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Abstract 

 

Universities increasingly rely on innovative teaching as part of their strategic 

objectives. Research on innovative teaching has provided insights into what 

innovative teaching entails, factors affecting staff engagement, and the purpose 

of innovative teaching within higher education. A key shortcoming of the literature 

is that it overemphasises singular meanings of what innovative teaching is. This 

overreliance reinforces the perception of a shared understanding of what 

innovative teaching entails, creating challenges for staff engagement with 

innovative teaching. 

 

My thesis employs phenomenography to investigate the qualitatively different 

ways staff experience innovative teaching within a higher education context. The 

study draws on data from interviews with 16 participants from a research-

intensive university, examining their experiences with innovative teaching. The 

study's findings are presented in an outcome space, which represents variation in 

understanding of innovative teaching. 

 
This variation comprises four qualitatively different and hierarchically inclusive 

ways of experiencing innovative teaching referred to as the categories of 

description (referential aspect) and four dimensions of variation, which illustrate 

how the dimensions of variation are related along common themes (structural 

aspect). 

 
The findings reveal variation in how participants experience innovative teaching, 

ranging from a conception that focuses on teaching methods to more inclusive 

conceptions that emphasise student development. For instance, in Category 1, 

innovative teaching is characterised by newness or difference, whereas in 

Category 4, innovative teaching focuses on student development. In addition, the 

categories of description vary across four dimensions of variation, including the 

role of the instructor. In Category 1, this role is primarily perceived as meeting 

institutional expectations, whereas in Category 4, the instructor's role is seen as 

encouraging lifelong learning. 

 

My thesis makes a range of contributions to the literature on innovative teaching. 

For example, my analysis reveals the diverse interpretations of innovative 
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teaching held by participants, thereby highlighting the need for a shift away from 

singular understandings of this concept. Another contribution to the literature is 

to highlight how staff’s expressed emotions influence their engagement with 

innovative teaching. This contribution demonstrates how the emotional 

resonances of staff experiences with innovative teaching influence their 

engagement with innovative teaching and student-staff relationships. 
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1 Introduction and Background 

 
1.1 Introduction 

This thesis examines staff ways of experiencing innovative teaching. While existing 

research on innovative teaching contributes to our understanding of its impact on 

student learning, there is an overreliance on singular understandings of what 

constitutes innovative teaching. This overreliance arises because the literature 

fails to account for the contextual nature of what constitutes innovative teaching. 

Additionally, some experts and scholars argue that there is a universal 

understanding of what constitutes innovative teaching. In contrast, others believe 

that practitioners already have a clear idea of what innovative teaching entails. 

These views suggest that innovative teaching is understood and interpreted 

uniformly by all individuals, thereby overlooking the existence of varied meanings 

and their potential influence on staff engagement with innovative teaching. 

 

 
There have been calls for the use of innovative teaching and learning methods in 

Higher Education Institutions (HEIs) for the past three decades, with an increasing 

number of policy documents and research studies demonstrating its importance 

and impact on student learning (Lee, 2011; Naz & Murad, 2017; Atherton et al, 

2024; EU Commission, 2020). One set of reasons put forward for driving 

innovative teaching is, for example, creating opportunities for students to apply 

the knowledge they have acquired and equipping them with transferable skills 

valuable for their future careers (Donnelly & Fitzmaurice, 2005; Krišťák et al., 

2014). Another set of reasons is, for example, addressing the perceived mismatch 

between the skills acquired by graduates from HEIs and the skills needed in 

industry, such as creativity, communication, analytical/critical thinking, and 

problem-solving (Teo & Wong, 2000; Tan, 2000). A third set of reasons for this 

drive is the belief that innovative teaching can be used to encourage students to 

learn through real-life problems (EEA, 2020), that innovative teaching practices 

can provide opportunities for personalised learning experiences and support a shift 

from teacher-centred to student-centred learning (Gunn, 2006; Njie–Carr et al., 

2016). The use of innovative teaching has become key, especially as the relevance 

of traditional teaching (teacher–centred approaches, such as lectures) has become 

a constant debate (Struyven et al., 2010; Jones & McLean, 2018), with innovative 
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teaching seen as a necessity rather than a choice. Innovative teaching is therefore 

becoming increasingly popular in HEIs as a way to address the inadequacies of 

traditional teaching (Kember & Kwan, 2000; Wrenn & Wrenn, 2009; Kunnari & 

Ilomäki, 2014) as there is the belief that conventional teaching approaches fail to 

encourage students to question content to what or link it to what they already 

know (Teo & Wong, 2000). 

 

 
To this end, there is a burgeoning literature on utilising innovative teaching. 

Various studies have explored ways innovative teaching can be utilised to equip 

students with these skills (Stern & Huber, 1997; Randi & Corno, 2000; Coates, 

2006; Bryson & Hand, 2007). The strengths of these studies are that they have 

contributed to our understanding of innovative teaching by: 

- Providing characteristics of innovative teaching (Hannan et al., 1999; Jaskyte 

et al., 2009; O’Banion et al., 2011; Walder, 2014; Chou et al., 2018; Kalyani 

& Rajasekaran, 2018; Gilbert et al., 2020; Stasewitsch et al., 2022). 

 
- Identifying factors influencing staff engagement with innovative teaching 

(Feixas et al., 2018; Greener, 2018; Fraser, 2019; Blumenschein & Hannisdal, 

2024) and 

 
- Clarifying the purpose of innovative teaching (Schneckenberg, 2009; 

Towndrow et al., 2010; De los Ríos-Carmenado et al., 2021). 

 
However, a significant shortcoming of these studies is that most (Jaskyte et al., 

2009; O’Banion et al., 2011; Walder, 2014) perceive innovative teaching as being 

universal and singular in meaning or derive meanings from non-empirical studies 

(Hannan et al., 1999; Khurshid & Ansari, 2012; Kalyani & Rajasekaran, 2018; 

Gilbert et al., 2020; Stasewitsch et al., 2022). For example, in studies such as 

Khurshid & Ansari (2012), the authors do not provide meanings of innovative 

teaching but rather provide a list of methods they deem innovative. This approach 

suggests that the meaning of what constitutes innovative teaching is the same 

across all contexts. Similarly, studies such as Gilbert et al. (2020) focus on a 

singular meaning of innovative teaching. 
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While various studies identify ways in which innovative teaching might support 

student learning and skills acquisition (Schneckenberg, 2009; Towndrow et al., 

2010; De los Ríos-Carmenado et al., 2021), they often fail to address the broader 

issue of its varied meanings. Smith (2011) highlights the importance of 

understanding what innovative teaching means. She calls for research that 

explores the understandings of innovative teaching, arguing that it is impossible 

to discuss innovation meaningfully without examining the term's meanings within 

the context of teaching, especially since definitions of what constitutes innovation 

are usually “diffuse and slippery” (Smith, 2011:435). Additionally, Johannessen et 

al. (2001) view the term "innovation" as contested due to the lack of a widely 

accepted definition. They suggest an overreliance on “newness” in defining 

innovation in the context of teaching. This overreliance on the element of 

“newness” is deemed problematic by Hannan (2005), who argues that practice 

hailed as new might actually be an established practice elsewhere. Although the 

literature discusses the challenges associated with the meanings of innovative 

teaching (Johannessen et al., 2001; Hannan, 2005; and Smith, 2011), these 

arguments do not extend to address ways of experiencing innovative teaching by 

practitioners who undertake the actual teaching. Exploring staff ways of 

experiencing innovative teaching is crucial because, as practitioners, they play a 

key role in the success or failure of innovative teaching (Serdyukov, 2017; Manalu 

et al., 2023). 

 

 
Hence, given this shortfall coupled with the challenges and expectations facing 

universities, it seems imperative to explore in depth the meanings practitioners 

ascribe to innovative teaching. This exploration is a first step toward delivering 

teaching that supports student learning and skill acquisition. This thesis, therefore, 

aims to explore the variation in ways of experiencing innovative teaching among 

staff within the context of a university. The various meanings ascribed to 

innovative teaching in the literature are explored in more detail in Chapter 2. 

 

 

This project is based on the conviction that exploring staff ways of experiencing 

innovative teaching is necessary, given their role (Serdyukov, 2017; Manalu et al., 

2023). This study, however, does not aim to provide a universal definition of 
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innovative teaching but instead seeks to identify the commonalities and variations 

in staff experiences; therefore, phenomenography is well-suited to this study. The 

findings of this project are intended to contribute to the literature on innovative 

teaching by examining staff experiences in this area. 

Furthermore, although extensive research has been carried out on university staff 

conceptions of teaching (Samuelowicz & Bain, 2001; Eley, 2006), which have 

helped identify a variety of ways university staff conceptualise teaching. 

Kember (1997), however, argues that despite the variation in descriptions of what 

teaching means, there is a high level of commonality in these descriptions, 

especially as these descriptions can be placed under two main categories, 

“teacher-centred/content-oriented and student-centred/learning-oriented”. 

Similarly, Samuelowicz & Bain (2001) also found that irrespective of the method 

used in studies that examine staff conceptions of teaching, the findings of these 

studies can be structured into two main categories, that is, “teaching–centred” 

and “learning-centred” that operate on a continuum. They argue that the 

descriptions that fall under the “teaching-centred” category tend to focus on 

conveying knowledge, whereas descriptions that fall under the “learning-centred” 

category tend to focus on enabling learning. Studies such as these have 

contributed to and shaped the narrative in the field of higher education on 

university staff conceptions of teaching (Eley, 2006; Entwistle et al, 2000) by 

highlighting the varied meanings ascribed to teaching. 

 

 
While these studies on staff conceptions of teaching have paved the way for 

studies into staff understanding of other aspects of teaching, few studies have 

explored staff experiences of innovative teaching, and even fewer have examined 

differences in meaning (Denholm, 2023). Thus, the focus of this project is to 

explore staff members' experiences of innovative teaching, identifying disparate 

ways of experiencing it and any possible critical variations. 

This study, therefore, employs phenomenography, a framework that provides 

opportunities to explore variations in how a given phenomenon, in this case, 

innovative teaching, is experienced by staff. Ontologically, this research adopts an 

interpretivist perspective, viewing reality as subjective, multifaceted, and socially 

constructed. Epistemologically, I align with Ashwin’s assertion that the world is 
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not known directly but solely through our personal constructs and experiences 

(Ashwin, 2009). These “experiences” represent the essential and indivisible 

relationship between participants of this study and innovative teaching. This view 

of knowledge supports the use of phenomenography for this study. This approach 

will help describe and map the qualitatively distinct ways participants understand 

innovative teaching. In line with phenomenography, the findings of this study are 

presented as an outcome space made of a finite number of categories of 

description (Marton & Booth, 1997; Mimirinis, 2018; Mimirinis et al, 2024), which 

captures the collective meanings of innovative teaching as the focus of the study 

is on the variations in ways of experiencing innovative teaching across the whole 

participant sample rather than the characteristics of individual responses (Tight, 

2015; Mimirinis,2018). 

The research site for this project is Southeast University (a pseudonym). This 

university provides an invaluable context for this study, as it describes itself as a 

university that leads and innovates (Southeast University, 2025). This implies that 

innovation is at the heart of the university's teaching, learning, and research. The 

participants in this study are university staff in various roles. These participants 

have been selected because their roles are crucial in shaping the narrative of 

innovative teaching at the university and the broader higher education sector. In 

this project, I will draw on in-depth interviews with participants to gain insight into 

their experiences of innovative teaching. My analysis of the data will use Åkerlind’s 

(2025) 10-step process and Taylor-Beswick & Hornung’s (2024) guidelines to 

construct an outcome space. In phenomenography, the outcome space represents 

a finite number of qualitatively distinct categories that collectively describe how a 

phenomenon is experienced (Marton & Booth, 1997; Mimirinis, 2018; Mimirinis et 

al, 2024). In this case, how innovative teaching is collectively experienced among 

participants. 

 

 
The rest of the chapter is structured as follows: Section 1.2 focuses on my 

motivation for this study. Section 1.3 outlines the policy context for this study, 

while Section 1.4 addresses the research context. In Section 1.5, I present the 

practice context, and in Section 1.6, I summarise the thesis structure. 
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1.2 Motivation for this study 

My motivation for this research stems from both my passion for teaching and my 

current role. This passion led me to seize the opportunity to start a career in 

teaching in 2010 and has consistently influenced the approaches I adopt in my 

teaching practice, as I believe there is no singular approach to teaching and 

learning. This belief and passion have always driven me to explore ways to make 

teaching engaging and supportive for learners. 

At my previous institution, where I worked from 2010 to 2016, staff were expected 

to be innovative in their teaching, despite the institution's status as a research-

intensive institution and its membership in the Russell Group in the UK and the 

Universitas 21 network. To meet this expectation, I adopted various instructional 

methods to help my students become more effective learners. For example, in the 

business ethics and sustainability module I taught to final-year undergraduate 

students, I used experiential learning through role-play to help students engage 

with the various theories covered. As part of the process, students were presented 

with a business ethics-related news item every fortnight. They were required to 

identify the different stakeholders, the ethical framework they think had been 

violated or upheld in the given case, and to propose alternative solutions from a 

critical perspective. This process allowed students to connect their learning to the 

real world and develop a critical perspective on business ethics. This approach was 

well received by students as the module received one of the highest scores in the 

department in the end-of-semester student teaching evaluations. Also, the 

module’s mean mark improved from 58% in previous years to 60% and above in 

subsequent years. Additionally, students provided positive feedback during the 

department’s student-staff liaison meetings, and my Head of Department always 

commended me. 

 

 

However, when a new Dean arrived, he challenged our teaching methods and 

called for greater staff innovation. After attending various mandatory workshops, 

most staff felt we had learnt nothing new because the methods covered were 

methods, we were already familiar with, had used in our teaching, or were 

currently using. This experience taught me that “innovative teaching” was 

undoubtedly crucial within the institution. However, the challenge was that what 
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innovative teaching meant was not clearly defined on my former university’s 

website; its meaning was elusive, especially as the university website states: 

 

“We use innovative ways of teaching to help students develop skills and experience 
relevant for the future careers. We use relevant case studies and assessment 

methods that ensure students are exposed to the issues that businesses are faced 
with and also give them an opportunity to develop their own thinking and solutions 

that they deem fit.” 

(University website, 2025) 
 

 
This dilemma prompted me to ponder and reflect on what constitutes innovative 

teaching. In 2012, I began reading the literature on innovative teaching to find 

answers to my burning question, “What does innovative teaching mean?” This 

dilemma motivated my enrolment in the PhD in Higher Education, Research, 

Evaluation & Enhancement (HEREE) at Lancaster University, UK. As part of the 

programme, I took compulsory modules in Part One, such as “Connecting research 

and practice”, “Researching Higher Education” and “Enhancing Learning, Teaching 

& Assessment at University”. These modules, among others, helped narrow my 

focus on the problem I wanted to address and the kind of project I wanted to 

undertake. For example, the assessment for the module “Enhancing, Learning, 

Teaching and Assessment at University, required that we examine a contextual 

teaching practice. In this assessment, I focused on a new form of assessment, 

labelled as innovative, that had been introduced in my previous institution. This 

assessment, although new contextually, was a practice I had encountered in the 

past as a student. This piqued my interest in examining what innovative teaching 

meant among staff and students. I, however, chose to narrow the focus to 

meanings held by staff, as I believe it would be worthwhile to know what meanings 

staff, as practitioners, ascribe to innovative teaching. 

 

 
During the programme, I had the opportunity to engage in various conversations 

with other students about their experiences in teaching, learning, and 

assessments, and to undertake primary research as part of the programme's 

assessment structure. Some of these conversations and assessments motivated 

me to explore these subjects within my institution. This exploration encouraged 

me to read articles on teaching, learning, and assessment and to engage in 
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discussions with colleagues. For example, in a conversation with colleagues about 

using experiential learning in my business ethics class, some colleagues perceived 

the approach as innovative. In contrast, others did not think it was innovative, as 

they believed it was just using case studies to teach, which, to them, had been 

around for a while. From these conversations, I realised that there was no unified 

answer to what innovative teaching meant. This kept me pondering what the 

expectations were for staff regarding innovative teaching. This unanswered 

question sparked my curiosity about what innovative teaching meant. 

 

 
After moving to my current institution in 2016 and assuming the role of Director 

of Teaching and Learning (2021-2025) for the Business School, where I oversaw 

all postgraduate taught courses, I encountered various policy documents, 

marketing, and course materials that referenced the term “innovative teaching.” 

As part of the role, I was expected to lead teaching-related development 

workshops to promote innovative teaching practices among staff. I discovered 

that colleagues had different meanings of what innovative teaching entailed. For 

example, coming from a management discipline background, I realised that what 

colleagues perceived as innovative in the Accounting & Finance department was 

not the same as what was perceived as innovative in my department. This lack of 

shared understanding made it challenging to decide among the various ways of 

experiencing innovative teaching, or whether there was a “correct” way of 

experiencing innovative teaching. 

 

 
This study is therefore based on my interest in exploring the various meanings of 

innovative teaching, the different modules I took as part of the HEREE programme, 

and discussions with others on the subject. The findings from this project offer an 

opportunity to explore ways of experiencing innovative teaching and the critical 

variations in those experiences, thereby contributing to the literature on 

innovative teaching. Additionally, given my role in various teaching-related 

activities at the university, these findings can be utilised to develop strategies and 

activities that support staff in their pursuit of innovative teaching. 
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1.3 Research context 

My research is situated within the scholarship of teaching and learning in higher 

education, with a specific focus on innovative teaching. Research on innovative 

teaching aims to highlight its benefits to student learning by exploring the practice 

of innovative teaching and its perceived impact on student learning (Naz & Murad, 

2017; Kalyani & Rajasekaran, 2018; Subramani et al., 2018; Maaß et al., 2019). 

While earlier research primarily focused on teaching methods deemed innovative 

and their effects on student learning, most of these studies have focused on 

specific teaching methods, their implementation and benefits (Khurshid & Ansari, 

2012; Nurutdinova et al, 2016; Adedeji & Rahman, 2018; Puranik, 2020). There 

has been a progression in research from a methods-only perspective of innovative 

teaching to research that explores what innovative teaching entails. For this 

reason, several studies have identified characteristics of innovative teaching and 

innovative teachers that contribute to our understanding of innovative teaching 

(Fatt, 1998; Cachia et al, 2010; Zhu et al, 2013; Walder, 2014). However, there 

are calls for studies exploring innovative teaching to conceptualise the diverse 

faculty experiences of innovative teaching (Smith, 2011; Kopcha et al., 2016). 

Smith (2011) argues that this approach is vital for discussing teaching innovations 

meaningfully. My research, therefore, seeks to explore the diverse ways of 

experiencing innovative teaching among university staff. 

As I elaborate in Chapter 2, my review of the literature on innovative teaching 

identified three key themes. The first theme, which focuses on understanding 

innovative teaching, examines three ways it is understood in the literature. My 

observation of the literature reviewed under this theme shows that several studies 

(Hannan et al., 1999; Kalyani & Rajasekaran, 2018; Gilbert et al., 2020; 

Stasewitsch et al., 2022) on what innovative teaching means stem from non-

empirical data, that is the meanings ascribed to innovative teaching are based on 

personal views held by the authors or provide descriptions/concepts of what 

innovative teaching means. Meanwhile, studies that use empirical data tend to 

focus on singular meanings (Jaskyte et al., 2009; O’Banion et al., 2011; Walder, 

2014; Chou et al., 2018). This shortcoming calls for more empirical studies that 

explore the ways of experiencing innovative teaching, with a focus on the 

differences in experiences. 
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The second theme identified from the literature is factors influencing staff 

engagement with innovative teaching. This theme identified collaboration, self-

efficacy and context, which are discussed as the main factors influencing staff 

engagement with innovative teaching. The literature reviewed demonstrated how 

staff navigate the challenges posed by the research-teaching divide in HEIs. The 

literature suggests that these factors strengthen the relationship between 

teaching and research networks, as they serve as hubs for discussion of both 

research and teaching (Feixas et al., 2018; Greener, 2018; Fraser, 2019; 

Blumenschein & Hannisdal, 2024). A significant strength of this reviewed literature 

is that it highlights ways to create opportunities that foster staff engagement with 

innovative teaching. However, a notable deficit that remains is the extent to which 

the staff’s ways of experiencing innovative teaching influence their engagement. 

