requirement to better prepare teachers for the emotional realms of teaching and learning. 
Echo response to Research Question 2: What role does reflective practice play in the teaching practices of HE teachers?
I feel reflection is crucial to any form of development in life. So, it’s basically, it’s not the starting point that’s important, it’s your ability to improve, it’s like the gradient of the graph rather than the position of the graphics (Miriam, T1, p.11, par 10).
[bookmark: _Hlk199668353]This study found that the process of reflection acts to support personal, student and service improvement as affirmed by the literature. Furthermore, reflection was implicitly rather than explicitly stated as a restorative and affirmative device to acknowledge, affirm and challenge actions taken by teachers in the course of their work. Reflection was used in service of safeguarding the well-being of the teacher largely as an intuitive choice and involved emotionally sharing with trusted others, but with discernment. The conditions for open dialogue that a critically reflective stance demands were particularly salient in this study. Participants repeatedly referred to “a trusted circle” of friends or colleagues with whom they felt safe to reflect whether it be about difficulties in their work or their struggles with learning. This affirms that a facilitating environment encompasses safety and trust as strong features. Reflective practice can indeed perform a restorative function in teacher well-being, but it needs to be held as a process within emotionally safe and trustworthy confines.
The lack of understanding and clarity of the role, purpose, function and application of reflection was repeatedly affirmed by the literature, and by all of the participants. Some strong advocates of reflection had experienced reflective practice as valued and embedded in their working practices before and beyond their historic professional roots in caring professions where reflective practice was a professional imperative. It is clear that reflective practice was a much-valued tool in all of the participants’ toolkits, however the process largely lacked relevance and clarity in their teacher trainings, and a need was identified to embed reflective practice from the outset rather than it being an adjunct or task. The findings can inform teacher trainings and transform approaches to reflective practice to encompass its relevance in curricula in an experiential way to enhance its value and application.
Echo Response to Research Question 3: How can HE teachers make use of Winnicott’s concept of holding?
I sort of looked at it [holding) from that sort of perspective that I’m a lecturer holding the student around being inclusive with them, being open, being transparent so that they understand exactly where and who I am, not just somebody standing in front of them talking around what they need to know or areas of what they need to look at (Jenko, T2, p.1, par 7).

“Holding” (Winnicott, 1965, pp.43-44) denotes an overarching concept of support in the caring for a child, and in this study, it was affirmed it can be ubiquitously applied as the offering of an empathic response, and space in service of the adult to actualise trust in the environmental provision and provide affective stability (Jacobi, 1990). For example, participants affirmed that the facilitating environment they created resulted in students being able to trust their learning process. Participants acknowledged that teaching is a relational process and their affective state as teachers is connected to another and requires holding by another as a continuum. Findings from this study suggest it is the village of supportive colleagues, teachers and mentors that provide holding. 
Furthermore, participants affirmed that psychological safety cannot easily be achieved in a clime of mistrust and fear. Participants were passionate about providing strong holding for their students to actualise (Maslow, 1943) their learning, conquer their fears and to mature as people. By contrast, participants acknowledged the teacher training cultural milieu failed to hold them in their actualisation (ibid.). When biographically reflecting (Mayes, 1998; 2001; 2007) on their teacher training journeys, participants who were adult returners to education (Slowey and Schuetze, 2012) were rendered vulnerable as a result of a lack of holding.
With reference to the macro view on the findings of this study, some participants were keen to correct an archetypal view of the “teacher” which has the potential of rendering teachers being seen by students and employers in a diminished light. Banished into the shadowy darkness, the human needs of the teacher get forgotten and like Cinderella (Grimm and Grimm, 1869) confined to the kitchen, the teacher can become dehumanised and deemed a functional object. With a primary focus on the vulnerability of present-day student customers who shore up the fiscal coffers, this study has found that a narrative of the resilient teacher is being perpetuated therein. In a predominantly business clime of prioritising the student as customer, the support needs of the teacher will inevitably be confined to a procedural and systemic functional offering; an offering that is inadequate at the individual, human level. These findings contribute to the literature and wider discourse by shining a light on the teacher’s need to be viewed holistically.
Contributions 
Primarily I hope that this research stimulates wider policy makers in teacher education to be more aware of, and empathetic to, the emotional side of teachers and thus embed the notion of holding mechanisms at the outset of their training. This study has made significant and original contributions to current practice and understandings of HE teachers’ emotional lives more broadly. By garnering the lived experience stories and perspectives of HE teachers as they describe and critically evaluate their learning and teaching journeys, this study provided insights into what was missing, what worked and what supported them. By introducing the concept of holding, teachers were prompted to reflect upon their own support mechanisms, and the majority carried these reflections forward in their practice. 
One potential contribution centers around the importance of safeguarding researchers. As outlined in Chapter Four, preparation for conducting interviews was sorely lacking in both the teaching delivery and the GRIP (2022) policy. It is hoped that designers of courses in education in which research is a salient component might take heed of these gaps and pay more attention to the welfare and preparedness of neophyte researchers faced with sensitive matters such as holding participants and their stories. 
In terms of academic contribution, to my knowledge this is the first study to track the lived experience journeys of HE teachers from their initial training to their being fully fledged teachers through the lens of holding.  Lopez-Pedraza (1977/2000) highlighted that the field of psychoanalysis and its inception some 100 years ago were contaminated by historical infighting and suspicion, and I believe as a psychotherapist conducting research I have contributed to breaking that spell and have found a way of letting psychosocial concepts, feelings and knowledge acquisition share a space, amicably, in the academic field. 
Recommendations for HE establishments and policy makers
As a broad overview, Table 17 (p.214) delineates unique contributions this study affords the wider scholarship, potential challenges to these contributions and suggestions for addressing some of the challenges. By framing the information in this way, I am naming the “what”, acknowledging the “so what” in their potential  operationalisation as possibly voiced by stakeholders and proffering an echo “now what” response as a prompt for reflection.


              Table 17: Contributions to practice
	Holding: Contributions
	Challenges to the contributions
	Suggestions to address challenges

	
By shining a light on an ethic of care, support mechanisms and the safeguarding of emotions, this study has identified the importance of tending to a more holistic approach to teacher and researcher welfare in HE.

The findings could be used to guide future teacher trainings to incorporate support in their curricula, to pilot externally sourced pedagogic supervisors, to encourage the development of self-selected learning support groups and to emphasise the importance of self-care.




From the perspective of both being learners and teachers, insights into participants’ stories and experiences provided rich information on what supported them, and what thwarted them practically and emotionally during their teacher training and teaching work. This new knowledge can inform universities, occupational health departments and managerial staff that students and staff as adults require an emotionally supportive culture. The findings could aid, inform and drive more inclusive practice.
	
Teachers teaching on teacher trainings may be opposed to changing their curricula or not believe emotional/psychological support is important.


Externally sourced supervisors may be mistrusted and funding for such a service may not be available. Teachers may mistrust a pedagogic supervision offering and may see this as yet another demand on their time. A learning support group may be welcomed by some but also may be viewed as an affirmation of lack and struggle which may prevent some academics from taking part.


Promoting the idea of self-care could be seen as infantilising and cynically received by HE teachers who believe their employers may be avoiding taking responsibility for the welfare of their teaching staff. To introduce an ethic of care beyond current systemic offerings where systemic politics and neoliberal business models reign, a concept of holding will find itself in a diaspora and under scrutiny by the application of a prejudicial filter. This prejudicial filter can be applied to psychological safety and a vulnerability narrative rendering emotional support for teachers in the same diaspora. Support becomes confined to clandestine self-selected and self-care methods.
	
Consult teachers on their needs through surveys and actualise the output so that teachers are able to trust that their thoughts, feelings and voices are taken seriously.


Model pedagogic holding in teacher training, support provision and management practices.









Culture is notoriously difficult to change, and any changes take a long time to embed. To encourage critical dialogue on teacher trainings in safe spaces would require the process being modelled as safe; the teacher-trainers play an important role in this modelling. Theory, literature and scholarship could inform trainee teachers on the importance of well-being and the consequences of not tending to well-being.

	Reflective practice: Contributions
	Reflective practice: Challenges
	Reflective practice: Steps to address challenges


	
Reflective practice as a concept, procedural tool and support mechanism in the HE teacher’s toolkit is an asset however, to be of more intrinsic value and to be realised, the process of reflective practice requires clarification and the conditions safe for its instigation. By identifying the facilitating environment essential to the operationalising of reflective practice, future educators might pay more attention to identifying people and spaces that provide safe conditions for reflection.

	
There are no measurable benefits to the teacher and teaching process. Reflection might be regarded as too soft a skill for subjects where hard facts, scientific knowledge and objective evidence are required. Academics are time poor, and reflective practice that has no tangible benefits for the reflector and affords no fiscal advantage to the system could be regarded as too soft a skill and practice. Beyond having a negligible purpose, reflection is a complex process to engage in, can result in vulnerability and some teachers will be resistant or not know “how” to reflect.
	
Encouraging self-selected support groups at the start of teacher trainings and encourage the process of reflection amongst teachers by providing them the designated time and space for this activity. Introduce the idea, practice and application of a framework for reflective practice. Employ external supervisors, a growing field in tertiary education, to provide dedicated pedagogic holding sessions as a continuum.