This shortcoming calls for studies that explore staff understanding of innovative 

teaching, so that activities aimed at improving engagement with innovative 

teaching are fit for purpose. 

 

 
The third theme identified from my literature analysis is the purpose of innovative 

teaching. From the literature, three primary purposes of innovative teaching were 

identified, along with their potential to achieve various objectives in higher 

education institutions (Schneckenberg, 2009; Towndrow et al., 2010; De los Ríos-

Carmenado et al., 2021). This literature demonstrates how HEIs leverage 

innovative teaching to enhance institutional reputation. Despite these key 

findings, a significant shortcoming identified in this literature is the lack of clarity 

about how staff’s ways of experiencing innovative teaching influence the purpose 

they hope to achieve. Understanding these ways of experiencing is fundamental 

in identifying opportunities for HEIs to reap institutional benefits from staff 

innovative teaching practice. 

 

In summary, by addressing the three themes identified in the literature reviewed 

in Chapter 2 and the shortcomings, my study aims to explore how university staff 

understand the term “innovative teaching” using phenomenography. This 

approach will help uncover variations in ways of experiencing —an underexplored 

perspective. Adopting this approach also addresses Smith’s (2011) call to 

contextualise the meaning of innovative teaching, as the social and geographical 
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context is crucial in determining what constitutes innovative teaching, especially 

as what is innovative in one discipline might be the norm in another. 

 

 
1.4 International and national policy context 

This project engages with global, national, and institutional policy domains that 

seek to address the need for innovative teaching. Within the field of education, 

there has been a growing global interest in teaching policies, as policymakers 

recognise the potential of innovative teaching to address the needs of a rapidly 

changing world (Ferrari et al., 2009). Adding to this interest are the calls from 

organisations such as UNESCO and the OECD for education to be adaptable. For 

example, one of the key focus areas at the 2025 World Summit on Teachers, 

organised by UNESCO, was innovation and inclusion, that is, “exploring new ways 

to approach education” (UNESCO,2025). Again, the OECD argues that today’s 

graduates are entering a highly dynamic job market, marked by increasing 

uncertainty, accelerated change, greater risk, and a fundamental shift towards 

interdisciplinary working. Therefore, it calls for university education to provide the 

skills needed to succeed in this dynamic environment (Hoidn and Kärkkäinen, 

2014). 

 
Within the EU (European Union), education and training are regarded as essential 

for member states to enhance their competitiveness in economic and social terms 

(EC, 2008). Discussions among member states recognise the potential of 

innovative teaching to achieve these goals. As part of this process, member states 

are encouraged to develop evidence-based education policies that promote 

innovative teaching approaches to support the development of learners' skills. 

Various government initiatives encourage teachers to adopt and share innovative 

teaching methods that prepare students for modern challenges (Peterson et al., 

2018) and ensure inclusive education (UNESCO, 2020). As this sentence suggests, 

innovative teaching is often tied to other agendas and phrases, in this case, 

including “inclusive education,” as indicated by UNESCO (2020). An example of 

such an EU-supported initiative is Creating New Learning (CNL), which aims to 

“encourage the development, implementation and dissemination of innovative 

teaching and learning practices in the EU’s neighbouring countries” (ETF, 2025). 
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In its 2009 policy document on innovation and creativity among member states, 

the EU defines innovative teaching as 

 

“… the process leading to creative learning, the implementation of new methods, 

tools and contents which could benefit learners and their creative potential.” 

 
A strength of such work is establishing a definition of innovative teaching and 

recognising an outcome for learners. Yet such work assumes that implementing 

something new is automatically beneficial for learners and equates innovative 

teaching with “newness”, thereby overlooking other aspects of innovative teaching 

that might exist. 

 
Additionally, various policy documents highlight the value of innovative teaching, 

leading to a surge in governments and governing bodies investing in teaching-

related projects to enable it. For example, within the EU, funding is available for 

various education projects through schemes such as Erasmus+, Horizon Europe, 

ESF+, and the Digital Education Action Plan (EU Commission, 2025). As part of 

this drive, the EU offers an innovative teaching award that celebrates the 

transformative teaching practices of staff and institutions, aimed at building a 

brighter European education for its citizens (EEA, 2025). 

 

Furthermore, various countries have policies encouraging higher education 

institutions to innovate in their teaching, viewing this as a way to equip graduates 

with the skills needed to address the new challenges facing societies. For example, 

in countries such as Finland, Sweden, and Denmark, as part of government policy, 

universities are expected to revamp curricula, teaching methods, and learning 

environments through teaching innovations supported by digitalisation. For 

example, the Danish policy document on education states, 

 

“Working with innovation in teaching poses demands on pedagogical practice – a 

practice incorporating the concepts of creativity and innovation. Innovative 

teaching demands new modes of thinking. Learning related to the development 

of competencies for innovation draws on many well-known methods and forms 

of work, for instance, brainstorming, feedback, reflection, casework and project 

work. What is new is that these types of work are organised in a systematic 

structure directing the processes of learning” 

(Ministry of Education 2011, section 3) 
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The strengths of such work include recognising the various activities that 

constitute innovative teaching and acknowledging the need to transition from ad 

hoc use of innovative teaching to deliberate, cohesive teaching. Additionally, it 

establishes the need for a shift in mindset, recognising that innovative teaching 

involves more than just the tools the teacher uses; it encompasses how they think 

and teach. Yet such work tends to overlook the changes that may occur during the 

process, as well as their outcomes, such as shifts in staff roles and disciplinary 

norms. 

 

Similarly, in the UK, which is the setting for this project and will therefore be 

covered in more detail, the language of innovation is becoming increasingly 

influential in educational policy (Universities UK, 2023). This trend gained 

significant traction in the UK following the 2008 'Innovation Nation' report from 

the then Department of Innovation, Universities and Skills (DIUS). The report 

argued that for the UK to thrive, it must become more innovative, positioning 

education as central to this shift. Specifically, it asserted that learners need to 

cultivate a more enterprising and innovative mindset (DUIS, 2008). Also, policies 

calling for higher education institutions to equip graduates with key employability 

skills that employers deem lacking, as well as the establishment of the Office for 

Students (OfS) in 2018, following the passage of the Higher Education and 

Research Act (2017), have contributed to this heightened interest. It must be 

noted that the jurisdiction of the OfS is, to some extent, limited to English 

universities, as other universities registered in Wales, Scotland, and Northern 

Ireland have their own governing bodies. 

 
The OfS, supported by government policy, acts as a regulator of English 

universities. Their primary objectives include helping students access, succeed in, 

and progress from higher education; ensuring students receive a positive learning 

experience; enabling them to progress into employment or further education; and 

providing students with value for money (OfS, 2022). Additionally, the 

responsibilities of the OfS include administering the Teaching Excellence 

Framework (TEF), introduced in 2017/2018, as well as ensuring that universities 

in England meet the B3 conditions (a requirement for English higher education 

providers to deliver successful student outcomes that employers recognise or 

enable further study). Failure to meet these conditions may result in financial 
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penalties or deregistration. Additionally, the OfS also funds various initiatives that 

inspire new practices and innovations, providing opportunities to learn and share 

good practice (OfS, 2022). 

 

In its policy documents, the OfS suggests that it supports innovative teaching 

through a principles-based approach, allowing English universities to innovate 

freely while meeting minimum regulatory requirements (OfS, 2022; Fleming, 

2025). As part of this approach, the focus is on using innovative teaching as a 

means to achieve successful outcomes for all students. The key strengths of this 

perspective are that it encourages experimentation by not being prescriptive, 

whilst focusing on student outcomes and allowing institutions to focus on context-

driven practice. Despite these strengths, a significant weakness lies in the 

ambiguity and uncertainty for practitioners. This lack of guidance leaves 

institutions and practitioners burdened with interpreting which principles are 

accepted within the regulatory requirements, resulting in differing interpretations 

and uncertainty. 

 
Furthermore, various UK HEIs have their own policies governing the use of 

innovative teaching to achieve successful outcomes. Some of these policy 

documents state: 

 
“Innovation is one of the key pillars that support our teaching and learning. 

We’re applying it to our pedagogy, in our approach to scholarship, in the policies 

that shape our work and in the technology that we implement. We are 

embedding innovation across all subject areas. The University nurtures and 

fulfils ambitions and prepares our students for an ever-evolving world. We 

design innovative pedagogies and curricula underpinned by technology, widen 

access locally and globally and eradicate achievement gaps.” 

(University of York, 2025) 

 

“We will review our curriculum and create more space for innovation in 

education, for multidisciplinary activities and for students’ engagement with 

teachers, with each other, and with the world outside. We will create 

opportunities for students to actively shape innovation in learning and teaching, 

also putting them at the heart of our strategy. We will develop novel ways to 

work in partnership with students, enable them to co-create innovative teaching 

practices, and employ them as teaching assistants in classrooms and in online 

and digital education communities.” 

(Imperial College London, 2017) 
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These excerpts demonstrate a shift in policy by many HEIs towards highlighting 

the role of innovative teaching in their strategic objectives and meeting the 

expectations set by the OfS regarding student outcomes. Also, these policies 

provide opportunities for HEIs to produce graduates who are creative and can 

think critically, analytically and solve problems, as knowledge is no longer seen as 

an end but a means to creating better problem solvers and encouraging lifelong 

learning (Neo & Neo, 2001; Töytäri et al, 2016; Universities UK, 2023). Although 

various initiatives and policy documents aim to bolster opportunities for innovative 

teaching in higher education institutions, one area where such policies are lacking 

is a clear understanding of what constitutes innovative teaching, particularly one 

that considers how ways of experiencing innovation are often context-dependent. 

ETF (2025) acknowledge this view by stating that “context is essential. What is 

common practice in one country might be innovative in another.” With this in mind, 

it seems appropriate to explore the ways of experiencing innovative teaching to 

deepen our understanding of what it entails. 

This project is therefore apt because it explores how innovative teaching is 

experienced within the university context from the perspectives of those who 

teach (practitioners) and those who influence teaching policy (policymakers). This 

choice of participants is appropriate because their insights are expected to 

significantly contribute to the practical and strategic policy context of teaching in 

general, and particularly to innovative teaching. Additionally, this project responds 

to UNESCO’s call for discussions and dialogue on policy alignment and the 

advancement of pedagogical practices (UNESCO, 2025). 

 

 
1.5 Institutional policy and practice context 

 
The practice context for this study is the entire institution of a research-intensive 

university, referred to as Southeast University (a pseudonym for the research 

site). It was founded in 1961, following the granting of a Royal Charter. The 

institution comprises four faculties, each consisting of a mix of schools, 

departments, and subject areas. This approach is viewed as offering opportunities 

for interdisciplinary learning and development in both research and teaching. The 

University has 17,765 students (2023-24 full-time equivalent figures), of whom 

around 22% are postgraduates. The student population is split: 69% are home 

students and 31% are international students. 
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Southeast University positions itself as being innovative and a leader. As part of 

its positioning and mission to address global issues, Southeast University seeks to 

foster a culture of innovation and leadership through its courses. The courses 

offered by Southeast University place a high level of importance on nurturing 

innovation through exciting and challenging teaching approaches, as outlined in 

Southeast's teaching and learning policy statements. However, a challenge for 

staff is the lack of clarity on the relationship between innovation and teaching, nor 

how Southeast University interprets innovation or how it should be evidenced in 

staff's teaching practice. Additionally, such policy statements do not define what 

constitutes innovative teaching, which could be a two-edged sword. On the one 

hand, it encourages flexibility for individual interpretation and contextual 

relevance. Still, it also suggests the problematic assumption that innovative 

teaching is universally defined, which may lead to confusion and ambiguity among 

staff. 

This stance, therefore, requires that staff are equipped with the requisite skills 

needed to deliver teaching that is exciting and challenging to students. Hence, the 

University offers multiple teaching-focused development opportunities to staff. For 

example, within three years of joining Southeast University, staff are required to 

enrol in one of two Advance HE accredited courses. These courses aim to enhance 

the teaching delivered by staff and to promote innovative teaching practices, as 

outlined in the grade descriptor below. On successful completion, staff on the 15-

credit programme achieve Associate Fellowship status with Advance HE, and those 

on the 60-credit programme achieve Fellow status. 

 
“Distinction: Work exhibits excellent levels of knowledge and understanding 

with an extensive range of critical reading and engagement with the UKPSF 
embedded throughout. Often including original insights that are likely to be 

useful if disseminated to others as examples of good practice or teaching 
innovations.” 

(Southeast University PGCertHE Handbook, 2018) 

 
Again, although staff are expected to be innovative in their teaching to be awarded 

a distinction, as per the descriptor above, the course handbook does not provide 

a definition or guidance on what constitutes an example of teaching innovations. 

This lack of definition could lead to uncertainty and confusion among colleagues 

enrolled in the course, as a practice perceived as innovative in one department or 

faculty might be the norm in others. 
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Additionally, although Southeast University has an Education Enhancement unit 

whose remit is to disseminate and embed best practice in all aspects of teaching, 

learning and assessment, it does not have any guidance on what constitutes 

innovative teaching. The unit also works to deliver web-based guidance, 

workshops, and seminars to foster a range of University-wide networks and 

initiatives that support pedagogical practice, professional recognition, and the 

scholarship of teaching and learning. It also provides one-to-one guidance, 

bespoke workshops, and staff training. 

 

Furthermore, each faculty is assigned a dedicated Academic Developer whose role 

is to provide guidance and support to staff on the following: 

 

• Pedagogic advice and support for curriculum design, best practice and 

innovation in teaching, learning and assessment. 

• Support for the development of Scholarship of Teaching & Learning across 

the university. 

• Lead on institution-wide projects for educational enhancement. 

 
Southeast University also offers various funding and award schemes designed to 

foster innovation through teaching. For example, one of such schemes awards 

successful projects a sum of £ 5,000 to be used towards a 

teaching/learning/assessment initiative. 

 

Despite these efforts, during my term as Director of Teaching and Learning, I 

realised a relatively lower uptake among staff in voluntary teaching-related 

activities. Conversations with colleagues made it apparent that some of the 

teaching-related workshops were not seen as value-adding to staff. In some of 

these conversations, colleagues mentioned that when sessions are advertised as 

supporting staff to be innovative in their teaching, some have not been useful. 

These views motivated me to explore what innovative teaching meant to staff. 

This approach would foster shared understandings of innovative teaching within 

the university context and support the development of workshops to nurture it. 

Again, this approach seems key, as although the university has resources designed 

to help staff's innovative teaching practices, most policy documents and 
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developmental initiatives do not provide guiding principles on how the university 

perceives innovative teaching, which could lead to widespread apathy among staff. 

 

 
1.6 Research question 

As discussed above, my aim in this project is to explore participants' collective 

ways of experiencing innovative teaching. The motivation for this study stems 

from my experience that staff are encouraged to pursue innovative teaching, yet 

their understanding of what this entails remains unsatisfactory. This dilemma led 

me to explore the concept of innovative teaching in the literature, as discussed in 

Section 1.2. Although my reading of various literature provided some 

understanding of what innovative teaching means, a significant shortcoming of 

these studies is that most (Jaskyte et al., 2009; O’Banion et al., 2011; Walder, 

2014) provide meanings that focus on singular meanings of innovative teaching 

and others such as Khurshid & Ansari, (2012), Kalyani & Rajasekaran (2018), 

Gilbert et al., (2020) provide meanings of innovative teaching based on personal 

judgements or concepts that they believe depict innovative teaching. Additionally, 

given the contextual nature of innovative teaching (Smith, 2011), it is appropriate 

to explore ways of experiencing it in a university context. 

 
To achieve this, I have chosen phenomenography, a methodology explicitly suited 

for investigating the qualitative variation in how a phenomenon is experienced 

collectively within a group (e.g., Åkerlind, 2005; Denholm, 2023; and Mimirinis & 

Ahlberg, 2021). 

 
Phenomenography has been used extensively to explore staff conceptions of 

teaching, as this approach provides an avenue for participants to reflect on their 

experiences (Ramsden, 2003; Eley, 2006) as well as provide opportunities to 

uncover a “hierarchy of expanding awareness of the range of aspects which 

constitute university teaching” (Åkerlind, 2003:387). Åkerlind (2003) argues that 

the nature of phenomenography shifts the focus from the individual to the 

collective, thereby allowing for conceptions that are not just a set of different 

experiences but a collective representation of patterns of variations that are 

logical, hierarchical, holistic, and inclusive of the phenomenon under investigation. 
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As discussed in Chapter 3, adopting phenomenography directly shapes the 

research question, requiring it to investigate ways of experiencing (Mimirinis and 

Ahlberg, 2021) and variations in experience (Åkerlind, 2025). This core concept 

of variation is key because it represents the search for the critical distinctions that 

reveal qualitatively different ways in which participants experience innovative 

teaching (Åkerlind, 2025). Therefore, the research question for this study is: 

 

What are the qualitatively different ways of experiencing innovative 

teaching among staff within the context of a University? 

 

 
 

 

 
1.7 Thesis overview 

In addition to this introductory chapter, this thesis has six other chapters 
structured as follows: 

 

 

Chapter 2 is a review of the literature on innovative teaching. The review provides 

an overview of key debates, questions and research that shape the context of this 

study. It explores the literature on innovative teaching and identifies three key 

themes: understandings of innovative teaching, factors influencing staff 

engagement with it, and its purpose. 

 
Chapter 3 presents the theoretical framework for this study. Here, I discuss the 

ontological and epistemological underpinnings of this study, as well as my choice 

to adopt phenomenography. An overview of phenomenography and its 

fundamental characteristics is discussed with a particular focus on its 

implementation and implications for my research. I also drew on examples from 

other phenomenographic studies to illustrate the approach's strengths. In 

addition, an example of an outcome space from the literature is presented to 

emphasise its centrality in phenomenographic studies such as this project. 

 
Chapter 4 provides a detailed overview of the research design employed in this 

study. This includes a discussion of the research site, insider research, participant 

recruitment and selection, data collection methods and data analysis. Additionally, 
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the considerations and actions taken to ensure research quality, as well as the 

ethical principles that guided the research, are discussed. 

 
Chapter 5 presents the findings of my study, specifically the outcome space, 

which comprises four categories of description and four dimensions of variation. 

Each category of description offers a distinct way of experiencing innovative 

teaching and its constituent critical aspects, highlighting the qualitatively different 

ways in which research participants experience innovative teaching. The 

description also illustrates how the dimensions of variation vary across the 

categories of description, as well as the structural relatedness that connects the 

categories within each dimension. 

 
Chapter 6 presents a comprehensive discussion of the findings from Chapter 5 

and explores how they address my research question. Most importantly, this 

chapter demonstrates how the research findings contribute to the literature on 

innovative teaching. 

 
Chapter 7, the final chapter, concludes the thesis with a reflection on the study’s 

primary contributions and areas for future research, an acknowledgement of its 

limitations, and a discussion of its implications for policy and practice. 
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2 Literature review 

 
2.1 Introduction 

This literature review aims to synthesise existing research on innovative teaching 

and to demonstrate how my research is grounded in this body of work. The 

literature has been critically reviewed to identify potential areas where this study 

can contribute and to shape its research questions. 

 
This Chapter presents and discusses the prominent themes identified in the 

literature. Section 2.2 is a discussion of the literature search strategy and analysis 

employed for this review. Section 2.3 addresses the first theme (understandings 

of innovative teaching) identified in the literature. Section 2.4 focuses on the 

second theme (factors influencing staff engagement with innovative teaching), 

while Section 2.5 explores the third and final theme (the purpose of innovative 

teaching). 

 

 
2.2 Literature search strategy 

The literature search strategy employed in this study is based on the work of Booth 

et al. (2021) and Galvan & Galvan (2016). This strategy was selected to maintain 

a clear focus and establish a basis for the study’s contribution. The literature 

review began by scoping for research on teaching within the context of higher 

education. Through this process, I became aware of a body of literature on the 

conceptions of teaching, which I considered useful for my work because of the 

focus of the studies and the methodological approach adopted. This work on the 

conceptions of teaching has been prominent, and some examples include studies 

such as Prosser et al. (1994), on ways teachers experience and conceptualise 

teaching and learning; Samuelowicz & Bain (1992; 2001), on conceptions of 

teaching, Kember et al. (2001) on conceptions of good teaching and Trigwell et 

al. (2005), on ways in which teachers experience change in their understanding 

of the subject matter they have recently taught. A key contribution of these 

studies to the field of higher education is that they have provided opportunities to 

uncover a “hierarchy of expanding awareness of the range of aspects which 

constitute university teaching” (Åkerlind, 2003:387) 
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However, in the end, I decided not to focus on analysing literature on conceptions 

of teaching because although my research is located in the field of teaching, I 

wanted my review of the literature to focus on innovative teaching in particular, 

as I believe this approach would help my understanding of what is already known 

about the subject and how my literature can contribute to this aspect of teaching. 