Potential challenges to this study’s contributions highlight the need for carefully considered theoretical assemblages and for further interdisciplinary forms of enquiry into teachers’ and organisations’ understanding of support and well-being of their employees’ mental health. Well-being preparedness in teacher trainings, reflective practice and the concept of holding are not being proposed as a panacea for all ills in the teaching profession, however, this research provides both a foundational stone and springboard from which these areas could be developed, particularly in initial teacher trainings. 
[bookmark: _Hlk203396792]This study is not seeking the establishment of a “therapeutic university” (Hermanowicz, 2024, p. 506) but illustrates that a more emotion-focussed and inclusive provision for teacher support is required in HE establishments and prompts reflections on an ethic of care (Noddings, 2002) for teachers. The next section puts forward suggestions for the application of broader recommendations.
Application 
This section offers a set of useful takeaway points that may be adapted by those working in teacher training and allied professional services as broad recommendations for application to future practice. There is a need for greater consideration of designing teacher trainings to include an awareness of teacher needs and support mechanisms as learners. This same need applies to the scaffolding of reflective practice and to have trainee teachers reflect more upon and implement self-care elements in their teaching work. Table 18 (p. 216) provides a synopsis of broad applications to practice recommendations based on the findings and is neither an exhaustive list nor a substitute for conducting rigorous studies on teachers lived experiences of emotions, reflective practice and holding in the future. 






Table 18: Broad applications to practice recommendations
	Broad research recommendations
	Key Messages

	To explore motivations for becoming a teacher
	Biographical reflectivity diary throughout the training to track the progress of the journey and as an aide memoir

	To introduce the idea of holding on teacher training programmes
	A model for support using Winnicott’s holding as a prompt
Learning Support Group
Mentoring – separate person to the teachers/tutors

	To embed reflective practice and to model it from the outset
	Personal choice as to the method – journal, dialogue with trusted others, written assignments
Reflection explained as a catalyst for self-care

	To explore matters of mental health and wellbeing in teacher training from the outset
	Exploring teaching as an emotional practice
The good enough teacher
Teacher as transitional object
Responsibility

	Scaffolding the process of reflection beginning with the benign task of keeping a reflective diary for personal purposes rather than an assessed piece of work
	A reflective diary is partly about capturing and anchoring thoughts and feelings, and “must be ever-changing like the individual using it” (Kelly, 2023, p. 11) and, as such, needs to be seen as “a flexible canvas reflecting the many ebbs and flows” (ibid.) of its author

	The suggestion of peer learning support groups 
	Discussions about barriers, challenges and advantages and the importance of trust and trusted dialogue

	Provide an opportunity to experience teaching supervision: a voluntary offering
	Supervision from an external provider with training in supervision
The employment of a PNA or PMA (ref) equivalent to provide holding for:

1. The teacher and their emotions as they navigate any obstacles and difficulties in their work or work context
2. To safeguard the service user/ the student
3. As a space and place to develop and hone teaching skills

Supervision as a restorative function
A contract
Visiting Lecturer sessions

	Expansion of a code of ethics for teachers that includes an ethic of care (Noddings, 2002)
	To consider teaching as having the potential to impact the teacher and how teachers might access support, the importance of self-care and of implementing an ethic of care for themselves

	The mandatory implementation of training for HE teachers in how to best support their students’ mental well-being which would enhance their ability to address generic pastoral matters
	Currently mental health awareness training and strategies to address pastoral needs of the current student population are not ubiquitously applied in teacher trainings. 
A recent development piloted by Sun Mentors (2026) in this field offers on-line E-Learning/training specifically for HE teachers in these areas; the project will go live in March 2026 (https://sunmentors.eu). Mental health training could be extended to mandatory modules in generic teacher training offerings. 

	The development of a Mental Health Charter for teachers
	Taking the mental health and well-being of teachers more seriously and not simply in response to a mental health crisis in students. The potential for such a charter being created could be prompted as an exercise that may result in the development of a localised, personal or group contract during training, within departments or as reflective task/assignment

	Additions to research policies and/or the development of a Mental Health Charter for researchers
	Considerations of an assemblage of further support mechanisms for researchers:

1. Preparing for recruitment of participants and, in particular, when conducting sensitive research reflecting upon the need to approach known gatekeepers where a relationship/contact has been established prior to recruitment
2. Training in interview processes and techniques
3. The importance of preparing for interviews taking place 
4. Debriefing for researchers post finalising the interviews





Research limitations 
There were some limitations to the study’s achievements which I now address by making  suggestions for how the research could be improved. The limitations identified concern sampling, recruitment, conceptual framework, researcher bias and methodology.
1. Sampling
This research was conducted on a small scale and for many educators my arguments and findings may seem limited. The drive to recruit participants was full of obstacles (Chapter Four) and, now more attuned to these, prior to the commencement of a research project I would deliver presentations in situ to trainee teachers as the personal touch was found to yield a stronger response from recruitment avenues.
This study does not reflect the experiences of a more culturally and ethnically diverse range of people. That said, two of the nine participants represented some cultural diversity in that they were non-native English speakers and their original teacher trainings were undertaken in Europe. To facilitate wider inclusivity and diversity a similar project seeking to draw out variations between class or gender, for example, or one that adopts an intersectional approach would be beneficial (Davis, 2008). Furthermore, it would be useful in future research to include the lived experiences of teachers teaching in the science discipline. The aim of such a project would be to explore variations in the dataset to expand on the current findings. 
2.  Recruitment Avenues
The difficulty of recruitment was overcome by meeting recruitment gatekeepers and enablers in person, and I have learnt that a cold calling approach to recruitment sources for a study that is deeply personal in nature requires a personal touch. I am mindful that participant recruitment sources both had research interests in the affect domains which may have biased uptake of participants: one taught restorative supervision and midwifery, and the other was a psychotherapist with a doctorate in education.  Although these recruitment avenues could limit demographic and ethnic diversity, this research does portray a rich array of lived experiences and demonstrates a level of complexity not visible within other studies that prioritise positivist methods. 
3. The Conceptual Framework
A depth pedagogy conceptual framework seeking to inform and change public awareness, and to understand key psychosocial issues has enabled a closer examination of the micro-politics of well-being concerns for teachers, learners and researchers in HE. One of the consequences of employing a depth pedagogy approach was the political and emotional clime within HE has been co-implicated in the lack of support for teachers currently found to be a procedural offering.  This is not to place blame solely on the university system, rather I have argued that business practices operating within HE establishments compromise even the possibility of encouraging reflection on teacher support. 
This study argues for increasing support provision for HE teachers and the promotion of a non-judgemental culture where support is not stigmatised. For this to be operationalised, elements of the business culture would need to be more open, trustworthy and relational. Until that point teachers may not be able to rely on their employers for support. In this sense, a depth pedagogy framework enabled a powerful elicitation of what is missing in the political, emotional and business climes of universities. 
The depth pedagogy conceptual framework has enabled a new approach to supervision, reflective practice, holding and the stories teachers can tell. A hero’s journey was reached through the schema of stories and storytelling and was helpful in reading, identifying and tracking the arduous nature of teacher training journeys of three adult returners. Where the model proved unsatisfactory was the application of the hero’s journey to all participants as not all had experienced harrowing or arduous difficulties. Furthermore, the term hero’s journey implies masculine qualities are needed by the hero, when indeed feminine qualities of care were prominent in the relational qualities all the participants embodied. 
I would therefore propose a new model if future research were to be undertaken such as the heroine’s journey cycle (Murdock, 2020). This would be based on separation, initiation and return which values life cycles of the feminine from a perspective of an ethic of care (ibid.). I read the feminine as anima (Jung, 1959), the caring principle, something lacking in the animus (ibid.), the masculine, procedural action-and-doing-and-accountability-and metrics-biased context of the university system.  Not wishing to delve too deeply into a male/female debate, my own quest for concepts sought a simplistic model that could be ubiquitously applied, and the Murdock model (2020) is a conceptual opportunity to hold in mind for future research.
4. The Researcher and Bias
The epistemology, passion and motivations of the researcher are far from neutral, and I recognize that bias came into play when reading the data. For example, the difficult experiences of the three adult returners mirrored some of my personal experiences as an adult returner. Continuous dialogue with my research supervisors ensured bias was minimized, boundaries upheld and equal attention given to all participants’ stories. Notably a limitation imposed upon the research at the outset was that of a potential bias towards a psychotherapist conducting research. Changing attitudes towards the psychotherapy profession is not the role of a singular person and involves a collective endeavor to dispel any myths. This study plays a part in the dispelling of such myths. 
What is not known is if the uptake of research was negatively impacted by being conducted by a psychotherapist. The mechanism of supervision in psychotherapeutic work forms part of mitigating against any potential boundary confusion or infringement, and the same applies to the role of research supervision. At no point in the research were these boundaries crossed. 
5. Methodology
The use of narrative interviews was a powerful affirmative experience for most of the participants evidenced in their reflections on taking part in the study at the end of the second interview (Chapter Six, pp. 174 - 176). However, reflecting biographically and telling a personal story can be triggering for some. Two participants reported that the interview process resulted in difficult past experiences being awoken. Despite all the judicious holding provided by an emotionally astute and aware researcher, contractual safeguarding and signposting to support services in their geographical area, there was always a possibility that past experiences and feelings might come to the fore. As referred to in Chapter Four, researchers conducting interviews need targeted interview training which could address these matters specifically. 
Individuation and a hero’s journey as a concept could be applied to the interview trajectory in terms of how the researcher navigates the interviews, and what the interview process might evoke in them. In my case, I debriefed and discussed my thoughts and feelings in research supervision. Such debriefing could be considered for participants as an ethical matter post the interviews and is yet to be more fully addressed in research protocols. 
Dissemination
My intention is to disseminate the findings with policy makers and curriculum designers on teacher training programmes in education departments in universities. The aim is to inform practice and to work with teaching professionals to coproduce a policy briefing note and set of teaching and teacher resources. Further dissemination will hopefully take place in teaching and mental health conferences, and these avenues are currently being explored. Currently dissemination confines itself to small scale changes implemented by the participants of this study, some of whom have voiced the desire to pass their learning forward at a local level. As alluded to throughout this study, culture does not change quickly and a grass roots approach to change is preferable to a singular “one size fits all” approach. 
Reflections on future explorations
As with any researcher who ventures into a specific research terrain, some salient new pathways suddenly make themselves known in the form of further questions, gaps and areas of research. According to Greene (1995): “The search must be ongoing; the end can never be quite known” (p.15) and for the moment these new areas remain on hold and will be explored in the future. Table 19 (p.221) delineates what was found in this study and gaps in knowledge as reflection points for future operationalisation:







Table 19: Information found, and information yet to be explored
	Themes identified
	What is known: the findings
	What is not known: future explorations

	Into the Woods
	Three adult returners experienced hero’s journeys whilst attending teacher trainings. Reasons cited: not enough support, lack of understanding, expecting the journey to be easier, pressures of working whilst learning, not enough attention given to their needs, methods  were inadequate and trainers were not practising/modelling what they taught
These teachers transmuted their difficulties into a strong focus on improving the welfare of their students and helping their students understand their learning journeys
	Why were these three teachers unable to access support from the university?
How did their arduous journeys transmute? 
What facilitated their endurance as students?
What additional support might have helped them?
Would they have accessed teaching supervision had this been offered?

	Mirror, Mirror on the Wall
	For all the participants reflective practice was in the main not taught in a way that clarified its function, purpose and operationalisation. Without using the term restorative, participants all valued reflecting with trusted others informally. Reflection deepened their understanding of their learning and work and was utilised as a teaching improvement tool to process dilemmas and new ideas. Participants with experience of reflective practice in previous allied healthcare roles were able to draw upon their knowledge of it and continued with this practice
	Might these teachers have engaged in formalised learning support groups to reflect on their practice during their training and beyond?
Could reflective practice function as a restorative mechanism, or safeguarding tool?
How might reflective practice evolve for teachers and their students within the university curricula?
How do the participants feel about reflective practice spaces being offered to them in a more formalised offering such as pedagogic supervision?

	Guardian of the Threshold
	All participants identified something, or someone who supported them emotionally in their teaching work; their guardian/s. Trust was named as a key factor in their support mechanisms 

	How might the concept of holding be operationalised without the trainee or qualified teacher feeling infantalised?
What factors caused some teachers to mistrust some colleagues or the institution?
What do these participants feel about a resilience narrative and do they think it permeates education establishment and practices? 
Is there an expectation that they should just be able to learn, and what prevented them from stating their needs?

	The Return
	The operationalising of a holding model was seen as limited by some, and a helpful springboard for further reflections on personal support by others. 
Reflecting on their biographical journeys and being held throughout whilst doing so served to remind participants of the tools they used that helped them in their practice, the donors that supported them, the conditions required for reflection to be actualised and the importance of being held
	How might suspicion and mistrust of holding or support mechanisms be addressed locally and in the wider community? Can they be?
Should it be? Is there a need?
What tangible benefit is there to reflecting on a professional journey? Might this be received as navel gazing and unnecessary?


Further considerations
From a critical examination of the seminal literature, findings and analysis, this study identified what teachers might need in their training, their work and their working environment, and has suggested areas for improvement and future research. This thesis has made apparent that the relationship between teachers and their places of employ is multifaceted and deserves more focus than the current literature has to offer. More research into these relational complexities is therefore necessary as further explorations could build on the findings of this study. It was apparent that participants who had experienced difficulties in their teacher trainings had found a way of successfully crossing the threshold into teaching work. A shadow project could be conducted focussing on why some participants might leave teacher trainings when encountering obstacles, although this may be difficult to operationalise due to their having left the university system.
The final curtain
At the heart of this research praxis were core principles of compassion, ethical practice and care for the participants who gave so generously of their time and were so passionate about their work. All participants reported being excited to see a researcher focusing on their experiences and well-being, and I feel extremely privileged to have been entrusted to be the holder of their stories. As such it seems fitting that in the closing moments of this study, I express my sincere gratitude to the nine participants who entrusted me with their stories; I hope I have done their experiences justice by shining a light on matters that they, and I, care so deeply about. A closing comment follows the Confessio Amantis poem (Gower, 1390):
Confessio Amantis
For want of a nail the shoe was lost;
For want of a shoe the horse was lost;
For want of a horse the rider was lost;
For want of a rider the battle was lost;
For want of a battle the kingdom was lost;
And all for the want of a horse-shoe nail.
(John Gower, 1390)
My final hope is that this research story goes beyond the aperture story stage (Pinkola-Estes, 1992), that the shutter opens wider to let in more light, for the lack of attention to the emotional lives of teachers can result in arduous battles, and all for the want of “holding” (Winnicott, 1965, pp.43 - 44).
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Open to change

Out from this rock, wind-worn, rain-razed
The Buddha stares into the bludgeoning storm;
The shrub’s roots crack open the dome of his mind;
The husks, bursting, break his woman’s smile:
The death of the Buddha! And all patriarchs!
Yet he’s composed; more tranquil now than when
His maker hacked him from intractable stone.
Soon blue butterflies will flit before him;
And ants will crawl across those worn eye-lids;
By his shoulders the leaves will burst their calyx
And unfold. Green. Yellow. Shrivel. And fade.
Beneath his gaze our lives betray themselves:
Broken, open to change. And the world turns
And turns. The light burns. And the light burns.

(Peter Abbs, 1995, Personae and Other Selected Poems, p.109)
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      Appendix A
                             Table 20: A periodisation table of reflective practice taxonomies


	
Taxonomy
	Nature of reflective practice
	Alone and/or collaborative
	Includes emotions
	Learner centred/Teacher centred
	Applicable to 
	Claims

	Dewey
(1910/1933)
	Reflective teaching
Six-part process: Experience; spontaneous interpretation of experience; naming the problem; generating explanations for the problem; turning explanations into hypotheses; experimenting with the hypotheses
	Alone, and to weave meaning among threads of experience collaboratively
	At the naming of the problem stage- the first emotional reaction becomes an object of thought
	Student-centred and in service to the teaching work, and includes teacher development
	Teaching
Solution-focussed work
	Social reform.

	Piaget (1938)

	Reflective practice
Active meaning making and the process of learning through cognitive and social construction
	Not specified
	Emotions not mentioned
	In service of the teaching work
	Teaching and social sciences
	Construction of meaning.

	Heidegger (1954/1977)
	Everyday action rooted in the ability to act pre-reflectively in situations. Zuhandenheit-availableness, based on our doing actions rather than thinking
	Alone and collaborative
	Emotions not mentioned
	In service of the teaching work and practitioner development
	Teaching
	Action based.

	Borton (1970)
	Cyclical
“What? So what? Now what?”
Descriptive then action- transactional
	Alone and collaborative
	Emotions possible during the “so what” stage
	In service of the work and the student and personal development
	Healthcare
	Improves practice.

	Habermas (1974) based on post-Marxist theories, reproduction processes, cultural reproduction, social integration and  socialisation

	Critical and emancipatory reflection

	Predominantly collaborative











	Feelings not mentioned












	In service of the work












	Applicable to teaching, social sciences and childcare









	Applicable to personality, childrearing, educational goals, social memberships, social reform and social evolution and democracy.








	Schön  (1983/87)
	Professional artistry and reflective action.
Knowing in action, reflection in action and reflection on action
	Alone and collaboratively applied
	Feelings not an integral part of the process
	In service of the work
	Applicable to learning and teaching practices
	To mediate challenges and reform practices


	Mezirow (1981/95)

	Critical reflection; content, process and transformative learning. 10 phase model. One: a disorienting dilemma; two self-:examination; three: critical assessment; four: recognition; five: narration; six: planning a course of action; seven: acquisitions of knowledge; eight: a provisional trying out of roles; nine: building of competence and self-confidence; ten: integration
	Alone and collaboratively
	Self-examination although feelings are not specifically considered
	In service of the work and the service user
	Developed for the education field and utilised in allied professions
	Critically assess the content, process, and/or premises of personal interpretations to give meaning to an experience.
The process of recognising, questioning, analysing and making deliberate changes to assumptions resulting in personal and professional realities being transformed.

	Boud, Keogh and Walker (1985) 
	Cyclical: Experiences, Reflective Process and Outcomes
	Alone and collaborative
	Feelings involved at stage 1(behaviour, ideas, and feelings) and stage 2 (attending to feelings). Attending implies self-directive processing
	In service of the work and the service user
	Developed primarily for the education field
	Change in behaviour and new perspectives.
Retrospective and in situ, a recapturing of experience, thinking about it, and evaluating it.

	Gibbs (1988)

	Cyclical
framework for examining experiences that lends itself to repeated exercises. Six-stage model-description, feelings and thoughts, evaluation, analysis, conclusion and  action plan
	Works best when applied to groupwork
	Feelings involved at stage two (six-part process)
	In service of the work
	Healthcare, education and social science and allied professions such as dentistry and nursing
	Transform actions and improve practice.

	Fish, Twinn and Purr (1991)

	Factual, giving a description of what happens in telling its story, the retrospective strand, sub- stratum strand to explore assumptions beliefs and value judgements arising from the previous two stages
	Alone and collaboratively
	Includes personal experience but does not define explicitly the use of feelings
	In service of the practitioner, the work and the student/client
	Teaching and professional practice
	A deepening of the process from the external towards the internal and back towards the external
culminating in experiences, views, reflections, theorising things and actions of other professionals being taken into consideration and that of formal theory.

	Atkins and Murphy (1991)

	One: Self-awareness of uncomfortable feelings and thoughts; two: the ability to describe; three: the ability to critically analyse events or experiences using logical thinking; four: the ability to evaluate learning, events or experiences; five: to identify any learning that has occurred
	Alone and collaboratively
	Emotions involved in initial stage of “awareness” and, with a focus on difficult things that have occurred, feelings can be evoked
	In service of improvements to practice and work delivery for the patient, and professional development of the practitioner
	Nursing practitioners and allied professionals
	To challenge assumptions and patterns of behaviour that lead to self-improvement which can improve practice.