 
With this in mind, I scoped for literature that focused on staff experiences with 

innovative teaching practices, as this aligns with the focus of this study. The scope 

generated literature that described innovations in non-HE settings and innovations 

in general. I therefore chose to discount literature in non-HE settings, as my 

scoping of the literature in these settings revealed a heavy focus on describing the 

integration of technology and tools used to improve learning outcomes. 

 
Additionally, the majority of the literature did not provide a narrative explaining 

what made these teaching approaches innovative. Therefore, to discount these, 

I focused my search on studies within Higher Education that sought to understand 

the experiences of innovative teaching among teaching and non-teaching staff. 

Defining my scope helped clarify the key search terms for the literature search 

and the inclusion and exclusion criteria. My search, therefore, focused on studies 

that explored the meaning and experiences of innovative teaching from the 

perspectives of both teaching and non-teaching staff, as this is the research area 

to which I intend for this study to contribute. 

 
I searched the ERIC database using the search term “innovative teaching” to 

identify relevant literature, generating 454 results. The term “Higher Education” 

was selected in the educational level tab to streamline the results and ensure 

relevance. Results were then restricted to peer-reviewed journal articles. This 

narrowed the results to 204. The abstracts for these results were exported to 

Excel, where each abstract was read to determine its relevance to my study. The 

inclusion and exclusion criteria adopted were based on focus and context. Hence, 

these studies were excluded if they focused solely on describing a teaching 

intervention or were set in a context other than Higher Education. Studies that 

described teaching interventions were excluded because the majority of these 

studies were descriptive in nature and focused heavily on the types of 

interventions implemented, rather than their impact on student learning. Again, 
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studies not set in higher education were excluded because they had a heavy focus 

on describing technology integration and tools to improve learning outcomes. 48 

studies were subsequently identified as being appropriate for my research. I also 

employed the snowball method of reviewing references in the selected literature, 

identifying 12 additional studies. As part of the snowball process, I also identified 

various theses that explored innovative teaching and one that used the same 

methodology as my study. Given the similarity in focus and methodology, I believe 

this thesis is relevant to include in my review of the literature. In total, this 

literature review encompasses 60 studies pertinent to my research. 

 
2.2.1 Analysing the literature 

The selected studies were read several times to identify the arguments presented 

in them. My review focused on identifying studies that explore the experiences 

and meanings of innovative teaching within the higher education sector. 

 
As part of the analysis, I conducted a thematic analysis by categorising the key 

arguments, findings, agreements, and disagreements across the articles. Several 

themes were identified and later refined into three main themes. I chose to focus 

on these three themes because they were extensively discussed in the literature 

and aligned with the focus of my study, helping to identify areas where my 

research can contribute and facilitating connections between the articles and my 

research. Additionally, focusing on these three themes is relevant because a 

relationship exists between understanding, engagement, and purpose. In other 

words, how innovative teaching is understood shapes the purpose and drives 

engagement. The three themes identified from the literature review are: 

 
Theme 1: Understandings of innovative teaching 

Theme 2: Factors influencing staff engagement with innovative teaching 

Theme 3: Purpose of innovative teaching. 

 

In Section 2.3, I present Theme 1 and its sub-themes. Section 2.4 covers Theme 

2, and its relevant sub-themes, and Section 2.5 covers Theme 3 and its relevant 

sub-themes. 
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2.3 Theme 1: Understandings of innovative teaching 

As discussed in Section 2.2.1, the first theme focuses on how innovative teaching 

is understood in the literature. This theme was dominant in the literature 

reviewed, and a strong narrative emerged that debates and interrogates what 

constitutes “innovative teaching.” The literature aimed to provide various 

meanings of innovative teaching or improve existing ones, with a focus on 

deepening our understanding and providing opportunities for the advancement of 

teaching in Higher Education Institutions (HEIs). Given the prevalence of this 

theme in the literature, it seems appropriate to critically examine the arguments 

presented therein. Within this theme, innovative teaching was presented in the 

literature as new, transformative and multidimensional. 

 
This section examines these understandings and provides a critical review of the 

literature, drawing on 28 of the 95 studies selected for the literature review. 

 

 

 
2.3.1 Newness 

The first way of understanding identified in the literature is the focus on newness, 

which the literature presents as a fundamental aspect of innovative teaching 

(Fraser, 2019; Denholm, 2023). This view of newness relates to any teaching-

related activity regarded as new within a particular context (Hannan et al., 1999; 

O’Banion et al., 2011; Chou et al.,2018; Stasewitsch et al., 2022) or adaptation 

of existing ideas and methods (O’Banion et al., 2011; Gilbert et al., 2020). The 

literature suggests that the context in which newness occurs can be a situation, 

course, department, or institution (Silver, 1999; Tapalova et al., 2024). These 

activities, however, should be planned rather than accidental and intentionally 

designed (Silver, 1999) to enhance student learning and development (Chou et 

al., 2018). 

 
The presentation of innovative teaching as newness in the literature contributes 

to our understanding of the concept. It supports the view that something new to 

the teacher, students, or discipline can be understood as innovative. However, the 

literature classifies this understanding of innovative teaching as being 

foundational, as it pays minimal attention to different ways of understanding what 
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innovative teaching means (Fraser, 2019; Stasewitsch et al., 2022). This is 

because innovative teaching is not just about using a novel or improved 

process/method, as what might be new to one set of individuals might not be to 

another set, given that disciplinary differences might influence the perception of 

what is new (Smith, 2012; Walder, 2014; Khayati & Selim, 2019). 

 
Gilbert et al. (2020:126) also caution against the overreliance on “newness” in 

defining innovative teaching. They argue that “newness” is a complex term as it 

depends on “context, identities and beliefs”; therefore, it would be beneficial to 

consider innovative teaching as a process rather than an outcome. Johannessen 

et al. (2001:21) disagree with labelling “newness” as a complex term, as they 

believe the complexity does not lie with the term itself, but rather with the 

question of “what is new, how new and new to whom”. 

 
These studies offer valuable insights into innovative teaching methods. However, 

our current understanding of this "newness" largely stems from non-empirical 

data (Hannan et al., 1999; Kalyani and Rajasekaran, 2018; Gilbert et al., 2020; 

Stasewitsch et al., 2022). Conversely, empirical studies tend to 

highlight similarities in understanding (O’Banion et al., 2011; Chou et al., 2018). 

This disparity highlights a clear need for further empirical research to deepen our 

understanding of innovative teaching, as the literature is unclear about who 

understands what is new, thereby contradicting the emphasis in the literature on 

the contextual nature of newness. 

 

2.3.2 Transformative 

Transformative is another way innovative teaching is understood in the literature. 

This understanding relates to its ability to transform students and help staff 

achieve their goals (O’Banion et al. 2011). The literature suggests that 

transformation occurs through increased student engagement, motivation, and 

skills development (Jaskyte et al., 2009; Chou et al., 2018), as well as by fostering 

lifelong learning (O’Banion et al., 2011). Transforming students can be achieved 

by aligning the development of students’ creative thinking skills with improved 

learning outcomes (Chou et al., 2018; Kalyani and Rajasekaran, 2018). However, 

the literature argues that staff ought to be fully committed to these goals for 

transformation to occur (Fraser, 2019), as there might be a need for staff to 
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challenge their beliefs about teaching (Kalyani and Rajasekaran, 2018), which can 

be daunting, especially if it contradicts disciplinary norms (Khayati & Selim, 2019; 

Averill & Major; 2020). The transformative nature of innovative teaching can be 

harnessed through technology and experiential learning to create engaging 

learning experiences (van der Rijst et al., 2019), thereby changing the style and 

method of teaching (Kalyani and Rajasekaran, 2018). 

 
This perspective in the literature offers an alternative way of understanding 

innovative teaching by shifting the focus away from novelty and assumes that 

innovative teaching leads to improvement (Jaskyte et al., 2009; Chou et al., 2018; 

Kalyani and Rajasekaran, 2018). However, the literature argues that improvement 

in student learning and development is not always a guaranteed outcome due to 

competing assumptions and priorities within HEIs, as well as evidence suggesting 

that not all teaching innovations result in improvement (Karavas-Doukas, 1995, 

2014; Hannan and Silver, 2000; Serdyukov, 2017). 

 
Although the studies highlighting the transformative nature of innovative teaching 

contribute to our understanding by emphasising its transformative nature (Jaskyte 

et al., 2009; Chou et al., 2018), one shortcoming of these studies is that the 

methodology adopted in studies such as Jaskyte et al. (2009) and O’Banion et al. 

(2011) does not fully explain how the similarities in understanding were achieved. 

The findings seem to operate on the assumption that participants’ meanings of 

the free list items, such as “transformative”, often presented to participants as list 

items, hold the same meaning. Smith (2011:434) suggests this assumption is 

problematic as the meanings people ascribe to innovative teaching are “diffuse 

and slippery.” This shortcoming, therefore, emphasises the need to explore 

innovative teaching using different methodologies. 

 

2.3.3 Multidimensional 

Multidimensional is another way innovative teaching is presented in the literature 

(Jaskyte et al., 2009; Walder, 2014; Denholm, 2023). The literature suggests that 

innovative teaching cannot be understood as being singular, as it encompasses 

several elements (Jaskyte et al., 2009; Walder, 2014; Naz and Murad, 2017). For 

example, Walder (2014) identified seven notions of innovative teaching, which she 

characterised as a cyclical process that helps staff improve teaching quality by 
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supporting students to understand the discipline, thereby fostering success. Other 

elements, such as instructors’ personalities, classroom culture, student-faculty 

relationships, teaching methods, and outcomes, are identified in the literature as 

contributing to this understanding (Naz and Murad, 2017; Maaß et al., 2019). 

Recognising this multidimensional nature of innovative teaching provides 

opportunities for teaching to be adapted to address student needs through staff 

reflection (Denholm, 2023). 

 
Denholm’s (2023) doctoral thesis is a key study that explored this 

multidimensional understanding of innovative teaching. As mentioned in Section 

2.2, this study is relevant as it guided my research and examined the variation in 

the meaning of innovative teaching using phenomenography, the same 

methodology used for this study (See Chapter 3 for a discussion on 

phenomenography). Denholm (2023) analysed data from 13 academics and 

identified eight qualitatively different categories of how staff experience innovative 

teaching. These eight categories are grouped into what Denholm terms a 

“compound outcome space” (Denholm 2023:95). These categories represent two 

main aspects: teaching and assessment activities, and novelty, denoting how 

participants experienced innovative teaching. Denholm (2023) discovered that 

participants experienced novelty in innovative teaching as “different to what we 

normally do, new to the context, new to me.” By highlighting the different aspects 

of novelty, Denholm (2023) demonstrates the existence of internal and external 

focus on how novelty is experienced. She attributes “different to what we normally 

do, new to the context” as being external, as it is context-dependent, and “new 

to me” as being internal, as it relates to the individual. Within the context of 

teaching and assessment activities, Denholm (2023) identifies ways in which 

participants enact innovative teaching, including through teaching and assessment 

activities, pedagogic alignment, personal creative development, and ethos. These 

findings demonstrate the multidimensional nature of innovative teaching and the 

variation in meanings among practitioners. 

 
The existing body of research makes valuable contributions to our understanding 

of innovative teaching, revealing its multidimensional nature and how it 

encompasses various interconnected elements (Jaskyte et al., 2009; Walder, 

2014; Naz and Murad, 2017). Recognising this multidimensionality allows for a 



40  

deeper understanding of what innovative teaching entails. Although studies by 

Jaskyte et al. (2009) and Walder (2014) demonstrate the multidimensional nature 

of innovative teaching, these studies focus heavily on the similarity in meaning. 

Also, the findings of these studies depict a process aimed at improving teaching 

rather than the meanings of innovative teaching itself. Additionally, while 

Denholm’s (2023) offers valuable insights into innovative teaching by examining 

variations in meaning, it does not account for the perspectives of other 

stakeholders. 

 

2.3.4 Summary 

In summary, the literature reviewed in this section presents a range of insights 

into innovative teaching. Yet a crucial shortcoming is that these insights primarily 

stem from non-empirical data (Hannan et al., 1999; Kalyani and Rajasekaran, 

2018; Gilbert et al., 2020; Stasewitsch et al., 2022), while empirical studies tend 

to highlight similarities (Jaskyte et al., 2009; O’Banion et al., 2011; Walder, 2014; 

Chou et al., 2018). This imbalance means we are missing opportunities to explore 

the full spectrum of existing understandings, thereby limiting our comprehension 

of innovative teaching. 

 
Therefore, while previous studies have certainly advanced our knowledge, it is 

essential to empirically explore staff ways of experiencing innovative teaching, 

with a particular focus on differences. This approach promises to deepen our 

understanding, as Denholm (2023) demonstrated by showing how acknowledging 

variations in meaning can provide a framework to support staff in implementation 

and reveal the truly multidimensional nature of innovative teaching. 

 
Additionally, the methodology adopted in studies such as Jaskyte et al. (2009) and 

O’Banion et al. (2011) does not fully explain how the similarities in understanding 

were achieved. Their findings appear to assume that participants’ meanings of the 

free list items used in their studies are uniform. Smith (2011:434) suggests this 

assumption is problematic as the meanings people ascribe to innovative teaching 

are “diffuse and slippery.” 

 
To address these shortcomings, my study does not aim to define innovative 

teaching principles but to explore staff members' ways of experiencing the term 
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“innovative teaching” through phenomenography, uncovering underexplored 

variations in experience. Adopting this approach also addresses Smith’s (2011) 

call to contextualise the meaning of innovative teaching. Smith (2011) argues that 

contextualising the meaning of innovative teaching is necessary, as the social and 

geographical context influences what constitutes innovative teaching, especially 

since what is innovative in one discipline may be the norm in another. Therefore, 

exploring variations in experiences within the university context will contribute to 

our understanding of innovative teaching, enrich the discussion on innovative 

teaching, and support the development of interventions that aid staff in their 

teaching (Stasewitsch et al., 2022). 

 
Finally, although phenomenography has been used to explore the ways of 

experiencing teaching in general (Samuelowicz & Bain, 2001; Eley, 2006), limited 

research uses phenomenography to explore variations in ways of experiencing 

innovative teaching. Denholm’s (2023) study particularly inspired me, as it 

examined differences in innovative teaching and addressed a critical gap in the 

literature. The use of phenomenography in Denholm (2023) provided me with the 

inspiration to undertake a similar investigation in a new context aimed at 

expanding the findings of Denholm (2023). However, although Denholm (2023) 

explores variation in meaning and makes a valuable contribution to the literature 

on innovative teaching, the study overlooks the perspectives of other 

stakeholders. Hence, though my research is similar to Denholm’s (2023), it is 

distinctive because my study includes the perspectives of different stakeholders, 

such as policymakers and staff developers, who are equally important in shaping 

the narrative of teaching (Kopcha et al., 2016). Especially as research (Findlow, 

2008; Whitworth, 2012) suggests that policymakers play a vital role in advancing 

innovative teaching in Higher Education Institutions, their voices must contribute 

to the narrative shaping our understanding of innovative teaching. 

 
Considering this, my study aims to recruit academics and policymakers to explore 

variations in how they experience innovative teaching. 

 
Section 2.4 discusses the second theme identified from the literature review. This 

theme examines the factors that influence staff engagement with innovative 

teaching. 
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2.4 Theme 2: Factors influencing staff engagement with innovative 
teaching 

As discussed in Section 2.2.1, the second theme, which is prominently addressed 

in the selected literature, focuses on factors influencing staff engagement with 

innovative teaching. Besides its prominence in the literature, this theme is relevant 

to my research, which explores staff ways of experiencing innovative teaching. 

Exploring these factors helps clarify the challenges staff face and how they 

navigate the perceived risk associated with the teaching–research divide. 

Exploring these also helps provide insights into how innovative teaching might be 

nurtured to drive engagement. Within this theme, three factors influencing 

engagement were identified from the literature. These three factors are 

collaboration, self-efficacy, and context. The following sections examine these 

factors and draw on 25 out of the 95 studies selected for the literature review. 

 
 

 
2.4.1 Collaboration 

One of the factors identified in the literature as influencing how staff engage with 

innovative teaching is collaboration (O’Banion et al., 2011; Smith, 2012; Fraser, 

2019). The literature suggests that collaboration enables staff to share ideas and 

expertise, thereby enhancing practice, particularly when complementary skills are 

utilised (Smith, 2011; Sjoer & Meirink, 2015). This sharing of ideas, the literature 

argues, provides opportunities to create environments receptive to innovative 

teaching and fosters interdisciplinary research and discovery (Al-Husseini et al., 

2019; Feixas et al., 2018). This approach is seen in the literature as creating 

spaces that encourage diverse teaching methods and enhance pedagogical skills 

that support innovative teaching (Gong, 2023). 

 
Additionally, the literature suggests that collaboration enhances the relationship 

between teaching and research networks, where formal organisational sub-units 

serve as hubs for teaching-related dialogue (Feixas et al., 2018; Greener, 2018). 

This suggests that the relationship between teaching and research networks can 

be harnessed to encourage staff to learn about innovative teaching, as the most 

innovative teachers are characterised by extensive personal networks, broad 

network reach, and strong interconnectedness (Fraser, 2019; Blumenschein and 

Hannisdal, 2024). O’Banion et al. (2011:476) argue that for innovation to flourish, 
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staff must collaborate, as “collaboration is the core value that binds almost all 

elements and players involved as the idea of creative genius working in isolation 

is an outdated notion in education”. 

 

Furthermore, collaboration is viewed in the literature as being vital for innovative 

teaching. This is because staff who implement such practices would have to 

develop relevant skills, an understanding of the implications of any practice they 

adopt, and share their experiences with colleagues (Feixas et al., 2018; Greener, 

2018; Blumenschein and Hannisdal, 2024). This process, the literature argues, 

helps minimise any perceived negative impact associated with innovative 

teaching, as staff have opportunities to learn from and support one another 

(Smith, 2012; Fraser, 2019; Blumenschein and Hannisdal, 2024). 

 
Again, collaboration in innovative teaching is seen in the literature as occurring 

through policymaking, research and teaching (Fraser, 2019; Blumenschein and 

Hannisdal, 2024) with varying degrees of impact. The literature views 

collaboration in policymaking as having the highest impact, as it provides the 

social architecture and structure needed for innovative teaching to thrive 

(Greener, 2018; Fraser, 2019; Al-Husseini et al., 2019). 

 
Overall, the literature emphasises the importance of collaboration in innovative 

teaching by showing how it influences staff engagement with innovative teaching 

(Greener, 2018; Fraser, 2019; Al-Husseini et al., 2019). Whilst a valuable addition 

to our understanding of how staff are influenced to engage with innovative 

teaching, these studies overlook how staff’s ways of experiencing innovative 

teaching influence their collaboration (Feixas et al., 2018; Greener, 2018; 

Blumenschein and Hannisdal, 2024). 

 
2.4.2 Self-efficacy 

Self-efficacy is another factor the literature identifies as influencing staff 

engagement with innovative teaching. The literature indicates that staff belief in 

their capacity and competence influences their engagement with innovative 

teaching (Buss et al, 2013; Bathgate et al, 2019; Fernández-Cruz & Rodríguez-

Legendre, 2021) as pedagogical and social competencies provide staff with the 

confidence to embrace new and potentially challenging teaching approaches 
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irrespective of risk of failure (Zhu et al, 2013; Averill and Major, 2020). 

Pedagogical competence, in particular, is presented in the literature as being the 

most vital, as it is necessary to boost confidence, given that not all teaching 

innovations are successful (Zhu et al., 2013; Averill & Major, 2020). Thereby, 

having a boost in confidence encourages staff to work collaboratively with each 

other and with students to gain insights that advance teaching, irrespective of 

perceived risks (Buss et al., 2013; Averill & Major, 2020; Blumenschein & 

Hannisdal, 2024). The literature thereby suggests a strong link between 

respondents’ feelings of competence and engagement with innovative teaching, 

as this influences how staff deal with challenges they encounter whilst trying to 

implement innovative teaching (Averill and Major, 2020; Blumenschein and 

Hannisdal, 2024). 