	Kolb (1984)










	Cyclical
concrete experience, reflective observation, abstract conceptualisation and active experimentation

Reflecting and evaluating practice
	Alone and collaboratively
	Includes emotions but does not focus on them
	In service of improvements to practice, work delivery, student experience and personal development of the practitioner
	Health professions in education
	Action and doing leading to understanding.

	Brookfield (1995)

	Multiple perspectives, not cyclical. Critical reflection
Four lenses; circle formed after completing four lenses-self, students, peers, scholarship
	Alone and collaboratively
	Feelings involved but more summative as a process
	Predominately in service of the work and student experience although includes personal development of the teacher
	Predominantly teaching, although applied to nursing and allied professions and teaching
	The analysis of critical incidents in the classroom and the changing of the teacher’s behaviour.

	Johns (1995)
 (reflexivity questions)

	 Cyclical and process driven
the aesthetic, personal, ethical, empirical and reflexivity dimensions are an integral part of the model
	Alone and collaboratively
	Feelings involved in the personal part of the process (second question)
	In service of the work and the patient/practitioner but predominately the patient
	Developed originally for the nursing sector.
	Analyse complex situations 
action based
improving the service delivery.                       

	Zeichner and Liston (1996) 
	Critical reflection
technical criteria, educational criteria, ethical criteria, and critical reflections
	Alone and in collaboration
	Feelings not part of the process
	In service of improvements to the work and the student experience
	Education
	The development of skills, practical decision-making, moral development, and challenging interoperational translation. The improvement of ethical and critical matters.

	Koch and Harrington (1998)
	Ethnographic reflexivity. Key stages:  Ongoing self-appraisal, acknowledging positionality, and rejecting naïve rule-based formulae (i.e. quantitative methods)

	Alone and collaborative
	The process encourages continuous self-critique and transparency throughout the research process. The researcher’s positionality is to be acknowledged and accounted for. Feelings not specifically mentioned although self-critique is likely to evoke feelings.
	Service improvements and self-examination of the practitioner in service of the practitioner’s work
	Nursing and allied professions
	Reflexivity of the researcher enhances the study's auditability and transparency and thus helps to mitigate the effect of unconscious bias. Establishes rigour in qualitative research.

	Eby (2000) 
	Three components comprising reflective practice and criticality.
Not cyclical but the whole process of reflective practice
is rooted in phenomenology-self-awareness, critical thinking, critical theory, and existential phenomenology
	Alone and in collaboration
	Feelings involved in the self-awareness stage-the cognitive ability to think, feel, sense and know through intuition and to evaluate the knowledge derived through self-awareness to develop understanding
	Service improvements and self-examination of the practitioner in service of students work
	Health and social care
	Social and practice reform
Linking theory and practice, increase social awareness, developing of reflective scepticism and of understanding based on self-awareness.

	Freshwater and Rolfe (2001)
	Critical reflexivity
	Collaborative
	Feelings involved in the “what?” stage
	Personal and professional growth
	Health and social care
	Descriptive, knowledge-building, and action-oriented practice for personal and professional development.

	Rolfe (2001) 

	Cyclical: a lot of reasoning involved. “What? So what? Now what?”
	Alone and in collaboration
	Feelings involved in the “what? stage
	Self-development and the improving of work for the student and their learning
	Education and allied health professions
	Analyse first then act. Improving future outcomes and the development of learning based on the practitioner’s shifting of their behaviour.

	Burns (2002)
Blending experiential learning with theoretical and technical knowledge to form new knowledge, constructions and behaviours. The goal is to improve efficiency (Level 1), to change thinking (Level 2), incorporate ethical and political concerns and challenge the status quo for meaningful change (Level 3)
	Cyclical:
One,: questioning and reframing assumptions; two:
adopting alternative perspectives and three generating new knowledge and actions from experience
	Collaboration
	Feelings are an integrated and crucial component of the overall critical reflection process
	Personal and professional growth.
	Primarily nursing and health care sectors and can be applied to education
	Learning from “untidiness”,
Uncovering knowledge, inform future action,
and access practical, experiential knowledge not easily captured by quantitative research methods.

	Jay and Johnson (2002)
descriptive, comparative, critical reflection






	Descriptive, comparative, critical. Linear
	Alone and in collaboration
	Feelings involved in the first stage of description descriptive
	Improving the understanding of the situation in service of the work and contributing to the understanding of the self, practice, and changing perspectives
	Education and the health fields
	Renewing perspectives, improving what is not working, examining from multiple perspectives including others involved, and including contributions made by research.

	Pollard (2005)

	Cyclical- attributes- open-mindedness, wholehearted-ness and responsibility. based on Gibbs reflective cycle of description, feelings, evaluation, analysis, conclusion and  action plan
	Alone and in collaboration
	Feelings involved in stage II-what were you thinking and feeling?
	Improvement of the work for the student
	Education and allied professions
	Reflection as practice connects teachers to their personal values and aims of education.

	Driscoll (2007) (Based on Borton)

	Cyclical
“What? So what? Now what?” Having an experience the what-description, purposefully reflecting on it, so what-analysis of the event, discovering learning arising from the reflections, now what-proposed actions, and action in what has been learnt into clinical practice
	Alone and in collaboration
	Feelings involved at the “so what?” stage – how did you feel?
	Improvement of the work for the practitioner and the service user
	Mainly used in clinical practice in health professions
	Learning from experience and applying it to the work and the reflector.

	Bassot (2013) 
	Cyclical
Based on Gibbs. The integrated reflective cycle-the experience, reflection on action, theory and preparation
	Alone and in collaboration
	Feelings involved in the reflection on action stage
	Compared to Gibbs reflective cycle. The integrated reflective cycle contains fewer steps which may make it simpler to work through. Feelings result in evaluation
	Education, health professions and allied health professions
	Allows the teacher to explore feelings, assumptions and their own professional practice.

	Jasper (2013) 
	Cyclical:  Experience, Reflection, Action
	Alone and in collaboration
	Feelings involved as experience level
	Improvement based on processing positive or negative experiences for the service user/student and personal development of the practitioner
	Education and allied health professions
	Feelings lead to reflection, then action. Another cycle begins.

	Nguyen Nhat Quang (2022)  
	A process model - not cyclical - which acknowledges the descriptive sits on the surface, and the dialogic, transformative and critical lie underneath the tip of the iceberg
Iceberg of reflection (based on Fleck 2012). Dialogic, transformative and critical
	Alone or in collaboration
	Feelings not mentioned as part of the process
	Resulting in transformations for the person doing the reflecting, the work and the student
	Applicable to education fields
	Not possible for all as depth of reflection is subject to the metacognitive, cognitive and sociocultural background of the reflector. Developed from recognising that the traditional outcome-based approach to reflection does not allow high levels of reflection to take place. Identifying the learning opportunities and factors of inhibition, teachers can holistically assess their teaching practices and orientate the direction of future lessons. The process is one of dialogue and discussion.























[bookmark: _Hlk216028585]Appendix B: Invitation to take part in my research project
[bookmark: _Hlk150795978]Research thesis title: Out of the Shadows: Shining a light on the lived experience journeys of HE teachers during and beyond their teacher training
Ethical approval number: 046474
My name is Suzanne Schultz, and I am a fourth year EdD student at the University of Sheffield. I have a background in psychotherapy and for my doctorate I am researching the emotional practices of teaching and learning from the perspective of teachers themselves. My research interests include the lived, emotional experience of teachers, and the process of reflective practice in teaching. I have identified a gap in the literature appertaining to care for teachers’ emotions, and I wish to forge new understanding through and with the perspectives of teachers who have completed a postgraduate qualification in teaching, and who are now teaching at a university. Ethical approval has been granted by the University of Sheffield for my impending research.
The research process itself will involve participation in two semi structured interviews with a narrative focus. A narrative focus in simple terms means the telling of your story, your experience of teaching and learning to be a teacher.  I anticipate that the first interview will last up to two hours, and it might be helpful for you to consider prior to interview what provides you with emotional support for your teaching praxis and process. Approximately two to four weeks later you will be invited to a second interview, the purpose of which will be to discuss your affect journey and any other reflections you have had around the themes in the interim period since participating in the original interview. The second interview is anticipated to last up to one hour. Both interviews will take place on the online platform Google Meet.
Should you decide to take part in this research, I will provide you with a short pre-interview questionnaire, a participant information sheet, a consent form, and an indicative interview schedule which will include the research questions I intend using in my impending research. If you are interested in taking part in this research, please contact me by email at sdschultz1@sheffield.ac.uk. 
Thank you for taking the time to consider taking part in my research entitled: Out of the Shadows: Shining a light on teachers’ emotions and reflective practice.

Suzanne Schultz
February 2024





[bookmark: _Hlk216028934]Appendix C: Indicative Interview Schedule
Out of the Shadows: Shining a light on HE teachers’ experiences of emotions and reflective practice 									Suzanne Schultz							
Research questions:
1. How do teachers in HE manage and process their emotions arising from and in their work?
2. How might teachers in HE look after and safeguard their emotions?
 3. How impactful is the process of reflective practice as an emotional safeguarding mechanism/tool?
Indicative interview schedule
Semi structured interview with a narrative focus: Stage I (Anticipated interview duration = up to 2 hours)
1. How long have you been teaching? 
2. What was your motivation for becoming a teacher? 
3. Were any emotions involved in your motivation for becoming a teacher?
4. a) Can you tell me about your experience of the teacher training you attended
b) What did you experience emotionally when you underwent your teacher training?
5. a) Was emotional support on offer as a learner in your teacher training programme?
b) If so, did support mechanisms provide you with sufficient support for your emotional needs?
6.a) Was reflective practice taught in your teacher training programme? 
   b) If so, were any of your emotions involved in the process of reflection?
7.a) Do you feel there is a need for teacher training to include the emotional aspects of                                                             teacher training?
[bookmark: _Hlk130731436]    b) If so, what might this include, or look like in your view?
8. a) Thinking about yourself as a qualified teacher now, to what extent do your emotions, and those of your students, feature in your teaching?
   b) What forms of emotional support do you draw upon?
   c) Do you engage in reflective practice as a qualified teacher?
9. Is there anything I haven’t asked you or that you would like to explore further?
Semi structured interview with a narrative focus: Stage II (Anticipated interview duration= up to 1 hour)
1. Thinking back to our first interview, what are your reflections on the interview process?
2.a) In what way has taking part in this research process impacted you emotionally?
b) Do you feel your teaching practice has been affected because of taking part in the first interview?