 
The literature discusses that these feelings can be perceived by staff as either 

supportive or constraining, depending on their impact on staff confidence (Buss et 

al., 2013; Averill & Major, 2020). When feelings are perceived as a constraint, staff 

disengage with innovative teaching due to the perception that engaging with it 

would undermine their confidence, especially where innovative teaching is 

perceived as new. This perception, the literature argues, is fuelled by a lack of 

recognition and reward for staff who engage with innovative teaching (Kreber, 

2013; Walker et al., 2011; Fraser, 2019), especially where there is minimal 

institutional support for teaching-related activities (Fraser, 2019; Gilbert et al., 

2020) and disciplinary constraints (Fraser,2019). Despite these constraints, staff 

who engage with innovative teaching understand the risks involved but view 

themselves as rebellious (Gilbert et al., 2020). The literature suggests that staff 

who engage in innovative teaching are not necessarily being rebellious but rather 

are driven by a personal motivation to understand the learning needs of students 

and provide the necessary support through their teaching practice (Hellmann et 

al., 2014; Chang & Wang, 2021). 

 
Hence, the literature recommends encouraging self-efficacy by promoting a 

process of self-reflection on the alignment of lecturers’ roles, teaching 

methodologies, and desired learning outcomes as this process offers a platform 

for staff to engage in a thorough and critical examination of their current 

instructional approaches (Hellmann et al., 2014; Bathgate et al, 2019). 
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Overall, the literature reviewed in this section demonstrates the role that self-

efficacy plays in staff engagement with innovative teaching, helping to deepen our 

understanding of the factors that influence staff engagement with innovative 

teaching (Buss et al, 2013; Bathgate et al, 2019; Fernández-Cruz & Rodríguez-

Legendre, 2021; Averill & Major, 2020; Blumenschein & Hannisdal, 2024). An area 

that deserves further study is how staff’s ways of experiencing innovative teaching 

influence their engagement. Exploring these experiences is vital, as it would 

provide opportunities for ongoing development and relevant institutional support 

(Fraser, 2019; Gilbert et al., 2020). 

 

2.4.3 Context-driven factors 

Contextual factors are presented in the literature as influencing how staff engage 

with innovative teaching. The literature suggests that staff who feel supported 

institutionally are more likely to engage with innovative teaching, as this support 

fosters an environment that encourages staff to adopt innovative teaching 

practices (Robson et al., 2013; Kunnari & Ilomaki, 2014; Fraser, 2019; Averill & 

Major, 2020). For example, in Fernández-Cruz & Rodríguez-Legendre’s (2021) 

study of 1404 university teachers, 65.45% of respondents assessed their 

innovative competence profile as being low. Fernández-Cruz & Rodríguez-

Legendre (2021) attribute this low score to the lack of institutional support, 

particularly in the dissemination of innovation, and argue that for staff to engage 

in teaching innovations, avenues for dissemination need to exist, as this creates 

awareness and fosters the nurturing of innovative teaching within the university 

community. It appears that institutional support can be utilised as a means of 

encouraging staff to engage in innovative teaching. This the literature argues that 

even when staff are pedagogically competent, they do not always engage 

innovative teaching due to the lack of institutional support in areas such as time 

(Orsmond and Stiles, 2002; Buss et al., 2013; Kunnari & Ilomaki, 2014), the 

tension between disciplinary and pedagogical research (Robson et al., 2013; 

Fraser, 2019) and the lack of leadership (Averill & Major, 2020; Gilbert et al., 

2020). 

 

The literature suggests that categorising teaching as “traditional” or “innovative” 

can be problematic as it creates a perception of a wrong way and right way of 
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teaching (Orsmond and Stiles, 2002; Ferrari et al., 2009). Such labelling, the 

literature argues, can lead to disengagement as it creates the notion that staff 

who adopt traditional teaching practice ought to be corrected. However, when 

teaching is viewed as a continuum, opportunities arise to equip staff to provide a 

diversified student learning experience through staff development activities that 

build confidence and encourage staff to move along the teaching continuum based 

on student needs (Orsmond and Stiles, 2002; Ferrari et al., 2009). The literature 

therefore calls for a focus on student needs, as this encourages staff to engage 

with innovative teaching from a student development perspective and promote 

student active participation, rather than whether tutors are “traditional” or 

“innovative” in their approach (Orsmond and Stiles, 2002; Ferrari et al.,2009). 

This process, Ferrari et al. (2009) argue, provides opportunities to question 

embedded practices and find ways to address student needs. 

 
The literature also identifies a connection between contextual factors and how staff 

perceive their roles (Robson et al., 2013; Fraser, 2019). Suggesting that where 

staff perceive their roles as primarily transmitting knowledge, they seem less likely 

to engage with innovative teaching, as they focus on knowledge transmission 

rather than student learning per se (Lami et al., 2021). The literature recommends 

that staff be encouraged to engage more with innovative teaching through 

institutional support that recognises the value of teaching and supports career 

progression, irrespective of whether they focus on pedagogical research or 

disciplinary research (Robson et al., 2013; Fraser, 2019). 

 
The literature demonstrates how contextual factors influence staff engagement 

with innovative teaching (Robson et al., 2013; Fraser, 2019; Fernández-Cruz & 

Rodríguez-Legendre, 2021), highlighting the vital role that institutional support 

plays in this process. Despite this contribution, the literature does not fully explore 

staff experiences of innovative teaching. Exploring staff ways of experiencing 

innovative teaching would help ensure that the appropriate institutional support is 

provided to enhance staff engagement and the development of innovative 

teaching. 



47  

2.4.4 Summary 

In summary, the literature reviewed in this section highlights factors that influence 

staff engagement with innovative teaching, thereby creating opportunities to learn 

about this approach. While the literature helps shape our understanding of staff 

engagement with innovative teaching, a notable deficit remains in demonstrating 

how staff’s ways of experiencing innovative teaching might influence staff 

engagement. Understanding these ways of experiencing is fundamental in 

identifying opportunities that facilitate staff engagement with innovative teaching. 

Smith (2011) argues that a complex interplay of personal experiences, cultural 

norms and contextual factors shapes the decision to implement innovative 

teaching. Therefore, staff experiences of innovative teaching need to be explored 

to better understand what it entails, so that staff engagement activities can be 

developed accordingly. 

 
Despite the contribution of the existing literature on the culture of innovative 

teaching, what seems underexplored is the ways of experiencing innovative 

teaching and the differences in experiences, if any. Exploring these experiences 

would help shift teaching as a continuum toward focusing on student learning 

needs and provide the foundation for meaningful discourse on innovative teaching 

and its potential impact on student learning. 

 

Section 2.5 discusses the third theme identified from the literature review. This 

theme examines the purpose of innovative teaching as presented in the literature. 

 

 
2.5 Purpose of innovative teaching 

As discussed in Section 2.2.1, the third significant theme addressed in the selected 

literature is the purpose of innovative teaching. The literature prominently 

discusses this theme with an emphasis on the interconnectedness between the 

purpose of innovative teaching and its meaning. This interconnectedness 

demonstrates the relevance of this theme to my research, which explores staff 

ways of experiencing innovative teaching. The literature suggests that examining 

the purpose of innovative teaching is beneficial, as it provides opportunities for 

appropriate support activities through staff empowerment and professional 

development. Within the theme of purpose, 3 factors were identified from the 
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literature as the purpose of innovative teaching. These factors focus on student 

engagement, student achievement and institutional expectations. The following 

sections address these factors and draw on 54 out of the 95 studies selected for 

the literature review. 

 
2.5.1 Student engagement 

Student engagement is prominently discussed in the literature as one of the key 

purposes of innovative teaching. When considering the purpose of innovative 

teaching, scholars argue that it fosters improvements in student engagement by 

encouraging students to be curious about their learning and enabling them to take 

an active interest in their learning (Pluta et al., 2013; Ferreri & O’Connor, 2013; 

O'Flaherty & Phillips, 2015; Jang et al; 2016; Nguyen et al, 2018; Ma, 2024; Casari 

et al., 2025). This curiosity, Fredericks et al (2004) argue, stems from a change 

in students that encompasses behavioural, cognitive and emotional dimensions. 

Fredericks et al. (2004) state that the behavioural dimension enables students to 

participate actively in class activities and discussions, the cognitive dimension 

encourages students to invest mental effort in understanding the material being 

taught, while the emotional dimension supports students in developing a positive 

attitude towards learning. According to the literature, these activities lead to 

increased student engagement, which fosters a strong sense of ownership among 

students and supports their development as independent critical thinkers (Lightner 

et al., 2007; Chen et al., 2025; Casari et al., 2025). 

 
Additionally, the literature suggests that when staff adopt innovative teaching 

approaches, they create opportunities that shift teaching environments from being 

teacher-centred to student-centred (Ma, 2024; Casari et al., 2025). However, the 

literature argues that for this shift to be meaningful, that is, to enhance student 

engagement significantly (Bowyer & Chambers, 2017), innovative teaching must 

be carefully planned and intentionally designed (Lightner et al., 2007), as evidence 

suggests that not all teaching innovations result in improved student engagement 

(Karavas-Doukas, 2014; Serdyukov, 2017). To address this, the literature 

proposes the creation of learning environments that enable students to question, 

think critically, reflect, and connect ideas (Pluta et al., 2013; Ferreri & O’Connor, 

2013; O'Flaherty & Phillips, 2015). 



49  

Furthermore, the literature advocates that innovative teaching can be used to 

adapt to different student learning scenarios and preferences, ensuring that more 

students find the learning experience inclusive. According to the literature, this 

experience provides students with learning that meets their needs, thereby 

enhancing student engagement (Marmet, 2023). 

 
The literature also maintains that staff play a pivotal role in student engagement 

as engaged students are more open to building relationships with both their peers 

and staff (Alvarez-Bell et al., 2017; Griffin & Howard, 2017; Asif et al., 2021). This 

relationship helps learning transition from an isolated individual experience to one 

that fosters a sense of community and mutual support (Willms et al., 2009; 

Parsons & Taylor, 2011). For example, Dunleavey and Milton (2009) found that 

student engagement improved when innovative teaching was used to create 

opportunities for students to learn with and from each other, connect with experts, 

and engage in dialogue that challenged their assumptions. 

 
Overall, the literature demonstrates the role that innovative teaching plays in 

student engagement and how it can be harnessed to create student-centred 

teaching environments. However, what seems underexplored in the literature is 

how staff’s ways of experiencing innovative teaching influence their 

encouragement of student engagement. Exploring staff’s ways of experiencing 

innovative teaching is essential for creating student-centred teaching that 

enhances student engagement. 

 
 

 
2.5.2 Student outcomes 

Student outcomes are another key purpose of innovative teaching, a theme 

prominently discussed in the literature. The literature emphasises how student 

outcomes can be enhanced through innovative teaching by arguing that when 

students are motivated and engaged, the content being taught appeals to their 

natural curiosity (Chen et al., 2025). This curiosity, the literature argues, 

encourages more profound understanding and retention by providing 

opportunities for students to delve deeper into the subject and move away from 

rote learning, thereby improving student outcomes (Trigwell et al., 2013). The 

literature suggests that innovative teaching can help students reach their full 
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potential (Lavy, 2011) and enable them to develop skills that transcend their 

programme of study (Bosio & Origo, 2020). 

 
Additionally, the literature suggests that when innovative teaching is used to 

support students in their learning, they become persistent in their learning, which 

helps them develop higher-order thinking skills, leading to improved academic 

outcomes (Jang et al., 2016; Naz & Murad, 2017; Sankey, 2021). However, the 

literature suggests that these outcomes can be either short-term or long-term, 

identifying discipline-related outcomes as short-term and employability-related 

outcomes as long-term (Pool & Sewell, 2007). The literature, therefore, 

emphasises the need to distinguish what student outcomes staff hope to achieve 

and to align these outcomes with the innovative teaching being implemented 

(Yorke & Knight, 2004; Knight & Yorke, 2004; Nguyen et al., 2018). 

 
The literature also demonstrates how innovative teaching provides opportunities 

for learning to be made relevant and meaningful for learners. The literature 

highlights how innovative teaching allows for a connection between the discipline 

and real-world issues (Wooldridge & Kuntze, 2010; Nowak & Zuidema, 2019; 

Saparbayeva et al., 2025). This connection, the literature argues, enables learners 

to be active participants in the learning process, as it increases learners’ interest 

and enthusiasm for the subject, leading to a deeper understanding and improved 

academic performance (Docherty et al., 2018; Nowak & Zuidema, 2019). 

 
Furthermore, the literature highlights the impact of innovative teaching on learner 

attributes (Neo & Neo, 2001; Mandula et al., 2012; Starford & Ravlikj, 2024), 

suggesting that it fosters creativity and problem-solving skills in learners. These 

skills, the literature argues, are a result of innovative teaching being used as a 

conduit to encourage interdisciplinary approaches that require learners to draw on 

knowledge from various fields to address multifaceted challenges, as well as 

providing them opportunities to evaluate critically (Mandula et al., 2012; Liu & 

Sonsupap, 2015; Naz & Murad, 2017; Erdem et al., 2025). For example, studies 

such as those by Zhang et al. (2020) and Erdem et al. (2025) have found that 

student outcomes significantly improve when innovative teaching is used to create 

opportunities for interdisciplinary learning by exposing learners to real-world 

issues. 
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Overall, the literature demonstrates the role that innovative teaching plays in 

improving student outcomes and how it can be harnessed to create opportunities 

for interdisciplinary learning through exposure to real-world issues. However, what 

seems underexplored in the literature is how staff’s ways of experiencing 

innovative teaching influence student outcomes. Exploring staff’s ways of 

experiencing innovative teaching is essential for delivering teaching that 

encourages interdisciplinary learning and exposure to real-world issues. 

 

 
2.5.3 Institutional expectations 

Institutional expectations are prominently discussed in the literature as one of the 

key purposes of innovative teaching. The literature suggests that, amongst other 

expectations, engaging in innovative teaching is a significant expectation of 

academics by their institutions (Schneckenberg, 2009; Towndrow et al., 2010; De 

los Ríos-Carmenado et al., 2021). The literature highlights the significance of this 

expectation, as delivering innovative teaching aligns with the strategic plans of 

many Higher Education Institutions (Dziuban et al., 2018; Graham, 2013; 

Lašáková et al., 2017), particularly when innovative teaching is viewed as a means 

of driving institutional competitiveness and addressing workforce needs (Ödalen 

et al., 2018; Fraser et al., 2019; De los Ríos-Carmenado et al., 2021). The 

literature further argues that, as part of their strategic plan, Higher Education 

Institutions expect staff to engage in innovative teaching as a way of boosting 

graduate outcomes, primarily when innovative teaching is used to develop 

employability skills in learners (De los Ríos-Carmenado et al., 2021). 

 
The literature further suggests that, as the higher education landscape has 

become increasingly competitive, Higher Education Institutions must find ways to 

differentiate themselves to attract students (Findik & Ozkan, 2013; Lašáková et 

al., 2017; De los Ríos-Carmenado et al., 2021). The literature suggests that this 

expectation presents an opportunity for Higher Education Institutions to enhance 

their institutional reputation and position themselves as offering value for money 

through innovative teaching (Findik & Ozkan, 2013; Donnelly et al., 2013; Porter 

et al., 2016). 



52  

Additionally, the literature suggests that institutions expect staff to engage in 

innovative teaching as a way to leverage advancements in technology. Therefore, 

activities such as staff development programmes and teaching awards are used 

to drive this purpose of innovative teaching (Zhu & Turcis II, 2018; Fraser et al., 

2019; Seppala & Smith, 2019). These activities, the literature argues, act as a 

driving force by equipping staff with the necessary skills through development 

programmes and providing motivation through teaching awards (Gan & 

Geertsema, 2018; Scheidig & Tremp, 2024). 

 

Furthermore, the literature suggests that by expecting staff to engage in 

innovative teaching, higher education institutions can be seen as promoting 

inclusive and equitable learning among learners. Staff can utilise innovative 

teaching methods to provide opportunities that cater to individual learner needs, 

thereby improving access and enhancing student retention rates (Findik & Ozkan, 

2013; Lašáková et al., 2017). 

 
Overall, the literature demonstrates how innovative teaching is leveraged by 

higher education institutions to achieve strategic objectives and enhance their 

institutional reputation. However, what seems underexplored in the literature is 

how staff’s ways of experiencing innovative teaching are harnessed to support 

these objectives of Higher Education Institutions. Exploring staff’s ways of 

experiencing innovative teaching is essential to harness the potential it can offer 

to higher education institutions. 

 

2.5.4 Summary 

In summary, the literature reviewed in this section highlights the purpose of 

innovative teaching and its potential to achieve various objectives in higher 

education institutions. While the literature deepens our understanding of the 

purpose of innovative teaching, a significant shortcoming not fully addressed in 

the literature is how staff’s ways of experiencing innovative teaching influence the 

purpose they hope to achieve. Understanding these ways of experiencing is 

fundamental in identifying opportunities to support staff in achieving their purpose 

of delivering innovative teaching. 
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Although the purpose of innovative teaching has received attention in existing 

literature, a deeper exploration of how innovative teaching is experienced and how 

these experiences vary is largely unexplored. Exploring these ways of experiencing 

is essential to reorient teaching towards supporting learner engagement and 

improved outcomes, thereby providing opportunities for discourse on innovative 

teaching and its potential. 

 
2.6 Research question 

The literature review discussed the importance of understanding innovative 

teaching while recognising the complexity of what it means. The literature also 

reveals the multidimensional nature of innovative teaching, encompassing various 

interconnected aspects. However, a crucial shortcoming is that these 

understandings primarily stem from non–empirical data, while empirical studies 

tend to focus heavily on similarities in meaning. This imbalance means we are 

missing opportunities to explore the full spectrum of existing experiences, thereby 

limiting our comprehension of innovative teaching. 

 
Additionally, although the literature identifies collaboration, self-efficacy, efficacy 

and context as factors that influence staff engagement with innovative teaching, 

a notable deficit remains in demonstrating how the ways of experiencing 

innovative teaching might influence staff engagement. 

 
Furthermore, the literature identifies various purposes of innovative teaching and 

its potential to achieve multiple objectives in higher education institutions, 

including student engagement and improved outcomes. A shortcoming in the 

literature is the lack of understanding of how staff experience of innovative 

teaching influences its purpose. 

 
Therefore, while previous studies have certainly advanced our knowledge, it is 

essential to empirically explore staff's experiences of innovative teaching, with 

particular attention to differences, as this approach promises to deepen our 

understanding. To address these shortcomings, the research question for this 

study is: 

What are the qualitatively different ways of experiencing innovative 

teaching among staff within the context of a University? 
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2.7 Conclusion 

To establish a foundational understanding and identify areas for contribution 

regarding innovative teaching, this chapter presented a comprehensive review of 

the literature. The review revealed three key themes: understandings of 

innovative teaching, factors influencing staff engagement with innovative 

teaching, and the purpose of innovative teaching. These three themes were 

discussed and helped identify areas in which this study can contribute. The 

literature review identified areas of shortcoming and helped frame the research 

question for this study, as stated in Section 2.6. 

 

Chapter 3, which follows, focuses on the theoretical framework that underpins 

this study. 
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3 Theoretical framework 

 
3.1 Introduction 

 
This chapter delineates the theoretical framework that underpins the present 

research. It comprises six main sections. Section 3.2 examines the ontological and 

epistemological perspectives adopted in this project, my motivation for 

investigating the diverse meanings of innovative teaching among staff, and the 

reasons for selecting a phenomenographic research design. Section 3.3 explicates 

phenomenography, highlighting its philosophical foundations and implications. 

Section 3.4 illustrates how phenomenography has been utilised in the field and 

shaped my research design. Section 3.5 discusses the philosophical underpinnings 

of phenomenography and how they have been employed as a frame of reference 

in this research project. The chapter concludes with Section 3.7, which 

summarises the key points discussed. 

 
3.2 Ontological and epistemological assumptions 

 
The aim of this research, as discussed in Chapters 1 & 2, is to explore ways of 

experiencing innovative teaching among staff and the differences that exist in 

those experiences. My position as a university teacher, combined with the 

literature on innovative teaching, has influenced my interest in exploring 

qualitatively different ways in which staff experience innovative teaching. My 

interest in innovative teaching stems from my first experience in UK Higher 

education as an international student. This interest was rekindled when I joined 

the Higher Education sector as a faculty member. Having experienced both sides 

of the coin as a student and a faculty member, I was drawn to focus my research 

studies on exploring the differences in ways of experiencing innovative teaching 

within the University context. 

 
Furthermore, as discussed in Chapter 1, the ways of experiencing innovative 

teaching vary contextually. However, limited research has explored these 

variations. Therefore, these variations in ways of experiencing innovative teaching 

deserve investigation. My discussion in the literature review (Chapter 2) 

demonstrates how innovative teaching has been ascribed different meanings and 

the various enactments o thereof; these differences in experiences, I believe, 
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deserve to be investigated from the perspective of those who engage with 

innovative teaching, in this case, staff who teach and those who influence teaching 

policy. 

 

As with any research, it is necessary to consider the ontological and 

epistemological stance adopted and how these have shaped the research, namely, 

the nature of reality (ontology) and the nature of knowledge (epistemology) that 

underpin this study. Richardson (1999) argues that a challenge in using 

phenomenography is explicating the ontological, epistemological and 

methodological assumptions made. In light of this, the ontological and 

epistemological assumptions made in this research as part of the 

phenomenographic approach are explained in this section. My decision to use 

phenomenography will be discussed in more detail in Section 3.3. 

 
In this study, I assume that innovative teaching is a phenomenon, and this view 

comes from its association with “newness” in literature and the contextual nature 

of definitions, as discussed in Chapters 1 and 2. A phenomenon can be defined as 

“something that can be observed and studied and is typically unusual or difficult 

to understand or explain fully” (Britannica Dictionary,2024). Larsson and 

Holmstrom (2007:5) state that 

 

“In phenomenography, a phenomenon means to make manifest or to bring to 

light, with the suffix ‘graph’ denoting a research approach aimed at describing 

the different ways a group of people understand a phenomenon.” 

 
Based on this definition, the key epistemological assumption in this research is 

that innovative teaching, as a phenomenon, can take on different meanings 

depending on practice, implementation, and experience. Therefore, I aim to 

investigate how staff experience innovative teaching across various teaching-

related practices. 

 
Throughout this project, I will adopt specific ontological and epistemological 

perspectives. Tight (2015) advises that, as with any research, those considering 

the use of phenomenography in their study must elucidate and justify their 
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ontological, epistemological, and methodological approaches. The following 

sections, therefore, aim to illuminate these concepts. 

 
Adopting a phenomenographic perspective entails embracing certain ontological 

and epistemological assumptions. A fundamental ontological assumption adopted 

for this study is that reality is subjective, multiple, and relational; that is, reality 

is shaped by the internal relationship between the individual and their world 

(Marton, 1986; Svensson, 1997). This subjective view of reality, Åkerlind (2025) 

states, does not mean the absence of an external reality but rather that our 

understanding of the world is based on our experience of it. These experiences 

thereby influence the relationship we form with the world and reflect our view of 

the world based on our way of experiencing it. 

 
Therefore, people’s way of experiencing is shown as an internal relationship 

between human beings and the world. This way of experiencing the world, Åkerlind 

(2025) says, brings about variation in experience because we can discern different 

aspects of the same phenomenon at any given point in time. Hence, 

phenomenography seeks to uncover the various ways of experiencing a 

phenomenon by focusing on collective ways of experiencing rather than individual 

ones, thereby allowing for “maximising the chances of as ‘complete’ a range of 

qualitatively different ways of experiencing a phenomenon as possible being 

present” among participants (Åkerlind, 2025:78). 

 
Additionally, non-dualism in phenomenography aligns with the focus of this 

research, as non-dualism predicates a paradigm that moves away from the 

separation of people and their experiences (Säljö, 1997). Uljens (1996:112) 

argues that “reality is considered to exist through the way in which a person 

conceives of it”, through the relation between their awareness and reality. In other 

words, our way of experiencing the world (phenomenon) is based on our 

experience of it, without which we would not know of its existence. Therefore, 

individuals cannot be separated from their experiences. 

 
Epistemologically, phenomenography adopts a second-order approach, focusing 

on people’s experiences of the world rather than exploring the world itself, as in 

the first-order perspective (Richardson, 1999). The second-order epistemology in 
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phenomenography aims to investigate people’s relationships and experiences of a 

phenomenon from their perspective. The central epistemological assumption is 

that individuals experience a phenomenon in diverse ways, leading to varied yet 

interconnected awareness and descriptions of that phenomenon. This approach, 

therefore, implies that we can only understand people’s experience of a 

phenomenon from their description of that experience (Marton, 2015). Marton and 

Booth (1997:111) state that: 

 
“The root of phenomenography lies in an interest in describing the phenomena in 

the world as others see them, and in revealing and describing the variation 

therein, especially in an educational context”. 

 
The second-order perspective of phenomenography suggests that the primary 

focus is on the relationship between the phenomenon and the participants, rather 

than the phenomenon or participants themselves. This approach aligns with the 

objective of my research, which aims to explore innovative teaching from the 

participants’ perspective. Consequently, the subject of this study is not the 

participants or innovative teaching, but rather the connection between the two, 

that is, the experiences and understandings that participants have of innovative 

teaching. 

 
Furthermore, the second-order perspective entails describing the world as it is 

experienced by participants, rather than attempting to adopt an external 

perspective, even though the phenomenon may be understood differently by 

different participants in various contexts (Åkerlind, 2012). This perspective, 

Cousin (2009:184) states, is because “nobody has unmediated access to the 

world; it is always shaped by our experiences and our context.” This second-order 

approach also disparages value judgements on the researcher, for example, about 

what constitutes innovative teaching. Marton & Booth (1997) emphasise this by 

pointing out that there is no right or wrong way of experiencing, understanding, 

conceptualising, or perceiving a phenomenon in phenomenography, as the aim of 

the approach is to capture these processes from the participants' perspective with 

a non-judgmental attitude. In phenomenography, even though perspectives are 

not judged according to their correctness, some variations may be recognised as 
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more complex than others. This complexness, Marton & Booth (1997:107) refer 

to as the level of awareness of the 

 
“constituent parts or aspects of the phenomenon which are discerned and 

appear simultaneously in people's experience of the phenomenon. The more 

aspects are discerned, the more advanced and inclusive the experience of the 

phenomenon is”. 

 
This complexity in variations arises from the existence of “a level, a level of modes 

of experiences and forms of thought” of the phenomenon in question (Marton, 

1981:181). 

 
Applying this second-order perspective to my research means that my focus would 

be on investigating staff’s ways of experiencing innovative teaching, based on 

their reflections and descriptions, rather than on my perspective on what 

constitutes innovative teaching. Additionally, the focus will be on uncovering the 

levels of awareness or complexity among participants in their experiences of 

innovative teaching, as well as the critically significant differences. 

 
Marton & Booth (1997:13) reinforce the non–dualistic nature of phenomenography 

by stating: 

 
“There is not a real world "out there" and a subjective world "in here." The world 

is not constructed by the learner, nor is it imposed upon her; it is constituted as 

an internal relation between them. There is only one world, but it is a world that 

we experience, a world in which we live, a world that is ours”. 

 
Highlighting the importance of this internal relationship, Marton & Booth 

(1997:113) state that “a way of experiencing something is an internal relationship 

between the experiencer and the experienced”. That is, our realities are based on 

our interactions and experiences with a given phenomenon, rather than the 

phenomenon itself. This relational approach in this study, therefore, means that 

the phenomenon, innovative teaching and the research participants will not be 

viewed or treated separately, as it is the inseparability of this relationship that 
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phenomenography represents as experiences which, when combined, aid our 

understanding of the phenomenon under investigation (Yates et al, 2012). 

 
Methodologically, phenomenography aligns with a qualitative paradigm, with the 

key method for data collection being phenomenographic interviews (Tight, 2015). 

This method is equally appropriate for my research, which aims to understand 

qualitatively different ways of experiencing innovative teaching among staff within 

the University. 

 
As stated earlier in this section, my interest in exploring the various ways of 

experiencing innovative teaching stems from both my personal experience and a 

review of the literature on innovative teaching. As discussed in Chapters 1 & 2, 

different meanings are ascribed to innovative teaching in the literature and 

coupled with calls (Walder, 2014; Kopcha et al., 2016) for further research on what 

innovative teaching means contextually, I believe it is necessary to explore the 

qualitatively different ways of experiencing innovative teaching to deepen our 

understanding. 

 

 

3.3 Choosing phenomenography 

 
Phenomenography—a term derived from the Greek for 'appearance' 

(phainemenon) and 'description' (graphein)—emerged in the late 1970s and early 

80s as a specialised field (Hasselgren and Beach, 1997; Pang, 2003; Marton, 

1981). Phenomenography was developed in the 1970s within the field of 

educational research by Ference Marton, Lennart Svensson, Roger Saljö, and Lars-

Owe Dahlgren whilst conducting experimental studies into student learning 

(Åkerlind, 2010, 2025). These studies by Marton and his colleagues investigated 

the concept of learning from the perspective of students (Åkerlind, 2010) and were 

considered groundbreaking as they signalled a shift from the quantitative 

paradigm that dominated the field (Pang, 2003; Åkerlind, 2025). This shift 

represented a focus from “viewing the learner from the outside to one that tried 

to see learning from the learner’s point of view (Marton & Booth, 1997:15), 

especially as these studies differed from the existing positivist quantitative 

methods used to study students’ learning (Svensson, 1997). 
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“Phenomenography” was formally introduced to mainstream scholarly discourse 

in 1981 in Marton’s publication “Phenomenography-Describing Conceptions of the 

World around Us” (Åkerlind, 2025). This 1981 article served as a catalyst for 

phenomenography, in which Marton first argued that the variation in how people 

experience and conceptualise the world warrants its own specialised area of study 

(Svensson, 1997), though Åkerlind (2025) argues that at that point, 

phenomenography as a research approach was still being developed. 

 
During its developmental phase of the 1990s, debates and critiques about 

phenomenography's methodological approaches and theoretical underpinnings 

began to surface (Entwistle, 1997). These debates and critiques centred on the 

subjectivity of findings in line with its qualitative nature, the lack of clear 

methodological and theoretical assumptions, and how phenomenography differed 

from phenomenology (Entwistle, 1997; Svensson, 1997; Åkerlind, 2025). 

 
These debates and critiques of phenomenography signalled a need for clarity on 

the methodological, theoretical and epistemological underpinnings (Bowden, 

1996; Dall’Alba & Hasselgren, 1996). To address the debates and critiques of 

phenomenography, Marton and Booth published their book “Learning and 

Awareness” in 1997, where they articulated the methodological, theoretical and 

epistemological underpinnings of phenomenography. For example, this book led 

to a shift from phenomenography being simply classified as a research approach 

that focuses solely on documenting the different ways people experience and 

understand the world around them (Pang, 2003; Åkerlind, 2010) to a research 

approach that also uncovers the structural relationships that connect the different 

ways of experiencing and relevant critical aspects that underlie different ways of 

experiencing a phenomenon (Pang, 2003; Åkerlind, 2025). 

 
Highlighting the significance of the structural relationships, Marton & Booth (1997) 

argued that learning and all forms of understanding are a form of awareness 

because our understanding has a structure to it, that is, “at any instant, certain 

things come to the fore; they are figural or thematised whilst other things have 

receded to the background, they are tacit or unthematized... They are different 

degrees of how figural, thematised or explicit things or aspects are in our 

awareness” (Marton & Booth, 1997:98). In other words, the same phenomenon 
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can be understood in different ways because “our consciousness of the world is 

not the entire world, nor even the entire situation in which we find ourselves, since 

we actually focus on a single part of our externality.” (Jarvis 2004:94). 

 

Additionally, Åkerlind (2025) posits that the theoretical developments of 

phenomenography have helped shape the aims and outcomes of 

phenomenographic research. For example, phenomenography of the 1970’s to 

1990’s focused on the qualitatively different ways in which a phenomenon was 

experienced. In comparison, phenomenography of the 21st century focuses not 

just on the qualitatively different ways a phenomenon is experienced, but also on 

the structure of understanding of a specific experience, that is, the structure of 

awareness within each way of experiencing the phenomenon (Marton & Booth, 

1997). Identifying the structure of awareness, Åkerlind (2025) argues, is a major 

developmental benefit from the publication of “Learning and Awareness” by 

Marton & Booth in 1997, because in the book, Marton & Booth defined what 

constitutes a “critical aspect”. This thereby provided clarity to researchers on how 

to identify the structure of awareness, that is, “what critical aspects of the 

phenomenon are discerned (and not discerned) within each way of understanding” 

(Åkerlind, 2025:30). 

 
The field of phenomenography has gone through a series of developments, 

evolving from a simple description of experiences to more complex investigations 

that capture descriptions of different ways of experiencing a phenomenon, as well 

as the nature of those descriptions (Marton, 2015; Rovio-Johansson & Ingerman, 

2016). These developments, Åkerlind (2025:19) states, have helped to ensure 

rigour and trustworthiness in phenomenographic research, leading to 

phenomenography moving from being just a “research approach to a methodology 

with clear methodological expectations.” 

 

As a methodology, phenomenography has been applied in various empirical 

studies, such as studies that focused on conceptions and approaches to learning, 

aspects of approaches to learning and teaching and ways of experiencing a 

phenomenon (Åkerlind, 2015). It must be noted that although phenomenography 

was developed within the field of education, it has been used in other fields such 
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as healthcare (Sjöström & Dahlgren, 2002; Larsson and Holmstrom, 2007; Whitfield 

et al, 2023) and management studies (Dunkin, 2000). 

 
As a qualitative approach, phenomenography is suitable for this study because it 

enables participants to express their understanding of the phenomenon under 

investigation through their experiences, providing opportunities to clarify and 

elaborate further (Marton & Booth, 1997; Bowden, 2000). As such, I believe 

phenomenography aligns with the aim of this project, which is to explore the 

qualitatively different ways that staff collectively understand and experience the 

phenomenon under investigation – innovative teaching at the University. 

 
As an interpretive research methodology, phenomenography has examined 

variation in participants' ways of experiencing a phenomenon (Marton, 1981). 

These variations, Åkerlind (2005) argues, are not just a set of different 

experiences but a collective representation of patterns of variations that are 

logical, hierarchical, holistic, and inclusive of the phenomenon under investigation. 

The representation of findings in this manner, as Åkerlind (2012, 2025) states, is 

crucial in phenomenographic research, as it enables us to develop a deeper 

understanding of the structural relationships between different ways of 

experiencing the phenomenon. For example, Larsson and Holmström (2007) in 

their study of anaesthesiologists’ understanding of work demonstrated how 

analysing data from a phenomenological lens differed from analysing data from a 

phenomenographic lens. The findings, using the phenomenographic lens, provided 

different aspects of anaesthesiologists’ work and how the structural relationship 

between the variations creates a holistic collective representation of the work of 

anaesthesiologists. In comparison, the findings from the phenomenological lens 

showed the essence of being an anaesthesiologist. This difference in findings is 

what Åkerlind (2012) argues is a key strength of phenomenography, as it provides 

a deeper understanding of participants’ way of experiencing the object of study 

(Marton & Booth, 1997). 

 

Phenomenography was developed within the field of higher education research by 

Ference Marton and co-workers in Göteborg, Sweden, starting in the 1970s. In 

phenomenography, the aim is to study the variation of people’s conceptions of a 

given phenomenon in the surrounding world (Marton, 1981; Tight, 2015). Given 
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the focus of my research, which is to explore the differences in ways of 

experiencing innovative teaching among staff, phenomenography lends itself as 

an approach to use, as it would allow me to explore the different ways of 

experiencing among participants and present these experiences in a hierarchical 

structure that provides a holistic account of what innovative teaching means within 

the context of the University. 

 
Although there were other theories I could have used for this study, 

phenomenography seems an appropriate methodology given its focus on 

conceptualisation and variation. For example, I considered using phenomenology, 

an approach that also seeks to study people’s experiences of phenomena to find 

commonalities in the data. Cibangu and Hepworth (2016) argue that 

phenomenography has its foundations in phenomenology as both approaches 

focus on the experiences of participants of a phenomenon. Marton (1981) 

disagrees with this notion but recognises that some aspects of phenomenography 

align with phenomenology (Marton & Booth, 1997). Larsson and Holmstrom 

(2007:55) state that the fundamental difference between these two approaches 

is that phenomenology “aims to clarify the structure and meaning of a 

phenomenon, whereas phenomenography denotes a research approach aiming at 

describing the different ways a group of people understand a phenomenon.” 

Larsson and Holmström (2007:59) assert that the goal of phenomenological 

research is to understand the “essence” of the phenomenon by examining 

participants lived experiences of it. This essence is described as “its inner core, 

without which it could not be what it is.” 

 
Marton (1988a:144) identifies the aim of phenomenography as “mapping out the 

qualitatively different ways in which people experience, conceptualise, perceive, 

and understand various aspects of and various phenomena in the world around 

them.” Given the aim of this research, which is to explore the staff experiences of 

innovative teaching and how these experiences vary from each other, 

phenomenography is an appropriate approach for this study as a person’s 

experience of a phenomenon is based on a particular relationship between a 

person and the world; a situation contributes to variation of experience 

(Åkerlind,2012). If I were to use a phenomenological lens, example research 

questions would have been: 
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- What is the lived experience of staff of innovative teaching? 

- How do staff make sense of innovative teaching? 
 

 
However, from a phenomenographic perspective, the research question focuses 

on differences in experiences of innovative teaching; hence, the research question 

for this study is: 

 
What are the qualitatively different ways of experiencing innovative 

teaching among staff within the context of a University? 

 
Based on these differences in focus, I chose to adopt a phenomenographic 

approach, which also allows for the exploration of a phenomenon from the 

perspective of others, rather than the researcher’s (Marton & Booth, 1997). It 

provides opportunities for conceptualisations that have relevance to the 

advancement of our understanding of teaching and learning practice in general 

(Entwistle, 1997) and innovative teaching in particular. 

 
Ultimately, phenomenography has been widely applied in educational studies. For 

example, Marton and Booth’s (1996) study focused on students’ learning 

experience; Prosser et al.'s (1994) study on the conceptions of teaching, Åkerlind's 

(2005a) study on the experiences of growth and development among academics 

and Lam’s (2018) study on teaching the recognition of Chinese characters. The 

outcome of these studies supports my decision to employ phenomenography as 

the most suitable approach for this study. I provide examples of 

phenomenographic studies in Section 3.5 to further support the appropriateness 

of this approach for my research on innovative teaching. 

 
3.4 Overview of phenomenography 

 
As the current study focuses on the relationship between people and the 

phenomenon, specifically their experiences of innovative teaching, it is essential 

to discuss the philosophical foundations of phenomenography to address this 

relationship within this project. Trigwell (2006) illustrates how phenomenography 

differs philosophically from other research approaches in five main areas, as 
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illustrated in Figure 3.1 below, where the key elements of phenomenography are 

highlighted on the right. I provide an overview of how these elements apply to my 

research in the subsequent sections and discuss these in detail in Section 3.5. 

 

Figure 3.1: Phenomenography in comparison to other qualitative approaches. 

Source: Trigwell (2006) 

3.4.1 Non-dualistic 

In the first instance, Trigwell (2006) states that phenomenography is 

philosophically non-dualistic as it does not separate the individual from the 

phenomenon but instead focuses on ways of experiencing derived from the 

relationship between the individual and the phenomenon in question. The 

implications of this non-dualist stance in my research mean that the object of 

study is the relationship between participants (staff) and the phenomenon 

(innovative teaching). As shown in Figure 3.2 below, my research adopts a non-

dualist stance, where the experiences of participants in innovative teaching are 

inseparable, and the aim is to explore this relationship. 
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Figure 3.2: Phenomenographic relationality 
Source: Bowden (2005:13) 

 

 

 
3.4.2 Qualitative paradigm 

Secondly, phenomenography employs a qualitative approach that seeks to elicit 

multiple perspectives, in contrast to a quantitative approach. Åkerlind (2005) 

argues that phenomenography aims to investigate variations in ways of 

experiencing, rather than to explain or explore the causes of these variations. 