 



















[bookmark: _Hlk116207367]
Appendix D

Suzanne Schultz Student Number: 200192565
Participant Information Sheet
Out of the Shadows: Shining a light on HE teachers’ experiences of emotions and reflective practice 
You are being invited to take part in two semi structured interviews with a narrative focus related to an EdD research project entitled ‘Once More with Feeling: An exploration of teacher’s emotions in the course of their teacher training, and teaching practice’. Before you decide whether to participate, it is important for you to understand why the research is being done and what it will involve. Feel free to ask me if there is anything you do not understand, or if you would like more information prior to deciding to take part in the research. I can be contacted by email at sdschultz1@sheffield.ac.uk.  
The research project contains terms that may be unfamiliar to participants, and I am mindful at the outset as an ethic of care (Noddings, 2002) to include a brief glossary of terms as follows:
Holding (Winnicott, 1965, pp.43-44): A supportive process that creates the conditions for growth and development to occur.
Social and Emotional Learning (SEL): An educational method that aims to foster social, emotional, and relational skills.
Teacher affect: The attitudes, emotions and values embodied by the teacher.

Thank you for taking the time to read this information sheet.

Research Project title: Out of the Shadows: Shining a light on HE teachers’ experiences of emotions and reflective practice 
1. What is the purpose of this research?
I am an EdD student with a background in psychotherapy and am interested in researching how teaching and learning are deeply emotional practices for teachers and students. One of my interests is the concept of “holding” (Winnicott, 1965, p.44) which I understand in a teaching context to mean the provision of an emotionally supportive, enabling and facilitating environment for growth and learning to occur. I identified a gap in the literature appertaining to care for teachers ‘affect and the holding provision in their teacher education and I wish to forge new understanding through and with the perspectives of teachers who have recently completed a postgraduate qualification in teaching.
The study aims to contribute to pedagogic dialogue and research by gathering knowledge and experiences of teacher experiences of their emotions by exploring how participants engage and interact with their own emotions and those of their students. I will also be exploring whether reflective practice as a process can help teachers with difficult affect experiences in their teaching praxis.  The aim is to better understand the connections between teachers own emotions as teachers and learners, and the passing forward of that affect knowledge to their teaching praxis with the hope that my findings will contribute to future scholarship in pedagogy, in particular to teacher education and training programmes.
The research study will begin in April 2023 with the aim of completion of the methods and data gathering by December 2023. I will be using the data for research purposes only and for the completion of my EdD research project. Semi structured interviews with a narrative focus will take place on the online platform Google Meet. 
2. Why you have been chosen?
I wish to garner the lived stories of teachers who have completed a teacher training to participate in semi-structured interviews with a narrative focus, and you are being asked to participate because you are a graduate of a teacher training programme at a university. I will be selecting participants based on a representative mix of gender, academic age (the time in years spent teaching), and subject/s taught by the participant. 
3. Do you have to take part?
Taking part in the research is entirely voluntary and if you do not wish to take part, there will be no negative consequences. You may discontinue participation at any time, and you do not have to give a reason for withdrawal. It is worthy of note that there is a point at which it will not be possible for participants’ data to be withdrawn from the research and whilst you can withdraw from any ongoing or future data collection, your data cannot be removed from the study beyond this point. I would anticipate that your data will be included in the research study/thesis write up from September 2023 to July 2024, although the end date may be extended further for another academic year. All data, including audio recordings and transcriptions of the semi-structured interviews with a narrative focus will be anonymized and you are invited to provide me with a pseudonym you wish to be used.
If you decide to take part in this research, you will be given this participant information sheet to keep and be asked to sign a consent form. I will send out a brief questionnaire asking for your name, email address, preferred time/day for an interview and academic age, gender, and the subject you teach and will contact you to arrange our first interview at a mutually convenient time. The interviews will be conducted via the online platform of Google Meet. As mentioned in the introduction, should you have any questions about the research and your participation in it, please contact me by email to arrange a conversation: sdschultz1@sheffield.ac.uk  A list of indicative interview questions and the research questions I am exploring in my research will be sent to you upon return of the consent form and the brief questionnaire prior to commencement of the interviews. 
By participating in the research, you are not entering into any formal contract of employment, nor is it intended to create an employment relationship between you and the University of Sheffield. Further guidance from HR on this issue can be found here:
https://www.sheffield.ac.uk/hr/guidance/contracts/volunteers 
4. What will happen if I take part? What do I have to do? 
Should you choose to take part in this research you will be invited to participate in two semi-structured interviews with a narrative focus. It is anticipated that the first interview will last up to two hours, during which you are invited to explore and consider your teaching praxis/process from an emotional perspective. I shall potentially be referring to holding in the context of support mechanisms for your teaching and learning. Approximately two to four weeks later a second interview will be conducted in which you will be invited to process your affect journey since participating in the original interview. Breaks during the interview process can be taken if required.
Interviews will be of a semi structured nature with the purpose of exploring, discussing, and gathering your stories. To that end, open questions will be utilised although there may be the occasional closed question relating to factual information. An indicative interview schedule will be sent to you once the consent form and questionnaire are received by the researcher. As an indicator of the area of questioning in the interviews, I will be exploring your stories regarding your motivation for becoming a teacher, your thoughts on emotions and teaching and support mechanisms relevant to your teacher training and teaching practice.
In order to ensure you are comfortable during the interview process, I will exercise an ethic of care (Noddings, 2002) and ask if there are any lifestyle restrictions prior to and during participation. I will signpost you to any support services should you experience distress or discomfort because of taking part in this research. The purpose of the second interview is to ensure that any processing of your lived experience as a teacher or learner is held and honoured. 
5. Will the semi structured interviews be recorded, and how will the recordings be used?
The semi structured interviews will be audio recorded. All audio recordings will go through a process of anonymisation, and each participant will have provided a pseudonym. Anonymized findings from the research will be shared in the impending thesis. No other use will be made of original data without your written permission, and no one outside this research project will be allowed access to the original recordings. The recordings will be kept until the data is fully transcribed and analysed. I anticipate that the recordings and transcriptions will be destroyed by July 2024.
The audio recordings of your interviews conducted during this research will be used only for analysis. No other use will be made of them without your permission, and no one outside of the project will be allowed to access to the original recordings. Once transcribed, you will be sent a written copy of the transcription to verify the content. Further information on the use of audio recordings is available at:
https://students.sheffield.ac.uk/research-services/ethics-integrity/policy/forms 
6. What are the possible disadvantages and risks of taking part?
I do not foresee any serious disadvantages or risks of your participation in this research project. The interviews will take up approximately three hours of your time. Given that we might discuss lived experiences that may leave you feeling emotional at times, you will be signposted before interview to the provision of support and counselling services that you can access free of charge. As previously mentioned, the second interview will provide an opportunity to discuss/explore your experiences further, and to ascertain any forms of support and holding that may be useful to you.
7. What are the possible benefits of taking part?
Whilst there are no immediate benefits for those people participating in this research, it is hoped that this work will contribute to future awareness of teacher affect and advise teacher trainings on affect issues/concerns and/ or contribute to any impending ethic of care (Noddings, 2002) provision for teachers. Travel expenses to and from an interview location are not remunerated.
8. Will my taking part in this project be kept confidential?
All the information collected about you during this research will be kept strictly confidential and will only be accessible to myself and my research supervisors. You will not be able to be identified in any reports of publications. If you agree to sharing the information you provide with other researchers, then your personal details will not be included.
If there is a possibility that a participant may disclose information about criminal activity or risks to public safety, I may be obliged to report to the relevant authorities.
9. What happens if the research project stops earlier than expected?
Although unlikely, if for any reason the research project stops earlier than expected, you will be offered a full and clear explanation as to why.
10. What if something goes wrong?
If you feel something has gone wrong or would like to raise an issue or complaint, you are advised to contact the principal investigator (PI) of this research project, Dr Tim Herrick. Dr Herrick is also the designated safeguarding officer for this research. You can find his contact details at the end of this document.
If you feel that your complaint has not been dealt with appropriately, you can contact the head of Department at the School of Education at the University of Sheffield, Professor Rebecca Lawthom, who will escalate the complaint through the appropriate channels:
Professor Rebecca Lawthom (Head of School), The School of Education, Edgar Allen House, The University of Sheffield, 241 Glossop Rd, Sheffield S10 2GW
email: r.lawthom@sheffield.ac.uk  
If your complaint relates to how your personal data has been handled, information about how to raise a complaint can be found in the University’s privacy notice:
https://www.sheffield.ac.uk/govern/data-protection/privacy/general 
11. What is the legal basis for processing my personal data?
According to data protection legislation, I am required to inform you that the legal basis I am applying in order to process your personal data is that ’processing is necessary for the performance of the tasks carried out in the public interest’ (Article 6(1)(e)). Further information can be found in the University’s privacy notice at:  
https://www.sheffield.ac.uk/govern/data-protection/privacy/general
Further information on data protection legislation, as well as a glossary of key terms, is available at:
https://sites.google.com/a/sheffield.ac.uk/gdpr/. 
Further information on audio recordings in research is available at: 
https://students.sheffield.ac.uk/research-services/ethics-integrity/policy/forms 
The University of Sheffield will act as the Data Controller for this study. This means that the University is responsible for looking after your information and using it properly.
12. What will happen to the results/findings of the research project? Who is organising and funding the research?
The results will be solely used for the purposes of my research and thesis and could include potential publication. Identifying information appertaining to the Institutions and participants taking part in this research will not be identified. This research project is not funded by any external organisation.
13. Who has ethically reviewed the project?
This research has undergone ethical review in line with the policies and procedures of The University of Sheffield.
14. Contact for further information
If you have questions about this research, please contact my research supervisors:
Dr Tim Herrick, The School of Education, Edgar Allen house, University of Sheffield, 241 Glossop Rd, Sheffield S10 2GW
Email: t.herrick@sheffield.ac.uk
Tel: (0114) 222 8109,
or
 Professor Dan Goodley, The School of Education, Edgar Allen House, University of Sheffield, 241 Glossop Rd, Sheffield S10 2GW
Tel: (0114) 222 818
Email: dan.goodley@sheffield.ac.uk 
You will be given a copy of this participant information sheet, the indicative interview questions, and a consent form to keep.
Thank you for taking the time to read about my research ‘Out of the Shadows: Shining a light on HE teachers’ experiences of emotion and reflective practice’.
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Out of the Shadows: Shining a light on HE teachers’ experiences of emotions and reflective practice 
Participant Consent Form 
	Please tick the appropriate boxes
	Yes
	No