 
This aspect of phenomenography is useful within the context of my research as 

my focus is to investigate participants’ ways of experiencing innovative teaching, 

the differences that exist and the hierarchical relatedness of these differences. The 

implication of this qualitative paradigm is the use of interviews as a data collection 

method in my research. Given the aim of my study, the interviews need to be 

designed to allow for interactivity and provide opportunities for participants to 

discuss their way of experiencing innovative teaching. Additionally, to elicit 

variation in ways of experiencing among participants in my study, my questions 

should be sufficiently open to allow participants to structure their responses and 

provide opportunities for them to reflect on their experiences (Bruce, 1994) of 

innovative teaching. 

 
3.4.3 Second-order perspective 

The second-order perspective in phenomenography focuses on the experiences of 

participants rather than those of the researcher. Marton (1981:178) highlights the 
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difference between the first–order perspective and the second-order perspective 

by stating that: 

 
“We orient ourselves towards the world and make statements about it. In the 

second [order] perspective, we orient ourselves towards people’s ideas about 

the world (or their experience of it) and we make statements about people’s 

ideas about the world (or about their experience of it).” 

 
Within the second-order perspective, the focus is on the experiences, and the 

meanings participants ascribe to a phenomenon. These experiences and meanings 

provide the foundation for the researcher’s description (Trigwell,2006). 

 
With this perspective, the implications for my project are that the ways of 

experiencing by participants, as expressed in the interviews form the basis of my 

analysis. In other words, my focus is on the experiences of innovative teaching 

from the participants' perspective and presenting these experiences. 

 

 
3.4.4 Focus on key aspects of variation 

Phenomenography focuses on the collective differences in ways of experiencing 

rather than the similarities of a phenomenon. Trigwell (2006) identifies this as a 

key aspect of phenomenography, which sometimes leads to similarities being 

excluded from the categories of description. 

 
Although variation is key in phenomenographic research, Åkerlind (2005a:72) 

argues that its role is not to provide richness of variation in meanings of a 

phenomenon but to provide critical aspects that “allow for structural relationships 

to be highlighted in a way that would not be possible if the analysis focused on 

every nuance of meaning.” Additionally, the focus on variation and structure is key 

in presenting findings that are valuable and significant, as it enables the distinction 

between qualitative, distinctive ways that participants experience the same 

phenomenon and aspects that are not (Åkerlind, 2005a). 

 
Therefore, within this study, a focus on variation implies that the outcome of my 

research will be to explore variations in ways of experiencing innovative teaching 
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among staff. That is, the findings should present a collective view of the 

dimensions of variation in how staff experience innovative teaching at the 

University. 

 

3.4.5 Internally related categories 

The objective of phenomenography is to present categories of description that are 

internally related (Åkerlind, 2005). These categories of description represent the 

collective hierarchical ways in which people experience the object of the study and 

contribute to creating the outcome space. Marton & Booth (1997:125) identify 

three criteria for assessing the quality of the outcome space by stating: 

 
“The first criterion that can be stated is that the individual categories should 

each stand in clear relation to the phenomenon under investigation so that each 

category tells us something distinct about a particular way of experiencing the 

phenomenon. The second is that the categories have to stand in a logical 

relationship with one another, a relationship that is frequently hierarchical. 

Finally, the third criterion is that the system should be parsimonious, which is to 

say that as few categories should be explicated as is feasible and reasonable, for 

capturing the critical variation in the data.” 

 
To identify the interrelatedness among categories of description, Marton & Booth 

(1997:206) propose the use of an analytical framework, which they characterise 

as “a way of experiencing something.” This framework comprises a referential 

aspect and a structural aspect that co-occur and are intertwined with the 

referential aspect relating to the meaning of an experience and the structural 

aspect associated with the structure of that experience. These two aspects reflect 

a “what” (referential) aspect, which corresponds to the phenomenon, and a “how” 

(structural) aspect, which relates to the act. Within the structural aspect, a further 

distinction is made between the internal horizon and the external horizon of an 

experience. 

 
The external horizon refers to what is in the background of the experience, and 

the internal horizon refers to what is in focus —the internal relationship of the 

phenomenon’s parts to each other and its unified whole (Marton & Booth, 1997). 

This framework is depicted in Figure 3.3 below. 
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Figure 3.3: The anatomy of experience 

Source: Marton & Booth (1997:88) 

 
The anatomy of experiencing a phenomenon will be illustrated through an analogy 

used by Marton and Booth (1997). Imagine looking out into your garden, and you 

notice a hedgehog (the phenomenon) on the lawn. To see the hedgehog, you need 

to distinguish it from the surrounding grass and the broader environment. The 

surrounding grass and the broader environment form the external horizon of the 

experience. There is a possibility of seeing the various parts of the hedgehog, its 

snout, eyes, mouth, and spines. The ability to differentiate between the hedgehog 

and the grass and to know the separate parts of the hedgehog constitute a whole. 

Being able to discern the hedgehog and its different parts, and being able to relate 

these parts together, comprises the internal horizon. 

 
In this instance, the referential aspect refers to being able to recognise a hedgehog 

based on prior experiences of the same phenomenon, allowing one to recognise it 

and assign a meaning or label to it. Figure 3.4 below illustrates this analogy 

visually. 
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Figure 3.4: The anatomy of experience 

Adapted from Marton & Booth (1997:88) 

 

 
Collier-Reed & Ingerman (2013) highlight the importance of such a framework by 

arguing that phenomenography requires more than just identifying a set of 

qualitatively different categories. As the categories per se are not the primary 

focus, instead the crucial element is the structure and meaning related to the 

categories – specifically, the differences and similarities that connect and 

distinguish one category from another. 

 
It, therefore, seems imperative that in presenting the categories of description in 

my research, I consider the interrelatedness (referential and structural aspects) 

to generate “the set of different aspects of the phenomenon as experienced that 

are simultaneously present in focal awareness” (Marton & Booth, 1997:101). 

 

 
 

 
 

 
3.4.6 Summary 

The five philosophical underpinnings of phenomenography discussed above have 

various implications for my study, as they shaped the research approach adopted, 

the framing of the research question, and the findings thereof. Table 3.1 below 

illustrates the implications of these findings in my research. 
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Feature of 

phenomenography 

Meaning Implications for my 

project 

Non dualistic Does not separate the 

experiences of participants 

from the object of study 

Object of the study is the 

relationship between 

participants (staff) and 

innovative teaching as a 

phenomenon 

Qualitative Provides opportunity to 

explore multiple 

perspectives 

Using interviews as a data 

collection method in my 

research 

Second order perspective Focusses on people’s 

experience of the 

phenomenon 

Participant experiences and 

meanings of innovative 

teaching form the basis of 

my analysis 

Focus on variation Focusses on variation in 

experience of the 

phenomenon 

Presentation of the 

variations of how staff 

perceive innovative 

teaching at the University 

Internally related Focusses on demonstrating 

the referential and structural 

aspects of the categories of 

description. 

Presenting the hierarchical 

relationship among 

experiences of innovative 

teaching and their 

interrelatedness. 

 

Table 3.1: Features of phenomenography and its implications for this research 

 

 
As not all works of phenomenography use the same approaches, in Section 3.4, I 

explore some examples of phenomenographic studies that helped me understand 

the application of the common principles of phenomenography (human experience 

and variations in experiences) and how these can be applied to my study to 

achieve my research objectives. 

 
3.5 Samples of phenomenographic studies that have shaped my 

research 

 
As stated above, findings from a scoping review of various phenomenographic 

studies in the field showed that not all studies in phenomenography use the same 
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approach. I therefore had to draw upon multiple studies to help shape my 

understanding of how to approach my research in a way that, Åkerlind (2005a) 

states, makes phenomenographic studies complete. 

 

This section, therefore, draws on phenomenographic studies from the field of 

education, which demonstrate how phenomenography has been used to 

investigate a phenomenon (the object of study) and inform my approach to using 

phenomenography in my research. The studies were chosen because they 

explored differences in the meanings of a phenomenon in the field of Higher 

education from different perspectives. Based on these considerations, eight 

studies were selected as shown in Table 3.2 below. 

 
In my review of the chosen studies in Table 3.2, I realised that adopting 

phenomenography in my research was appropriate as it would enable me to 

achieve my research aim—for example, all the studies focused on participants’ 

ways of experiencing a phenomenon. In addition, the studies focused on the 

differences in experiences. They were able to present their findings in a manner 

that captured the categories of description and showed that their research 

objective(s) had been met. Table 3.2 hence focuses on the common attributes of 

chosen phenomenographic studies, which are stated below: 

 
The object of study – ways of experiencing a particular phenomenon 

 
Research question – focused on different ways of experiencing and 

understanding a particular phenomenon. 

 

Categories of description – the first step in presenting the findings in 

phenomenography that demonstrates differences in ways of experiencing the 

given phenomenon. 
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 Study Object of 

study/phenomenon 

Research question Categories of description 

1. Walsh et al (2007) Problem solving 

ability of physics 

students 

How do introductory physics students 

approach problem-solving? 

C1: Scientific approach 

C2: Plug & chug. 

- Structured manner 

- Unstructured manner 

C3: Memory-based approach 

C4: No clear approach 

2. Brown et al (2016) How staff 

conceptualise their 

CELT activities 

How university staff conceptualise their CELT 

activities 

C1: Relating an expert/novice discourse to 

perceptions of learning and teaching. 

C2: Translating expertise into advocating subject 

knowledge in, with and for the community. 

C3: Transforming advocacy to reciprocal learning. 

3. Beagon (2021) To understand how 

academics teaching 

on engineering 

programmes 

conceptualise the 

term Professional 

Skills. 

To examine the different ways in which 

academics teach Professional Skills in 

engineering programmes in Ireland. 

To investigate if there is a relationship 

between how academics teach Professional 

Skills and their Conception of Professional 

Skills. 

C1: Transmitting knowledge. 

C2: Practicing 

C3: Coaching 

C4: Mirror industry environment 

C5: Role modelling 
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4. Zou et al (2020) Academics’ 

conceptions of 

excellent teaching 

1. What are the qualitatively different ways 

winners of awards for teaching excellence 

conceive of excellent teaching? 

2. What critical aspects of excellent 

teaching need to be discerned in order to 

experience them in those different ways? 

C1: Teachers teach confidently and effectively. 

C2: Teachers guide students to achieve the 

intended learning outcomes in their courses and 

programmes. 

C3: Teachers empower students to develop 

knowledge, skills, attitudes, and values in their 

discipline holistically. 

C4: Teachers work with students to enable them 

to own their learning, make an impact on the 

community, and become lifelong learners. 

5. Munangatire & 

McInerney (2022) 

Roles of stakeholders 

in nursing education 

Understand the qualitative different ways in 

which stakeholders conceptualise their roles in 

nursing education 

C1: Initiating learning. 

C2: Supporting teaching & learning. 

C3: Moving towards a holistic role in the teaching 

and learning. 

C4: Owning the role of teaching and learning. 

6. Mimirinis (2020) Conceptions of what 

constitutes excellent 

teaching among 

undergraduates 

Explore the different ways in which 

undergraduate students understand teaching 

excellence 

C1: Optimal presentation of subject matter 

C2: being taught by an excellent teacher. 

C3: Enabling & achieving an understanding of 

the principles of the subject matter. 

C4: Questioning knowledge 

C5: Bringing about change in the discipline. 
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7. Denholm (2023) What do we mean by 

innovative teaching 

What are the qualitatively different ways 

academics perceive/ experience innovative 

teaching? 

 

In what ways do academics describe 

innovative teaching and what it means to 

them? 

• What are the critical ways these 

perceptions vary? 

• How do these different perceptions relate 

to each other? 

• How can this understanding be used to 

inform practice? 

Theme 1 

C1: Teaching & assessment activities 

C2: Pedagogic alignment 

- Student – centred active learning 

- Professionally authentic learning 

C3: Personal creative development 

C4: An ethos 

 

Theme 2 

C5: Different to what we normally do 

C6: New to the context 

C7: New to me 

8. Henttonen et al 

(2023) 

Ways of experiencing 

the writing of a 

bachelor’s thesis 

Nursing students’ ways of experiencing the 

writing process at the halfway stage. 

C1: Structure 

C2: Comparison 

C3: Shift 

C4: Relation 

Table 3.2: Examples of phenomenographic studies in Higher Education 
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The above studies show how phenomenography has been used to explore various 

phenomena in the field of higher education. In the review of these samples, I 

identified some approaches which I have used as guiding principles in my study. 

For example, Denholm’s (2023) thesis on innovative teaching reinforced the 

appropriateness of using phenomenography to understand the meaning and 

experience of innovative teaching among staff and the limited number of studies 

on innovative teaching that use this approach. 

 
In addition, the studies helped deepen my understanding of how categories of 

descriptions are identified as part of the data analysis process. Another key lesson 

from these studies was how to structure my interviews to achieve the aim of my 

research. This was especially useful as it sensitised me to who my research 

participants should be. The considerations made in participant selection are 

addressed in Section 4.3. 

 
Furthermore, these studies helped me phrase my research question in a manner 

consistent with phenomenographic studies and hone the focus of my research, 

namely, moving away from aiming to understand what innovative teaching per se 

is to exploring the variations in the experience of innovative teaching among staff. 

For example, the framing of the research questions in Table 3.2 allowed the 

researchers to uncover variations in ways of experiencing the given phenomenon. 

This approach thus allowed the data analysis to capture the categories of 

description, representing differences in ways of experiencing. By adopting this 

approach, I hope that the way I have framed my research question will enable me 

to uncover differences in staff experiences of innovative teaching and demonstrate 

these differences through the categories of description I have established. 

 
Again, these studies encouraged me to consider the number of categories of 

description that I might generate from my data analysis. In the above studies, 

four categories of description seem to be the norm. Therefore, for my project, I 

aim to present between 4 and 6 categories of description based on the studies 

mentioned above. 

 

In reviewing the samples above, a disparity emerged regarding how the outcome 

space was presented. Although there was consistency in presenting categories of 
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description, there seemed to be no definite way of presenting the outcome space. 

Some of the studies above presented the outcome space as categories of 

description, whereas others included the interrelatedness (both referential and 

structural aspects) among the categories of description presented. At this point, I 

choose to refrain from choosing a particular way of presenting my outcome space 

as the approach I adopt will be dependent on the data collected and the picture 

the data paints during the data analysis process. A further discussion on outcome 

space is presented in Section 3.6. 

 

 
3.6 My approach to phenomenography 

 
In Section 3.3, I presented an overview of phenomenography and how Trigwell’s 

(2006) five philosophical elements apply to my research in a general way. In this 

section, using these five philosophical elements as a frame of reference and the 

review of the phenomenographic studies in Section 3.4. I provide a detailed 

discussion on how these elements specifically apply to my research and how 

phenomenography, as the approach adopted for this study, addresses the 

research objective of this project, which is to understand the qualitatively different 

ways that staff experience innovative teaching within the University context. 

 
3.6.1 Non-dualistic 

Adopting this stance in my research means avoiding dualism between the 

phenomenon, innovative teaching, and participants. In other words, the ways of 

experiencing innovative teaching that participants ascribe to the phenomenon of 

innovative teaching will not be treated as separate entities, but rather as one. This 

is because, as Marton & Booth (1997:113) note, an individual’s experience of a 

phenomenon involves the internal relationship between ‘the experiencer’ and ‘the 

experienced’. Marton & Pong (2005) refer to this internal relationship as “a way of 

experiencing something” or “conception”. 

 
Therefore, concerning a non-dualistic stance in this study, participants’ ways of 

experiencing innovative teaching are shaped by their conception of it. In other 

words, this implies that innovative teaching (the object) and participants 

(subjects) cannot be separated, as there is only one world. Although experiences 
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(Participants) Innovative teaching 
(phenomenon) 

 

of innovative teaching will differ, participants cannot be seen as separate from 

their experiences based on the internal relationship they have with these 

experiences. Figure 3.5 is an illustration of this internal relationship between 

participants and the object of this study/phenomenon (innovative teaching). 

 

Figure 3.5: Illustration of internal relationship (adapted from Bruce, 2003) 

 

 

3.6.2 Qualitative paradigm 

The research employs an interpretive paradigm to delve into the collective ways 

of experiencing innovative teaching among staff. This approach involves gathering 

diverse perspectives from participants to create a framework of categories, where 

each category represents a holistic viewpoint on innovative teaching. Within this 

element, as per Trigwell (2006), rather than focusing on individual experiences, 

the qualitative data collected and its analysis will represent collective variations 

that seek to uncover how participants experience innovative teaching. 

 
In addition, similar to the method and focus employed in the research samples 

discussed in Section 3.4, this approach ensures that the focus of the interviews 

with participants is based on their relationship with or experiences of innovative 

teaching, rather than on innovative teaching as a phenomenon in itself. Further 

details of the data collection and analysis are discussed in Chapter 4 (Research 

design). 

 
3.6.3 Second-order perspective 

My application of the second-order perspective in this study entails approaching 

the research from the collective perspective of participants, seeking their 

experiences of innovative teaching. This stance implies that I aim to focus on how 

collectively participants experience innovative teaching and not what innovative 

teaching is; this allows for a focus on the experiences of participants “without 

necessary reference to correctness or truth” (Booth, 1992:54). 
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As this approach seeks to understand how innovative teaching is experienced from 

the collective perspective of participants, it requires that I adopt an open-minded 

approach and seek to understand innovative teaching from their perspective, 

rather than mine. This means refraining from being judgmental or biased towards 

a particular narrative. Figure 3.6 below illustrates the second-order perspective in 

my work. 

 

 

Figure 3.6: Visual representation of second-order perspective in my study 

Adapted from: Uljens (1991) 

 

 
3.6.4 Focus on key aspects of variation 

As the objective of this study is to investigate the differences in ways of 

experiencing innovative teaching among staff, the assumption is that there would 

be variations in experiences of innovative teaching, as the literature (Khayati & 

Selim, 2019; Fraser, 2019) on innovative teaching shows there is no consensus 

on innovative teaching, given the varied meanings ascribed to it. In addition, the 

literature (Walder, 2014; Kopcha et al., 2016) calls for the meanings of innovative 

teaching to be explored contextually. For example, Jaskyte et al. (2009) found 

that staff and students had different views on the characteristics of innovative 

teaching. These findings support my view that variations in ways of experiencing 

innovative teaching may exist among participants. 

 
Phenomenography is, therefore, an appropriate methodology for exploring and 

identifying the differences in experiences of innovative teaching among 

participants. The categories of description generated from the data would 

contribute to our understanding of innovative teaching from the relationship 
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between “the experiencer” (participants) and “the experienced” (innovative 

teaching), Marton & Booth (1997:113), and the structural relationship between 

the categories of description. In addition, learning from the examples discussed in 

Section 3.4 indicates that each category of description presented in my study will 

demonstrate one of the ways through which staff experience innovative teaching 

at the University. 

 
3.6.5 Internally related categories 

Building on the focus on identifying variations, there is a need to elucidate how 

the categories of description I generate from my data analysis are internally 

related. In other words, presenting the dimensions of variations (referential and 

structural aspects) of participants’ collective experiences of innovative teaching. 

This presentation is key for my study to be considered phenomenographic in 

nature because the product of this process contributes to the outcome space. 

 
The outcome space in this study, therefore, aims to present not just the categories 

of description that capture variations but also to show the dimensions of variation 

that depict how the various categories are related through shared features, while 

also being different, that is, a contrasting comparison of categories. An example 

of an outcome space is discussed in Section 3.6 using Mimirinis’s (2020) study as 

a frame of reference. 

 

 

3.7 Presenting findings in phenomenography 

 
Outcome spaces are used to present the findings in phenomenography and reflect 

the holistic representation of the collective experience of people of the 

phenomenon in question. The outcome space comprises two elements: categories 

of description and dimensions of variation (Åkerlind, 2012; Trigwell, 2006). The 

categories of description are essentially a hierarchical presentation where each 

category contains more complex descriptions than the previous category, and the 

dimensions of variations show the relationship between categories. 

 
As the outcome space plays a key role in phenomenography, it seems appropriate 

to provide an example of an outcome space from the literature, since outcome 
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spaces vary. Figure 3.7 and Table 3.3 below illustrate an example of an outcome 

space, which depicts the categories of description and dimensions of variation, 

respectively. This example is Mimirinis’s (2020) study on “what undergraduate 

students understand by excellent teaching.” The study produced five categories of 

description (labelled A-E), demonstrating the variation in the meaning of what 

excellent teaching means to participants in the study. 

 

Figure 3.7: Categories of description showing variation in meaning of undergraduate students 

understanding of excellent teaching. Source: Mimirinis, 2020 

 

Within the categories of description depicted in Figure 3.7 above, Category A 

represents a basic understanding of excellent teaching, with Category E 

representing an advanced understanding of excellent teaching. In this context, 

the implication is that an understanding of excellent teaching at Category E 

includes experiences of Categories A to D. Still, an understanding of excellent 

teaching at Category A does not include experiences of Categories B to E. These 

categories of description are based on the collective understanding of participants 

in the Mimirinis (2020) study, rather than the individual understanding of each 

participant. From the categories of description, it can be seen that though 

presentation of the subject matter is essential in excellent teaching (Category A), 

it does not consider other aspects of excellent teaching, such as the role of the 

teacher in the process, understanding, questioning and change, which are present 

in other categories (B, C, D, E). 

 
In Mimirinis’s (2020) study, the dimensions of variation depicting the referential 

and structural aspects represent how the categories of descriptions vary in 

participants’ ways of experiencing excellent teaching. Table 3.3 below illustrates 
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the outcome space, which depicts the model’s structural and referential elements. 

The study identified three main structural aspects: “focus unrelated to 

understanding,” “focus related to understanding,” and “focus on change.” 

 

The relationship between the categories of description identified the structural 

aspects of categories unrelated to understanding (A and B), categories related to 

understanding (C and D), and categories related to change (E). Identifying the 

structural relationship between the variations is what creates a holistic collective 

representation of students’ understanding of what excellent teaching is. 

 
 Structural aspect 

 Focus unrelated to 

understanding 

Focus related to 

understanding 

Focus on 

change 

Referential aspect    

Category A = Optimal 

presentation of subject 

matter 

A   

Category B = Category A + 

being taught by an excellent 

teacher 

B   

Category C = Category B + 

enabling and achieving an 

understanding of the 

principles of the subject 

matter 

 C  

Category D = Category C + 

questioning knowledge 

 D  

Category E = Category D + 

bringing about change in the 

discipline 

  E 

 

Table 3.3: Outcome space showing referential and structural aspects of undergraduate students’ 

understanding of excellent teaching. Source: Mimirinis, 2020 

Applying the above to my research, I present three hypothetical categories of 

description which could contribute to the outcome space of my research on 

innovative teaching, as shown in Figure 3.8 below. For example, Category A could 
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be “Innovative teaching is about experiencing something new”. Category B is 

“Innovative teaching is about creating curiosity among students,” and Category C 

is “Innovative teaching is about feeling empowered”. These categories of 

description illustrate the collective variations in how participants might perceive 

innovative teaching and its relationship with student development. 

 
Figure 3.8: Hypothetical categories of description showing variation 

 
As part of the outcome space, it is also important that I demonstrate the meaning 

of the categories of description derived above and how they are related. This 

hypothetically generates the dimensions of variation within the categories of 

description as depicted in Table 3.4 below: 

 
 Structural aspect 

 Focus related to 

context 

Focus related 

development 

Referential aspect   

Category A= Innovative teaching is about 

experiencing something new 

A  

Category B = A + Innovative teaching is 

about creating curiosity among students 

 B 

Category C = B + Innovative teaching is 

about feeling empowered 

 C 

Table 3.4: Hypothetical outcome space showing referential and structural aspects of innovative teaching. 

   
Empowerment 

 B- 
Curiousity 

   
Newness 
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From the hypothetical categories of description, it can be deduced that Category 

A represents a fundamental meaning of innovative teaching; at the same time, 

Category B demonstrates a greater awareness of the experience, where the 

experience is not just about newness but also about creating curiosity. Category 

C can be considered the most inclusive, as it adds a dimension of empowerment 

that assumes the presence of newness and curiosity found in Categories A and B. 

This hierarchy of descriptions, which illustrates what innovative teaching entails, 

serves as the referential aspect. A hypothetical relationship between the variations 

could be identified as the structural aspect. This structural aspect could be “a 

focus on context”, which relates to the context in which the teaching experience 

occurred, and “a focus on development”, which transcends the teaching 

experience. 

 
In summary, this project aims to provide an outcome space (based on findings in 

phenomenography) that captures what innovative teaching means to staff and the 

critical aspects that exist within these meanings. The categories of description will 

be a collective representation of the participants' experiences, identifying the 

referential and structural aspects that exist. This process ensures that my research 

not only conforms to the requirements of phenomenography but also provides a 

deeper understanding of participants’ ways of experiencing of innovative teaching. 

 
In addition, the findings will contribute to the literature on innovative teaching in 

general and address the call (Jaskyte et al., 2009; Smith, 2011) for more research 

on innovative teaching that explores experiences from different stakeholders 

(Kopcha et al, 2016). 
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3.8 Conclusion 

 

In this chapter, I provided the philosophical, epistemological and theoretical 

framework underpinning this study of innovative teaching. I discussed the 

appropriateness of using phenomenography as a theoretical framework, given the 

aim of this study, which is to explore the difference in understanding of innovative 

teaching from the perspectives of staff. An overview of phenomenography and its 

fundamental characteristics was discussed with a particular focus on its 

implementation and implications for my research. I also drew on examples from 

other phenomenographic studies to illustrate the strength of phenomenography 

and its capacity to provide researchers with rich understandings of their object of 

study, which collectively represent logical, hierarchical, holistic, and inclusive 

patterns of variation, thereby deepening our understanding of the phenomenon 

under investigation. An example of an outcome space from the literature was 

presented, along with a hypothetical outcome space for my research on innovative 

teaching. 

 

The next chapter (Chapter 4) discusses the research design for this study, 

including the main research elements, their implementation, and the implications 

for the study. 
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4 Research design 

 
4.1 Introduction 

 
This chapter demonstrates the guiding principles of my research project by 

discussing key considerations I made regarding data collection and its analysis. A 

qualitative research design was chosen in line with phenomenography, which 

subsequently influenced how the interviews were conducted, the questions asked, 

and the data analysis process. Phenomenography represents a distinct qualitative 

research paradigm due to its focus on the second-order perspective and variations 

thereof (Marton & Booth, 1997; Ashworth & Lucas, 2000). To capture this essence, 

the data collection process and its analysis must capture the understanding and 

experiences of participants, as well as variations in meanings. Cope (2004) argues 

that, as phenomenography seeks to provide descriptions and understanding, the 

research design must offer opportunities for this. This chapter is structured to 

provide a detailed description of how the relevant aspects of the research design 

were implemented in a way that adheres to phenomenography. 

 
The chapter consists of 8 sections, each addressing a key aspect of the research 

design. Section 4.2 presents an overview of the research site and its 

appropriateness for my study. This section provides a detailed description of the 

research site, highlighting how its operations offer opportunities for staff to 

become aware of innovative teaching practices and to capture variations in 

meaning and experiences among research participants, in line with the principles 

of phenomenography (Åkerlind, 2005). Section 4.3 discusses insider research, its 

associated issues, and how these were addressed. Section 4.4 focuses on 

participant recruitment and how it was carried out to ensure that participants had 

an awareness of the phenomenon (Marton & Booth, 1997), specifically, innovative 

teaching. In Section 4.5, the data collection process is presented to demonstrate 

its alignment with phenomenographic interviews (Bruce, 1994; Cousin, 2009). 

Section 4.6 shows how the data was analysed as per phenomenography and how 

the steps suggested by Åkerlind (2005a;2025) were used to enhance the process. 

In Section 4.7, steps undertaken to ensure the quality and validity of my research 

are discussed. Section 4.8 addresses ethical considerations as per research in 
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general and the requirements of Lancaster University in particular. Section 4.9 

provides a summary of the key points discussed in this chapter. 

 

 
4.2 Research site 

 

This section describes the research site used for this study and its appropriateness 

for phenomenography. The research site chosen for this study is the research-

intensive University where I work, herein referred to as Southeast University. What 

makes this site appropriate for my research on innovative teaching is Southeast 

University’s stance on teaching. The University deems itself as providing 

opportunities for staff to be innovative in their teaching by supporting teaching-

focused development among staff. The University regularly organises teaching-

focused workshops and conferences for staff and supports staff in achieving 

teaching accreditations. As part of this process, staff employed by the University 

are required to achieve certification with Advance HE within three years of joining, 

if they do not already hold it as part of the probation process. 

 
Southeast University is a public research university located in the southeast region 

of England. It employs over 2,000 academic staff and approximately 1,400 

professional services staff, with a student population of over 20,000, registered in 

various programmes at undergraduate, postgraduate, and doctoral levels. The 

University is clustered into 9 disciplinary schools, with some schools further 

divided into disciplinary departments. This structure is currently under review to 

adopt a faculty system, which would involve the merging of some schools into a 

single faculty. 

 
Again, the Southeast’s description of itself as an advocate and leader of innovation 

in teaching and research makes it an appropriate site to explore the different 

meanings of innovative teaching among its staff. Based on Southeast’s positioning, 

as part of its 2025 strategy, it introduced various activities aimed at supporting 

innovations in research and teaching. To emphasise this, the Southeast’s 2025 

strategic framework encourages staff and students to be disruptive in their 

approaches to learning, teaching and research. 
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Additionally, the University’s teaching-focused awards were rebranded to reinforce 

the drive for staff to be innovative in their teaching. These awards were 

redesigned to recognise staff who colleagues and students identify as being 

transformational in their teaching. Award winners are usually described as staff 

who dare to be innovative and different in their approach. Each year, the University 

receives an average of 100 nominations for staff who have been identified as 

innovative in their teaching. The high number of nominations for this category in 

the awards suggests that the ethos of innovative teaching is prevalent among staff 

and students at Southeast University. This apparent awareness of innovation, 

therefore, presents opportunities to explore variations in staff experiences of 

innovative teaching, which is the aim of this project. 

 
Furthermore, as the aim of phenomenography is to seek variation in meaning 

(Bruce, 1994; Åkerlind, 2005), this site is appropriate as it provides access to a 

diverse group of potential participants concerning discipline, teaching experience, 

qualification and other relevant characteristics that increase the possibility of 

variation in experiences of the phenomenon of my study, which is innovative 

teaching. 

 
The University has four main contract types: research and teaching, teaching and 

scholarship, research-focused, and professional services. Staff on research and 

teaching contracts have relatively lower teaching responsibilities. In comparison, 

those on teaching and scholarship contracts have relatively higher teaching 

responsibilities, and those on research contracts have minimal to no teaching 

responsibilities. Staff on professional services contracts, such as academic 

developers, quality assurance managers, and learning technologists, deliver 

workshop activities that influence policy and the narrative around innovative 

teaching and its delivery. Each School is assigned an academic developer and a 

learning technologist who work closely with staff in their assigned School on ways 

to make teaching innovative. As such, they deliver workshops on innovative 

teaching approaches. I believe that the various contract types existing at the 

University may influence how staff experience innovative teaching. This, 

therefore, makes the University an appropriate research site as there is the 

possibility of uncovering variations in the ways of experiencing innovative teaching 

based on contract types. 
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Although this approach might seem opportunistic, it is pragmatic given my limited 

resources. Taylor et al. (2016) highlight the benefits of “insider research” in terms 

of participant recruitment, the selection process, and familiarity with the research 

site. I believe using my workplace as my research site would not only provide easy 

access but also help foster a connection with participants and develop trust. 

 

 
4.3 Insider–outsider considerations 

 

There is a need to consider the impact of insider research, as it is being carried 

out where I work, and the research participants are my colleagues. Therefore, 

given my choice of research site, I was mindful of the challenges associated with 

insider research and had to consider the implications of this. I also had to be aware 

that in some contexts, I might be seen as an outsider by participants due to 

disciplinary differences and my administrative role. Hammersley (1993) suggests, 

however, that insider/outsider is not a case of one versus the other but instead 

occurs on a continuum. I consider myself an insider, as the research site for this 

study is my workplace. As I discussed my positionality in Chapter 1, this section 

focuses solely on undertaking insider research. 

 
Undertaking insider research has its pros and cons. As an insider, my identity as 

a member of the teaching faculty provided easy access to participants and created 

a sense of belonging, which in turn fostered a level of trust and candidness during 

the interview process. This sense of belonging, however, was a double-edged 

sword, as some colleagues I interviewed felt that I should have answers to some 

of the questions, given my role as a faculty member or Director of Teaching and 

Learning. To address this, I emphasised the focus of the research, which is the 

need for their experiences and meanings to contribute to the deepening of our 

understanding of innovative teaching. I was also mindful that, as an insider, I had 

certain assumptions about the culture at the University. 

 

For example, being familiar with the context and culture, I was tempted to fill in 

the blank spaces in the first interview based on prior knowledge or “a near 

obsession with seeking an unseen ‘reality’ in virtually every corner” Labaree, 
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2002:102). With this in mind, in subsequent interviews, I actively took steps to 

“bracket” these assumptions by entering the interviews with a mindset that I knew 

nothing about innovative teaching and gathering data from the participants' 

perspectives (Asselin, 2003). “Bracketing” allowed me to set aside any 

preconceptions, presuppositions, and prior knowledge about innovative teaching, 

enabling me to approach the interviews with a clearer vision (Taylor et al., 2016). 

This was necessary, especially as the central tenet of phenomenography is 

experiencing a phenomenon through the eyes of others (Marton & Booth, 1997). 

 

Some participants expressed concerns that I might have a hidden agenda, such 

as judging and evaluating staff teaching practices and reporting the findings to 

senior management. These concerns were addressed by indicating to staff that 

the research was for my study at Lancaster and had no bearing on my role at the 

University. I needed to address these concerns promptly, as failure to do so could 

have led to issues of trust and impacted participant openness (Merriam et al., 

2001). Being mindful of the concerns that some participants had, it was necessary 

to provide full disclosure of my intent and aims at the start of each interview and 

to have participants reread the participant information sheet and consent form. I 

also sought to create an environment where participants felt comfortable sharing 

their perspectives on innovative teaching with me. For example, where interviews 

were held in person, a meeting room was booked instead of using offices to ensure 

privacy and minimise the possibility of interruptions from others. In all sessions, 

I began by making my intentions clear by presenting my true self to the staff, 

specifically as a researcher interested in the construction of ways of experiencing 

innovative teaching within the University context, rather than as someone 

evaluating their practice (Taylor, 2011). This approach was vital for “creating a 

researcher-participant learning partnership” (Asselin,2003:3) to achieve my 

research aims. 

 
Additionally, I was aware of the issues of familiarity, rapport, power, and 

representation (Merriam et al., 2001; Taylor, 2011). For example, there was an 

increased willingness among staff to partake in my research due to the perceived 

power my role as DTL holds. In a couple of interviews, participants veered off-

topic and wanted to vent their frustrations on other matters not relevant to the 

research focus. I had to be sensitive to their concerns and tactfully draw their 
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attention back to the research's focus to avoid any data distortion. I achieved this 

by reiterating the session's objective and reaffirming my position as a researcher 

(Asselin, 2003). 

 

In subsequent interviews, to maintain focus, I used follow-up questions that 

encouraged participants to elaborate on their experiences of innovative teaching, 

rather than the challenges of teaching in general. 

 
Taylor (2011) and Holmes (2020) encourage the use of reflexivity in research to 

navigate the dilemma associated with insider research. As part of the reflective 

process, I kept a reflective diary during the research process. This diary was used 

to note any methodological issues that arose during the interview process, 

complementing the interview transcripts and ensuring that the participants' 

experiences were accurately interpreted. This diary helped determine whether any 

adjustments were needed for the interview process, such as questions, location, 

or style. Also, it served as a reminder of the need to accurately capture the 

narrative of my respondents, which is vital for the second-order perspective in 

phenomenography (Cope, 2004). 

 
Additionally, the reflective diary was the space where I undertook the “bracketing” 

activities such as identifying and writing down my thoughts and beliefs about 

innovative teaching so I could approach interviews without any preconceived 

understandings but rather attempt to understand innovative teaching as seen and 

experienced by interviewees as per phenomenographic interviews (Bruce 1994; 

Cope, 2004) and minimise the potential for data distortion and bias. Being 

reflective also helped minimise the occurrence of role confusion, as it provided 

opportunities to periodically take a break from the data collection process and 

review my fieldwork notes on thoughts and feelings about participant responses. 

Cope (2004) emphasises the importance of reflexivity, particularly in 

phenomenographic research, as it enables researchers to position themselves in 

a manner that enhances the credibility of the study. 
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4.4 Participants 

 

This study aimed to identify staff members engaged in teaching, as well as those 

who influence policy, as these individuals support the University in delivering its 

teaching strategy, particularly innovative teaching. Staff with teaching 

responsibilities are expected to design, prepare and deliver the curriculum to 

students and are usually at the forefront of teaching activities. On the other hand, 

staff who influence policy are generally not at the forefront of student teaching 

but rather deliver workshops that support staff in their teaching practice. 

 
I aimed to recruit participants who have teaching responsibilities and staff who 

influence teaching policy. I was particularly interested in recruiting staff who had 

acted as a judging panel member, had been nominated, or had won an award in 

the University’s Education Awards. The reasons for these are that I believe these 

members of staff would possess various perspectives and experiences of 

innovative teaching, based on their engagement with teaching, and would be able 

to share their perspectives on ways of experiencing innovative teaching. 

 
To ensure that my study aligns with phenomenography, I aimed to recruit between 

thirteen and twenty participants, which the literature on phenomenography 

(Cousin, 2009; Tight, 2015) suggests is sufficient to allow for variation and data 

manageability. Additionally, a purposeful sampling strategy was used to maximise 

variation (Cousin, 2009). This approach, phenomenographic literature (Åkerlind, 

2005; Cousin, 2009; Orgill, 2012) suggests, allows for the identification and 

selection of information-rich cases due to the relative ease of identifying potential 

participants. As the objective of this study was to uncover the differences in the 

ways of experiencing innovative teaching among staff at the University, the 

selection process allowed for these variations to be revealed. Hence, when 

choosing participants for this study, I accounted for variation across key indicators 

(Åkerlind et al., 2014), such as involvement in education awards, gender, 

discipline, teaching experience, type of appointment, grade, etc. 

 
To achieve the above, the criteria outlined below acted as guidelines in the 

recruitment process. 
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For staff directly involved in teaching, I aimed to recruit participants on different 

teaching contracts. In addition, I aimed to recruit participants who had some form 

of teaching qualification or accreditation, as I believed this could serve as a 

measure of awareness of innovative teaching. Regarding accreditations, I aimed 

to have staff who held either Associate Fellow, Fellow, Senior Fellow, or Principal 

Fellow status with Advance HE. Through engagement with teaching-related 

development activities and certification status, I believe participants will be able 

to provide rich and varied accounts of their experiences of innovative teaching. I 

also aimed for participants who had been nominated or won an award in the 

University’s Education Awards. 

 
In addition to teaching staff, this study aimed to recruit participants who worked 

in professional services as learning technologists and academic developers, as 

these staff members shape and influence practice at the University and also 

manage the University’s Education Award process. While learning technologists 

and academic developers at the University typically support academic staff with 

technology-based challenges, the majority also have a background in pedagogy 

and are responsible for delivering teaching development workshops to academic 

staff. Some of these workshops feed into staff applications for certification with 

Advance HE, as well as the in-house qualification for the Postgraduate Certificate 

in Higher Education. Based on their roles and backgrounds, it seems appropriate 

to aim to recruit participants in this category who support staff with their teaching 

practice, particularly in innovative practices. I also aimed to recruit professional 

services staff who were members of the judging panel for the University’s 

Education Awards nominations. 

 
The reason for this approach was that the experiences of the phenomenon - 

innovative teaching among staff involved in teaching, and those shaping and 

influencing teaching policy - will differ, and therefore provide variations in ways of 

experiencing innovative teaching. In addition, recruiting staff involved in different 

teaching-related activities offers opportunities to explore ways of experiencing 

innovative teaching holistically and from various perspectives. 