	Taking Part in the Project
	
	

	I have read and understood the project information sheet, or the project has been fully explained to me.  (If you will answer No to this question, please do not proceed with this consent form until you are fully aware of what your participation in the project will mean.)
	xx

	


	I have been given the opportunity to ask questions about the project. 
	xx

	


	I agree to take part in the project.  I understand that taking part in the project will include being interviewed in two semi-structured interviews with a narrative focus which will be conducted online via Google Meet.
I understand that the two interviews will be audio recorded.
	[image: ]
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	I understand that by choosing to participate as a volunteer in this research, this does not create a legally binding agreement nor is it intended to create an employment relationship with the University of Sheffield.
	


	

	I understand that my taking part is voluntary and that I can withdraw from the study at any time before 30th June 2023; I do not have to give any reasons for why I no longer want to take part and there will be no adverse consequences if I choose to withdraw. 
	


	

	How my information will be used during and after the project
	
	

	I understand my personal details such as name, phone number, address and email address will not be revealed to people outside the project.
	


	

	I understand and agree that my words may be quoted in publications, reports, web pages and other research outputs. I understand that I will not be named in these outputs.
	


	

	I understand and agree that other authorised researchers will have access to this data only if they agree to preserve the confidentiality of the information as requested in this form. 
	


	

	So that the information you provide can be used legally by the researchers
	
	

	I agree to assign the copyright I hold in any materials generated as part of this project to The University of Sheffield.
	

	


	
	
	

	

Name of Participant [printed] 
	

Signature
	

Date  

	

	
	

	Name of Researcher [printed]
	Signature
	Date

	

	
	







Project contact details for further information:
If you would like to ask any further questions about the research study, please contact Suzanne Schultz Email: sdschultz1@sheffield.ac.uk. Phone: 07798645620
If you feel something has gone wrong, or you would like to raise an issue/complaint, you are advised to contact the Principal Investigator (PI), Dr Tim Herrick, The School of Education, Edgar Allen House, The University of Sheffield, 241 Glossop Road, Sheffield, S10 2GW. Email: t.herrick@sheffield.ac.uk   
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Out of the Shadows: Shining a light on HE teachers’ experiences of emotions and reflective practice 
Suzanne Schultz				Contact details: sdschultz1@sheffield.ac.uk 
						Mobile: 07798645620

Pre-interview questionnaire

Participant’s name:

Participant’s email address:

Preferred day and time for interview one:
			   for interview two:

Academic age (the number of years you have been teaching):

Gender:

Discipline taught: This was redacted in the data due to potential confidentiality breaches

Preferred pseudonym to be used for transcript:







Appendix G: Ethical approval letter
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Downloaded: 08/12/2025  
Approved: 05/01/2023 
Suzanne Schultz  
Registration number: 200192565  
School of Education 
Programme:  EdD 

Dear Suzanne
PROJECT TITLE: Once More with Feeling: An exploration of teachers' emotions in the course of their learning, and teaching.  
APPLICATION: Reference Number 049687 
On behalf of the University ethics reviewers who reviewed your project, I am pleased to inform you that on 05/01/2023 the above-named project was approved on ethics grounds, on the basis that you will adhere to the following documentation that you submitted for ethics review: 
University research ethics application form 049687 (form submission date: 20/12/2022); (expected project end date: 30/06/2024). Participant information sheet 1112405 version 5 (20/12/2022). Participant consent form 1112406 version 4 (20/12/2022). 
If during the course of the project you need to deviate significantly from the above-approved documentation please inform me since written approval will be required. 
Your responsibilities in delivering this research project are set out at the end of this letter. 
Yours sincerely  
Eve Austin  
Ethics Admin  
Faculty of Social Sciences 

Please note the following responsibilities of the researcher in delivering the research project: 
The project must abide by the University's Research Ethics Policy: https://www.sheffield.ac.uk/research-services/ethics-integrity/policy 
The project must abide by the University's Good Research & Innovation Practices Policy: https://www.sheffield.ac.uk/polopoly_fs/1.671066!/file/GRIPPolicy.pdf 
The researcher must inform their supervisor (in the case of a student) or Ethics Admin (in the case of a member of staff) of any significant changes to the project or the approved documentation. 
The researcher must comply with the requirements of the law and relevant guidelines relating to security and confidentiality of personal data. 
The researcher is responsible for effectively managing the data collected both during and after the end of the project in line with best practice, and any relevant legislative, regulatory or contractual requirements.
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B.
Appendix H: Winnicott’s model of holding.


To the research participant: Could you use this model to reflect on what holds you as a teacher (B)? Suzanne Schultz
[bookmark: _Hlk216029952]Appendix I: List of Resources for Participants
Out of the Shadows: Shining a light on HE teachers’ experiences of emotion and reflective practice 								               Suzanne Schultz
(As geographic locations were anonymised, alongside the national helplines/support services cited, a number of location specific counselling and/or support services were provided which were tailored to the location. These have been removed in the interests of confidentiality)
List of resources for emotional support

Mind helpline: 0300 123 3393
(Monday – Friday:  9am - 6pm)

Samaritans: 116 123 (Free)

Campaign Against Living Miserably: 0800 58 58 58

Rethink: 0300 50000 927

Anxiety UK: 03444 775 774
Monday - Friday: 9am - 5.30pm

The School of Life: www.theschooloflife.com 
(Individual and couple’s therapy; educational resources and training)







[bookmark: _Hlk216030320]Appendix J: Stages of Braun and Clarke’s Thematic Analysis

Table 21: Braun and Clarke’s Thematic Analysis
	Phase					
	Description of the process

	1. Data set familiarisation
	Transcribing data, reading and re-reading data, noting down initial ideas

	2. Generating initial codes
	Coding interesting features of the data in a systematic fashion across the entire data set, collating data relevant to each code

	3. Searching for themes-initial theme generation
	Collating codes into potential themes, gathering all data relevant to each potential theme

	4. Reviewing and developing the themes
	Checking if the themes work in relation to the coded extracts (level 1) and the entire data set (level 2), generating a thematic ‘map’ of the analysis

	5. Theme defining and refining and a naming of the themes
	Ongoing analysis to refine the specifics of each theme, and the overall story the data tells, generating clear definitions and names for each theme

	6. The writer and producing of the report
	 Selection of vivid, compelling extract examples, final analysis of selected extracts, relating back of the analysis to the research question and literature, producing a scholarly report of the analysis
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Appendix K: Sample of a transcript

Mo / Suzanne D (2024-03-21 10:17 GMT) – Transcript
[bookmark: _h49mokq7cz53]Attendees
Mo, Suzanne D Schultz
[bookmark: _v9jgxniqyqot]Transcript
This editable transcript was computer generated and might contain errors. People can also change the text after it was created.
Suzanne D Schultz: Right, so, thank you Mo for agreeing to take part in the second interview, very grateful. Just to start with, have you had time to have a look at Winnicott’s model? And do you have any thoughts on that?
Mo: Welcome. I'm afraid I haven’t, so I'm so sorry.
Suzanne D Schultz: Okay. Essentially the model if I just describe it, in the first diagram there's a baby in the middle and a circle around it, the mother holding the baby, and then another circle around that the father holding the mother holding the baby, and then another circle where society is holding the father holding the mother holding the baby. And then in the second diagram, there's the student in the middle with the same principle, the teacher holding the student, and then the next circle is the Institute or establishment or University holding the teacher holding the student, and then a bigger picture of society holding the Institute holding the teacher holding the student, and if you just think about that  notion of the holding of the teacher. Do you have any immediate thoughts on that with relation to, say, the mother holding the baby, and that's just a principle, it doesn’t have to be the mother…Infantalising
Refer back to previous literature
Redrawing – add in Mo’s concept/expand on this!!!
Mo “got” holding WITHOUT seeing the model!!! Wow!!

Mo: Yes.
Suzanne D Schultz: It could be grandmother, it could somebody else holding the baby.
Mo: I think just by what you're describing there, I think these are ideals. I think just as in life that model isn't always replicated. I think in teacher education that model isn't always replicated, and I think a further difference between those two is that in the first model you're talking about a young dependent child, in the second model you're talking about an independent rather than a dependent child in the first one, an independent adult. So, I think that concept of holding the students, if we're talking about teacher training, is going to be one that doesn't sit comfortably with many of those teachers who we are anticipating will hold the student teacher because they're receiving them as an adult into a professional training program. So, I think that that's problematic straightaway. A different model would be probably the student teacher standing alone in the circle with various people forming a circle immediately around them rather than concentric circles. So, it would be the school who receives the student teacher, it would be the teacher mentor who is assigned responsibility for them. It would be the University or the institution that has recruited them. All three of them are likely to be in the same circle surrounding the student. You may then have other people at play who have different roles within each of those supporting structures. So, within the school it’s not just the teacher mentor, there’s the professional mentor. Within the university it's not only the institution it will be the subject tutor or the one that is delivering the taught concept content to that student teacher. It might be a subject tutor. It might be well-being services. It might be academic support services. So, I think the model is slightly different in reality to that ideal.The ideal- changing/ adapting the current model
Her bestowing boons – 
Considered answer

Suzanne D Schultz: Thank you. So, if you think about yourself when you were a student, and if you think about everything you've just said to me, was that on offer for you when you were a learner?
Mo: No, I think I mentioned before that the difficulty I had in my particular program was it was a distance program which meant you didn't have that person to person social connection with the support group around you, and I think that it was the nature of the course. So around mePerson to person
Link to first interview re moral duty
What happens when support is missing?

00:05:00
Mo: was the University but in a very dotted, hazy way rather than the solid circle. They were contactable by email if you needed them and the odd telephone call. And I think in education when we're talking about personal development that person to person support is so important. In the school environment yes, there was a teacher mentor, but I think they were pulled out of that circle by the demands of their own teaching and their own job. and their own personal commitments.
Suzanne D Schultz: Okay, I understand. Thank you. Wow, a lot in that and…
Mo A lot of not yeah.
Suzanne D Schultz: So, to go on to the next question, if you like, if you think back to our first interview, which was a couple of weeks ago, do you have any reflections on the interview process that you went through with me?Still painful to recall
Interview prompted further thought about past, and how this has informed her positionality
Makes her relate/ have more empathy
Past biography informs future change
A change in HER !!

Mo: No, not at all. I think it's a good opportunity to reflect back on things. I think the difficulty is though when you reflect back on things, you're always going to interpret your experiences with a heavy layer of emotion because recalling it brings back the emotion of that time, even though years have passed and even though I should have a much different and more mature view about it now, it's subjective, isn't it? It's what you experienced at the time.
Suzanne D Schultz: Yes, so in a way, I think what you're describing, if I might paraphrase that, is that it stirred up some memories that had emotions attached to them. So, the next question was: Has taking part in this research impacted you emotionally?
Mo: I think it certainly made me think of experiences that I hadn't thought of before, or remembered,  or things I haven't thought about in a long time. Remember the part of my role now is going out to see these student teachers and I think it's beneficial before I go and see them to just recall, okay,  you do remember your own experience and it allows me or stimulates me to be a bit more empathetic when I'm going in to see them to understand the reality of their situation. In fact, I've had a call this morning from a trainee, who wanted to speak to me urgently because they are really unhappy with one of the relationships in her school placement and it is important that I'm really empathetic to her position, that I listen to what she says and that if my experience can influence my current role positively then I think that's got to be a good thing.
Suzanne D Schultz: Wonderful, because that was my next question. You've pre-empted it without realising it, which was: Has your teaching practice or your praxis in the role you're in been impacted by taking part in this interview process? And I think, if I'm right, you have just explained how it has, that you're going to have a level of empathy for your students based on what you experienced and remembering that and reflecting upon that.
Mo: Yes. Absolutely.
Suzanne D Schultz: That helps your engagement with your students in a more empathic way.The “human” side
(She said this in first interview)
Links to others who said the same??

Mo: Yes. Yes, certainly. And I think that's a really important thing to remember, particularly when we work in institutions that are so driven by legislation, by frameworks, by statutory entitlements. It's really important to remember that human side in there when we're talking about professional training.I was reading something the other day, which is part of something that I'm reading which said that no one enters teaching as a blank piece of paper. We all bring with us our experiences from our prior life so that kind of exemplifies that you can't just look at the legislation, statutory entitlement, what you should be doing for these students. Yes. That is totally important but the human side, our own experience, what we've been through it affects our knowledge and understanding of how things pan out and I think that's so important.
00:10:00I find Mo very relatable, open, honest, grounded, inspiring, engaging
Think it is who she is – AND because of her “harrowing” experiences as a learner
Wow!
Back to the “human”
Drawing on the human
Perceptual set
Human qualities
Relational
Sensing
Knowing

Suzanne D Schultz: Yes, so your biography becomes part of moving forward with your students and their biography.
Mo: Yes, absolutely. You interpret things based on your own experience. If it were just the question of recruiting people to support students who could deliver frameworks and legislation, you wouldn't even need to interview people, would you, to come into University, you would just put their CVS into AI and say, do they have on paper what it takes to deliver this? Yes, they do. Therefore, let's get them in. That human experience becomes really important when we're selecting people to work with new students. Yeah, and it is a powerful thing to draw on.
Suzanne D Schultz: Wow. Thank you. We've come to the end of this second interview. I just want to confirm that you've had the list of resources I sent you.
Mo: Yes, I have.
Suzanne D Schultz: Thank you. Is there anything further you want to say or to ask me at all?
Mo: I'd be really interested to see your final research project when you finish it because I think it's a really interesting thing that you are doing, I think it’s very important. We too often look at the statistical outcomes, the frameworks, how we have delivered versus what we were supposed to deliver. We very rarely look at the human experience in it, and the value of that and what we can learn from that, so I think it's a very important thing you're doing.The learning
Value of the relational
Animus- that which can be measuredversus anima

Suzanne D Schultz: Thank you. You've used the term human experience several times today. It has left me reflecting on that concept of the human experience. Thank you for that because I will reflect on that. And just to confirm that you can stay in touch with me by email for up to three months after we finish this second interview, and that I will send you the transcript which will very likely be tomorrow actually…
Mo: Oooh, you’re very quick. Yes. Yes.
Suzanne D Schultz: For you to have a look at and correct if there are any corrections that need to be made, and I just want to thank you so much for your engagement with me and for taking part in this process.
Suzanne D Schultz: Shall I stop the recording now, if you’re okay with that?My own reflections
Adult returner/ the hero’s journey/ determination to not repeat the past
In the countertransference I felt sad, joyful, hopeful, grateful, in awe of her courage shown
The “human” experience and feelings and morals were thought-provoking
I think the “human” and the relational are aspects that all of the participants have referred to – some explicitly, all implicitly
I am struck by the remembering of the journey, the affirmation that it had an impact, and the determination not to repeat


Mo: Yes. That's fine.
Suzanne D Schultz: Okay. Thank you.
Meeting ended after 00:13:14 👋Reminded her of the list of resources should she need support (brief chat after the interview)
Note: Links to other participants re “human”/ moral/ experiences???
Send her conclusion chapter in the future??? Ask Tim or Dan






Appendix L: Iterations of the coding process

Figure 14: The data analysis process
Initially I felt the coding of the date fell naturally into the categories of Cashdan’s (1999) The Crossing, The Encounter, The Conquest and The Celebration. Although considered convenient by one supervisor, and confusing by the other, I felt the categories for the coding were following a rhythm of the tales participants were telling. In hindsight I can understand how the coding that followed a waystation (ibid.) remit might be seen as a lazy way of transferring an overarching holding mechanism for the thesis onto the data and would represent an imposed bias. I can also see why this coding model could be read in a confusing way, particularly as the subsequent themes identified were metaphorical and archetypal in nature and might overwhelm the reader. In addition, upon reflection, the indicative interview schedule and questions contained within them, although naturally following the rhythm of a journey (the entry point, what was met during the journey, what tools teachers gathered on their journey and what or who helped them embody and celebrate who they had become), they could be considered as my directing the participants towards a coding of the waystation, even though consciously that was not my original intent. 
There is an overlap between my positionality, the nature of tales and stories, what I was seeking to discover, how I probed the participants, what methods were utilised and the desire as a researcher to achieve and actualise the aims. I recognise that neutrality, impartiality and objectivity, a position of purist observer in research is very difficult, if not nigh on impossible to achieve, and that my own bias cannot be wholly eliminated. It was reflection on the coding using iterative cycles that resulted in a final capturing of both the coding and the themes. 
I begin by demonstrating the iterative process of considering other coding categories that were discarded.

Figure 15: Coding based on remembering the lived experience story

When exploring this coding (Figure 15), I was considering that the participant’s lived experiences required a neat frame. I initially felt the interviews and data were delineating a process of professional life review, which in part they were. The concept of the life review stems from research conducted with the elderly (Butler, 1963) intended to help them discover and rediscover a personal sense and meaning of their lives and bring to consciousness past experiences and unresolved conflicts. Sounding somewhat therapeutic in nature, I discarded the term “life review” as I was not seeking to focus on any unresolved conflicts. The intention of my research was to explore experiences and to capture the thoughts and feelings of my participants about their experiences as trainee teachers and during their current teaching practices, and conflict resolution was not a prime focus. I wished to take some experiential still photographs, not record a whole film and the coding of professional life review felt too wide, and too particular. Similarly, the coding of analytical reminiscence denotes a deep scrutiny with the hope of some resolution. Although recognising that the learning and future learning coding that the participant can reflect on as a consequence of telling their training and teaching stories was likely to be a consequence of taking part in my study, it is not an aspect that is a given. A participant could simply take part, tell their story and leave unchanged.


Figure 16: Cashdan’s (1999) waystation model drawn from fairytale lore.

Figure 17: A coding based on lived experience (Schultz, 2025)

I found the coding in Figures 16 and 17 to be too simplistic, and neither model captured the essence of the transitions and what information, help and support was acquired during the journey. The nature of remembering, reminiscing, gathering, learning and processing, the lived experience journey in its totality is not evident enough in these models.


The Driscoll model of reflection (1994) comprises three distinct phases (Figure 18): 
[image: ]
Figure 18: The Driscoll (1994) model of reflection (based on Borton, 1970)

The “What”?
This stage captures the experience of the situation and considers the context, the problem, the achievement goal, the outcome, the main protagonists’ role, the role of the other players, the feelings it evoked in all concerned, the consequences and whether the situation was good or bad.
The “So What”?
This stage considers the implications of the named situation and examines in more depth what shaped the reflector’s thoughts and what can supplement knowledge and thoughts such as individual ideas, references and theories. The positionality of the reflector is expanded beyond the self but includes the self. Exploring the event or situation from an attitudinal, practice and problem situating perspective, the reflector examines their thoughts, decisions, assumptions and actions and uses the perspectives gained from further information to help understand it more. Past behaviours and decisions are analysed, a change in attitude and behaviour considered and a new understanding about the self and practice is achieved.
The “Now What”?
Having gathered from the previous two stages, the reflector creates a concrete plan which includes what the reflector wants to do now moving forward and how they will operationalise their newly formed plan of action. A change in personal behaviour and attitude is considered in the plan to ensure that any new learning has been incorporated and embodied. Very much a place of doing, actions are taken to ensure there is a different outcome and how and with whom to operationalise a new direction of practice travel.
The data gathered from my participants fell into the categories of “what?”, “so what” and “now what?”, however there were some elements missing in this coding in particular the notion of lived experience, and the specifics of their personal experience of having told their stories during the interviews. The Driscoll (1994) model is specifically a model and tool to be used for reflection, not for interviewing participants. Although participants were reflecting, the aim of my study was neither to bring about change in practice, nor for them to focus on how they might change their practice. That said, the data was based on experience and process, and some elements of the Driscoll model were present. 
A final coding template came together only when I had reflected on the data many times, and the patterns that were emerging from, and present in the data. The finalised coding template was not only drawn from the data but needed to capture the complexity and nuances of the overarching patterns. I therefore composed a composite coding template to reflect the categories, patterns and temporal essence of the data (Figure 19):
[image: ]
Figure 19: Final coding template
This coding template encapsulates the processes and process journeys of the research participants and is open to and inclusive of both the events of the past, and the shaping and learning that may have been gathered during both the course of their historical travels as they reflect, and the interview process. The term “temporal curiosity” (Le Cunff, 2024; Shipp et al., 2009) weaves together subjective experience rooted in the past, present and future. The process not only incorporates affect but also considers and reflects upon the effect of processing the timeline of a life, be it personal or professional. The self, the past, present and future, emotions and reflections were all present in the data, and formed part of the methodology, aims and research questions. Temporal curiosity was therefore appropriate to utilise in the data analysis process of this study. 
Ethical matters
The matter of confidentiality was of prime importance to me as a researcher and, perhaps based on my professional positionality as a psychotherapist where confidentiality is a professional rosary (Yalom, 1989), I was concerned about some of the wording in the participant information sheet. For example, the matter of anonymisation and confidentiality guarantees seem somewhat casual:
Anonymized findings from the research will be shared in the impending thesis. No other use will be made of original data without your written permission, and no one outside this research project will be allowed access to the original recordings. (Appendix D, Point 5, p.321)
And:
All the information collected about you during this research will be kept strictly confidential and will only be accessible to myself and my research supervisors. You will not be able to be identified in any reports of publications. If you agree to sharing the information you provide with other researchers, then your personal details will not be included. (Appendix D, Point 8, p.322)
By casual I mean the notion of identifiability, and, once I had completed the thesis I was uncertain about attaching a transcript due to the potential of a participant being identified. I contacted my research supervisor to ask if transcripts needed to be attached and it was suggested I attach a singular transcript. In choosing which transcript to include, I notice how heavily redacted they all became and more than half of the words were blanked out in the process. From my perspective seemingly benign information such as the academic age + current career + subject taught + previous teacher training + research interests + data gathered and presented during this project = a reader in the field of pedagogy might be able to put two and two together if they had the transcripts available to them. Confidentiality, transparency and anonymisation are thus compromised and not as secure as they ought to be. In addition, I note in neither the participant information sheet (authored by myself but based on extensive reading of and research into other projects) nor the GRIP (2022) policy documents were there any definitive information for the participant regarding the attachment of their transcripts to the appendices of a research project. Furthermore, written permission ought to be sought (Appendix D).
Reflecting on confidentiality, in attaching one transcript I was mindful to choose one that contained no identifiable information. This matter of confidentiality concerns highlighted, and confirmed my positionality regarding ethics in research, the lack of training for researchers and concerns about the lack of attention to safeguarding sensitive information. I am hoping that revisions to research policy documents and researcher ethics training might be considered as a consequence. If not, I may take it upon myself to issue and address this lack a personal and professional clarion call in the future.










[bookmark: _Hlk203478723]Appendix M: Samples of Supervision Trainings
Table 22: Supervision trainings
	Training Provider
	Course title

	Centre for Supervision Training and Development (CSTD Bath)
	Diploma/Certificate in Reflective Supervision in Education (applicable to Primary, Secondary, FE and HE teaching staff)
https://www.cstdbath.co.uk/supervision-training/diploma-certificate-in-reflective-supervision-in-education/
Diploma/Certificate in Supervision 
(applicable to therapists and counsellors and those working in the field of mental health) 
https://www.cstdbath.co.uk/supervision-training/diploma-certificate-in-supervision/
Bespoke workshops in supervision
https://www.cstdbath.co.uk/cpd-courses-workshops/developing-your-supervision-practice-for-education-settings/


	The Mulberry Bush School
Witney, Oxfordshire
	The Mulberry Bush’s Reflective Supervision training (two-day course based on a psychodynamically informed supervision structure to support a culture of organisational well-being).
https://mulberrybush.org.uk/eventstraining/reflective-supervision-training/


	St Mary’s, Twickenham
	The PG Cert Supervision in Education Supervision 
(applicable to Primary and Secondary teaching staff and aims to provide a reflective space that supports the supervisee’s practice, development and wellbeing) 
https://www.educatly.com/program/630911/education-supervision-in-education-pgcert


	Tavistock and Portman Centre, London
	Supervision for staff working in schools and community contexts: working relationally and reflectively five-day CPD course
(teachers and senior staff working in schools, children’s services, or other care or educational contexts; applied psychologists engaging in supervisory practice in local government, public sector, child, family and adult services and alternative contexts e.g. social enterprises, voluntary and independent private practice)
https://tavistockandportman.ac.uk/courses/supervision-for-staff-working-in-schools-and-community-contexts-working-relationally-and-reflectively-cpd32/





Mother holding the child


Father holding the mother holding the child



Society holding the father who is holding the mother holding the child


The student


The teacher holding the student/s


The employer, holding the teacher, holding the student


The participant, their feelings nd reflections on their journey


Winnicott and object relations.  Depth psychology



Depth pedagogy; the holder of the individuation process and hero's journey



A professional narrative - a journey of temporal curiosity


Support during the teacher training journey- the "what"?


Teacher identity- the "so what"?


Learning from  retrospective reminiscening - the "now what"?



Overarching coding
A professional narrative - a journey of temporal curiosity


The teacher training journey - the "what?"





Learning from  retrospective reminiscening - the "now what?"


Mother holding the child


Father holding the mother, holding the child



Society holding the father, holding the mother holding the child


Mother holding the child


Father holding the mother, holding the child



Society holding the father, the father holding the mother who is  holding the child


The teacher holding the student


The university       holding the teacher, holding the student




Society holding the         university, the university holding the teacher, the teacher holding the student



Data Analyis Process


Transcription


A transcription was generated automatically after each interview and corrections were made by the researcher to ensure accuracy of language. This was shared with participants to check for accuracy.


Familiarisation and noting salient thoughts and ideas of interest across the data set


The research questions, aims and transcriptions were re-read several times. Interview recordings listened to over a period of six months


Explanatory notes made whilst listening to the recordings and rereading the transcripts. Salient comments highlighted in colour coding. Visual aids created in the form of diagrams on flipchart paper. Mind maps created


Themes identified


Mind maps created, synopsis and miniature case studies, more notes in colour coding to identify themes


Relevant themes to address the research questions were noticed, then refined and defined resulting in five main themes.  Themes subsequently presented in the analysis chapter



A professional life memoir 


 Reminiscence


Analytical reminiscence


The learning and future learning


The Encounter


The Conquest


The Celebration


The Crossing



The Past


The Present


The Future


The teacher holding the student


The university holding the teacher, holding the student


Society holding the university holding the teacher, holding the student



The student


The teacher


Learning support


Teaching mentor


Well-being support


The teacher


Student support services



Shadow side


Anger, confusion


Painful, arduous


Boons gathered


Emotional sharing, openness, honesty, emotional attachment


Passionate committment to improvement


Positive influence on current actions


Determination not to repeat



The importance of the interviewer having a space to debrief 


The need to stress the ethical responsibility of the researcher holding the individuation stories of participants


The shadow side of holding participants and the output or consequences of their biographical reflections 


The need for training in interview techniques and listening skills



Pedagogic holding


Provided by a trained external supervisor


holds deep reflections


Safe, collaborative space


  


The supervisee


experiences being held


feels restored and reset





self-development tool


challenged and affirmed


confidential


ethical


develops their internal supervisor (Casement, 1985) 


  







  

   didactic; emotional management and support; to share information, concerns, hopes and feelings; to discuss and manage the emotional and psychological effects of the work; grow and keep growing, to be understood and challenged; review and learn; explore and express feelings; process
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