 
As part of the recruitment process, a targeted email was sent to all staff directly 

engaged in teaching activities or staff who influence teaching activities at the 
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University. To encourage variation in the narrative, as per phenomenography, staff 

from diverse disciplinary backgrounds, genders, teaching experiences, 

appointment types, and grade levels were selected to participate. Regarding 

emails, I chose to send these out to members of staff in each faculty at the 

University to allow for variation in characteristics. For example, with staff in the 

Business School, emails were sent to each of the five disciplinary departments in 

the School. This was to ensure that staff who responded to my call would be from 

different disciplines and prevent the likelihood of overrepresentation of a particular 

discipline. Once a response was received from a potential participant, I looked up 

their staff profile to note characteristics such as their work experience, which 

helped determine their teaching experience, the type of contract they were likely 

to be on, and whether they held any teaching qualifications and certifications. 

 
Additionally, I checked if they had been involved in the University Education 

Awards, either as a panel member, nominee, or recipient. These details, however, 

were confirmed with participants before interviews took place. These processes 

and guidelines were designed to ensure that participants selected for interviews 

could offer a range of experiences and meanings they ascribe to innovative 

teaching, thereby allowing for variation that is key in phenomenographic research 

(Marton & Booth, 1997; Bowden, 2000). 

 
Based on the recruitment process outlined above, I successfully recruited a total 

of sixteen staff members, comprising twelve directly involved in teaching and four 

who influenced and shaped policy on teaching. Of the twelve, three held research 

and teaching contracts, and the other nine held education and scholarship 

contracts. Table 4 below provides a profile of staff participants, showing variation 

in the sampling method. Pseudonyms have been used to protect the identities of 

participants. Although I hoped to recruit an equal mix of staff on various contract 

types, I believe the number of interviews and the different staff profiles allowed 

for heterogeneity of participants and meaningful data analysis (Åkerlind, 2005). 
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Participant Gender Education 

awards 

Role Teaching 

Qualification/ 

Accreditation 

Type of contract Faculty Years of 

teaching/ 

Working 

in HE 

Participant 1 M Nominee Lecturer Ongoing Teaching focussed Business 14 

Participant 2 F Winner Lecturer PGCertHE/ 

Fellow 

Teaching focussed Business 6 

Participant 3 M Winner Lecturer PGCertHE/ 

Fellow 

Teaching focussed Business 7 

Participant 4 F Nominee Lecturer PGCertHE/ 

Fellow 

Teaching focussed Business 6 

Participant 5 M Winner Lecturer PGCertHE 

/Fellow 

Teaching 

Focussed 

Business 20 

Participant 6 M No Senior 

Lecturer 

PGCertHE/ 

Fellow 

Research 

Focussed 

Business 11 

Participant 7 F Winner Professor PGCertHE/ 

SFHEA 

Teaching 

Focussed 

Science, 

Engineering & 

Medicine 

13 

Participant 8 F Nominee Senior 

Lecturer 

PGCertHE/ 

SFHEA 

Research 

Focussed 

Social 

Sciences 

15 

Participant 9 F Winner Senior 

Lecturer 

PGCertHE/ 

Fellow 

Teaching focussed Social 

Sciences 

15 

Participant 10 F Winner Academic 

Developer 

AFHEA Professional 

services 

Media, Arts & 

Humanities 

8 

Participant 11 F No Education 

Manager 

None Professional 

services 

Business 

School 

6 

Participant 12 F Winner Academic 

developer 

PGCertHE/ 

Fellow 

Professional 

services 

Social 

Sciences 

16 

Participant 13 F Winner Lecturer Ongoing Teaching 

Focussed 

Media, Arts & 

Humanities 

15 

Participant 14 M Winner lecturer PGCertHE/ 

Fellow 

Research focus Business 3 

Participant 15 F Winner Academic 

developer 

PGCertHE/ 

Fellow 

Professional 

services 

Business 10 

Participant 16 F Winner Senior 

Lecturer 

PGCertHE/ 

Fellow 

Research 

focussed 

Business 11 

Table 4.1: Profile of participants 
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4.5 Data collection 

 

As discussed in Section 3.6.2, interviews were chosen for this study to allow 

participants to express their views on ways of experiencing innovative teaching, 

thereby producing rich and valid data necessary for the categories of description. 

I employed what Orgill (2012: 2609) refers to as “open and deep” interviews in 

phenomenographic studies. This approach provided opportunities for me to 

explore and probe participants on their experiences of innovative teaching until 

the line of questioning had been exhausted and there was nothing more to cover 

on the subject. As discussed in Section 3.6.3, this approach is fundamental in 

phenomenography for exploring underlying ways of experiencing from the second-

order perspective. 

 
Considering the philosophical position discussed in Section 3.2, my questions were 

unstructured. They began with general inquiries about innovative teaching to elicit 

participants' ways of experiencing of the phenomenon (Cousin, 2009), allowing 

for their concepts and words to be captured appropriately through follow-up 

questions. This approach minimised the overreliance on predetermined questions, 

which do not always capture people’s experiences of a phenomenon (Åkerlind, 

2005a). 

 
According to phenomenographic interviews, I needed to have a process in place 

to aid the focus of the interview and address my research aims, as discussed in 

Chapter 1. Therefore, I used the interview guide in these studies, which had 

employed phenomenography (Zhao, 2016; Condappa, 2018; Denholm, 2023) and 

Åkerlind’s (2011) approach. The interviews focused on gathering participants' 

views on what innovative teaching meant to them, the characteristics that made 

teaching innovative, their experiences with innovative teaching, and what they 

aimed to achieve through innovative teaching (See Appendix 1 for interview 

protocol). Additionally, follow-up questions were used to elicit deeper meanings 

from the participants' responses. Åkerlind (2005) argues that follow-up questions 

are essential in delving deeper into participant responses than pre-determined 

ones. Follow-up questions were also used to verify the meaning of words used by 

participants as part of the “bracketing” necessary in phenomenography, especially 

since understanding a phenomenon from a second-order perspective is crucial. 
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Each interview began with asking each participant to share a bit about their 

academic journey, the purpose of which was to gain insight into how their teaching 

practice had evolved. From this, the follow-up question was “Could you please tell 

me what innovative teaching means to you?”. Based on the answers provided, 

follow-up questions were asked about the characteristics of innovative teaching, 

the purpose of trying to be innovative in their teaching, what, in their view, 

constituted non-innovative teaching, and the challenges faced when attempting 

to be innovative in teaching. Follow-up prompts such as “Could you explain x 

further?”, “Can you give me an example of …” and “What do you mean when you 

say…” were used. These prompts were used to provide participants with 

opportunities to reveal their experiences of innovative teaching as fully as 

possible, ensuring that I did not introduce any new aspects not previously 

mentioned by the participant (Åkerlind, 2005). I was also mindful to use these 

prompts appropriately and not to interrupt participants. I also took note of the 

keywords used by interviewees to explore their meanings in more depth. For 

example, an interviewee likened “innovative teaching to impact”. The follow-up 

prompt sought to explore what the participant meant by “impact” I asked, “What 

do you mean innovative teaching has to do with impact”? This approach was 

necessary because the meaning this participant associated with the word “impact” 

would not necessarily be the same meaning I had when it was mentioned 

(Åkerlind, 2005). 

 
Additionally, I approached each interview as if it were the first of the 16, I 

conducted. The idea behind this approach was to ensure that I did not influence 

participant responses from previous interviews and provide opportunities for each 

participant to discuss how they perceive, understand, or experience innovative 

teaching (Bruce, 1994). 

 
Finally, as part of managing the interview process, the purpose of the interview 

was reiterated, and verbal confirmation was sought to ensure participants were 

still happy to partake in the study. Interviews ranged from 30 minutes to 60 

minutes. Most interviews were held online, as most staff were working from home 

during the interview period. (April – June). All interviews were recorded, 

regardless of the mode (online or in-person). 
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4.6 Data analysis 

 

This section provides an account of the iterative analysis process I undertook to 

analyse the data generated from the interviews. Before starting the analysis, I 

transcribed the recordings from the interviews as I believed this would help me 

familiarise myself with the data. Each interview was assigned a pseudonym, and 

the files were uploaded to NVivo to make the data manageable and facilitate data 

interrogation. 

 
Deciding on which analytic approach to use proved to be a challenge, as there is 

no singular way of analysing data in phenomenography. After reading various 

literature, including Marton (1986), Prosser et al. (1994), Bowden and Walsh 

(2000), and Åkerlind (2012) on phenomenography, I remained uncertain about 

which approach to use that would ensure my interpretation of the data was 

credible. I therefore reached out to two authors (Taylor–Beswick and Åkerlind), 

who had published books on phenomenography, and they kindly shared their work 

with me. Their materials provided the clarity I needed to help me decide which 

approach to use and the implications for my study. I, therefore, decided to adopt 

Åkerlind's (2012) approach, as it allowed me to simultaneously unearth meaning 

(referential aspect) and structure (structural aspect) from the data. Åkerlind 

(2025) proposes a 10-step process for data analysis, which I adopted as the 

guiding principle for my data analysis, along with the guidelines provided in Taylor-

Beswick & Hornung (2024). The steps, which are Familiarising, Condensing, 

Comparing, Grouping, Delimiting, Discerning, Articulating, Checking, Labelling 

and Relating, are presented in Section 4.6.1. It is worth noting that the steps were 

not followed linearly, as I had to revisit some steps during the data analysis, and 

specific steps occurred simultaneously, such as Comparing, Grouping, and 

Delimiting. 

 

4.6.1 My application of the two processes 

 

1. Familiarising 

This process began during the transcription phase, as I became familiar with the 

data. As part of the process, I initially read the 16 transcripts as a whole to become 

familiar with the data. In the second round, I broke down the transcripts and 
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identified responses related to innovative teaching, the focus of this study. I also 

highlighted sections of the transcripts that were unrelated to the study, such as 

the icebreaker questions used at the beginning of the interviews. In subsequent 

readings, I began to make notes in NVivo on my observations of similarities, 

differences and any ideas that I thought were interesting. 

 
2. Condensing 

As part of this step, I identified and highlighted statements that I considered 

“meaning-laden” (Åkerlind, 2005). These statements and words were examples 

that participants used to describe innovative teaching, explain what innovative 

teaching meant to them, and justify why they considered some experiences more 

innovative than others. I also highlighted the keywords that participants had used 

and the responses they provided when probed about their choice of particular 

words. For example, words such as “new”, “community”, “development”, and 

“reflection” were highlighted in their respective transcripts as they were identified 

as “meaning-laden”. It is worth emphasising that although statements and words 

were selected, these were always considered in the broader context of the 

transcript as a way of focusing on relevant aspects of the data and gaining deeper 

insights (Åkerlind, 2005c). This process helped identify key ideas, concepts, and 

experiences of innovative teaching expressed by participants and was applied to 

all transcripts. Table 4.1 is an example of the condensing process. See Appendix 

2 for an example of condensation for each transcript. 

 

Condensing 

Skills Creative skills 

self-reflect and building self-awareness 

Performance they do better when they're hands on 

trying things out and then discussing 

Opportunities sort of a chance for students to explore what they're good at 

give this person a challenge 

Development develop this person holistically 

having the sense of purpose 

Feeling pressure the students were under to develop their English 

remove some of these barriers for students 

Table 4.1: Example of the condensation process 
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3. Comparing, Grouping & Delimiting 

Here, the data condensed in Step 2 was compared to identify variations and 

similarities in participant experiences of innovative teaching. As part of the 

process, I also sought new labels and refined these where necessary, as I realised 

that some of the labels I had chosen earlier did not accurately capture participant 

meanings. I was also looking for critical variations among participant responses, 

as this was fundamental to identifying the qualitatively different ways in which 

participants experienced innovative teaching. The process also helped me identify 

commonly used words by participants and group similar statements and labels 

together, which helped develop my categories of description. This process was 

iterative, as I kept circling back to reread the data and rearrange statements and 

labels based on similarities and differences. This iterative process helped 

determine whether my proposed categories were supported by the data and 

helped identify any inclusive relationships between categories (Åkerlind, 2005d). 

This iterative and continual sorting of data was necessary as it allowed for 

neutrality and enhanced the validity of categories of description and outcome 

space constructed from the data (Ashworth &Lucas, 2000; Bowden & Walsh, 

2000). As part of the iterative process, I was able to narrow the initial 200 labels 

generated down to 100 and continued the process till the labels were narrowed 

down to 20. See Appendix 3 for an example of initial labels. 

 

4. Discerning 

In this step, my focus was to identify specific aspects of the phenomenon that 

differentiated between various groupings or categories. This process involved 

comparing the different groupings themselves rather than individual statements 

or transcripts. I also searched for critical aspects that were identified in one group 

but not in others. In other words, what was different between the categories or 

recognised in one category that was not recognised in others? For example, as 

part of this process, I identified the critical aspect of “impact on learning” in 

Category 2, which was not discerned in Category 1. As part of the process, I also 

sought commonalities and structure within the categories constructed. This 

involved examining the categories for shared understanding and analysing how 

these categories relate to one another in terms of increasing complexity and 

inclusivity of understanding (Åkerlind, 2014). 



102  

5. Articulating 

At this stage, I sought to identify the elements that differentiated the categories, 

thereby defining the meaning ascribed to each category relative to the others. 

This allowed me to identify the characteristic features of each category and the 

dimensions of variation within each. For example, I was able to determine the 

primary focus of each category. The dimensions of variation identified at this stage 

helped discover the level of awareness, which illustrates the extent of awareness 

of different aspects in an expanding way across the categories (Åkerlind, 2011). 

For example, the dimensions that emerged from the data regarding expanding 

awareness of innovative teaching were the “Role of instructor”, “Purpose of 

innovative teaching”, “Perceived outcome of innovative teaching”, and “Expressed 

emotions”. 

 
6. Checking 

This stage aimed to test the categories and dimensions of variation against the 

data. I had several discussions with my supervisor at this stage about the 

categories of description I had generated and to test their coherence. This iterative 

stage required rereading the transcripts and reformulating the initial versions of 

the identified categories of description and critical aspects. It was also helpful in 

verifying whether the identified dimensions of variation were grounded in 

empirical data as well as assessing the level of inclusiveness within each 

dimension. Table 4.2 is an example of one of the initial categories of description 

identified. 

 

Categories of description Refined categories of description 

Teaching that challenges students Teaching that improves performance 

Teaching that improves student experience Teaching that is captivating 

Innovative teaching is about newness Teaching that is new to the context 

Teaching that is student focussed Teaching that is learner centred 

Teaching that encourages community Teaching that encourages inclusive learning 

Table 4.2: Example of initial categories of descriptions identified 
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7. Labelling 

At this stage, once I was confident that my categories of description and critical 

aspects had been thoroughly checked and rechecked against the transcripts, I felt 

optimistic about formally labelling the categories. As per phenomenography, the 

labels I assigned to each category are brief descriptive headings and not 

comprehensive descriptions of the category. A key question I asked myself when 

deciding on the final labels was, “What do I want the labels to highlight about the 

categories of description”? (Åkerlind, 2025). Based on my answers, I opted for 

labels that highlight the unique meaning of each category, thereby emphasising 

what is different about each category (Åkerlind, 2025). Table 4.3 shows the final 

labels assigned to the categories of description. 

 

Categories of description 

Category 1. Innovative teaching is about newness or difference 

Category 2. Innovative teaching is about making an impact 

Category 3. Innovative teaching is about inclusivity 

Category 4. Innovative teaching is about student development 

Table 4.3: Final labels for categories of descriptions 

 

 

8. Relating 

In this stage, I focused on explicitly searching and identifying the hierarchical 

relationships between the different categories of description. This process was 

necessary to develop a comprehensive and holistic representation of the outcome 

space, as outlined by Åkerlind (2025). The critical elements identified helped 

demonstrate the interconnectedness among categories and the ordering of the 

categories of description within the outcome space. As part of the process, I used 

my activities in the previous stages to identify overlapping or intersecting 

categories and considered their relationships. Table 4.4 below highlights the 

critical aspects identified among the categories, where an asterisk indicates 

awareness of the vital aspect. 
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Understanding of innovative teaching 

 Category 

1 

Category 

2 

Category 

3 

Category 4 

Critical aspects discerned     

Focus on classroom activities * * * * 

Role of teachers in student learning  * * * 

Empowering students   * * 

Contribution to society through teaching    * 

Table 4.4: Table showing critical aspects of innovative teaching discerned among categories. 

 

 

In summary, the discussion above shows the process by which the outcome spaces 

presented and discussed in Chapters 5 & 6 were identified. As discussed in Section 

3.7, there are various ways of presenting the outcome space in phenomenography. 

However, two key components are consistent across most studies: the categories 

of description (referential aspect) and the dimensions of variation (structural 

aspect). In this study, the four categories of description illustrate the holistic ways 

of experiencing innovative teaching that emerged from the data analysis, and the 

four dimensions of variation show how these dimensions are structurally related 

(Åkerlind, 2018). Although the data analysis process has been presented as a 

series of stages, it is essential to reiterate that it is iterative and simultaneous in 

this study. I had to reevaluate several times by rereading transcripts and updating 

labels as needed, ensuring that the outcome spaces were valid and reliable. 

 
4.7 Research quality 

 
As with the analytic approach, there is no consensus among phenomenographers 

on what constitutes rigour in phenomenography (Åkerlind, 2005). In light of this, 

Åkerlind (2025) advises that those using phenomenography should be thoughtful 

and mindful of how they might ensure rigour in their research. Therefore, I chose 

to use the umbrella term “research quality” as I believe this captures the credibility 

identified by Collier-Reed et al (2009) and discusses how this has been considered 

in my research. 

 
To ensure research quality, interviews—a well-established method in 

phenomenography—were used for data collection (Trigwell, 2006) and to help 

establish critical variation in the data (Cope, 2004). I designed my line of 
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questioning to align with that of other phenomenographic studies, such as Åkerlind 

(2008), which allowed for what Collier-Reed et al. (2009:7) refer to as “open 

understanding”. This line of questioning provided opportunities for participants to 

reflect on their experiences of innovative teaching and allowed them to express 

their way of experiencing innovative teaching freely with minimal interruptions 

from me. I also used iterative questioning to clarify participant responses, 

ensuring that their focus was on the phenomenon of the study and eliciting further 

details on terms they had used. As part of the research quality process, Merriam 

& Tisdell (2016) advocate the use of triangulation. This was achieved through the 

use of multiple sources, including interviews with 16 participants on various 

contracts and from different disciplines, as discussed in Section 4.4, to ensure 

variation in ways of experiencing the phenomenon. The use of participant quotes 

was also employed to illustrate and support the findings. This process ensured the 

epistemological and methodological consistency of the research, that is, alignment 

between the purpose, research question, participant selection, data collection, and 

data analysis (Åkerlind, 2012). 

 
Additionally, as this research aims to understand innovative teaching from the 

participants' perspectives, I employed the technique of “bracketing” during the 

data analysis. I actively took steps to “bracket” any preconceived assumptions 

and experiences I had of innovative teaching from my teaching experience and 

the literature on innovative teaching. I also avoided reading literature on 

innovative teaching as a way of exercising “interpretive awareness” (Sandberg, 

2000:208) and avoiding data distortion (Åkerlind, 2012; Taylor-Beswick & 

Hornung, 2024). 

 
Finally, as part of the research quality process, I discussed the outcome space I 

had constructed with my supervisor and colleagues. This was not to find the 

correct interpretation of the data, but to achieve a defensible interpretation 

(Åkerlind, 2012). This was done to ensure that I could justify my outcome spaces. 

 

In summary, I have demonstrated how the issue of research quality was 

considered and addressed throughout my study, enabling the verification of my 

findings. The approach adopted aligns with Entwistle’s (1997:129) argument that 
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“for researchers in higher education, the test is generally not phenomenography’s 

theoretical purity but its value in producing useful insights…”. 

 
4.8 Ethical considerations 

 

Cousin (2009) advocates that research projects require a robust ethical 

framework, as this helps address key ethical issues, such as the safety of the 

researcher and participants, and the credibility of the research approach and 

findings. For this research, I adopted a principlist approach (Wiles, 2012). The 

ethical considerations for this study were guided by the British Educational 

Research Association (BERA) ethical guidelines (2018) and relevant literature on 

ethics. 

 
Ethics approval was obtained from the Centre for Higher Education Research and 

Evaluation at Lancaster University, and approval was granted under reference 

FL16077, allowing the study to commence. This process was completed before 

invitations were sent to staff. As part of the ethics process, the purpose of the 

study, participant information sheets, and a timeline for withdrawing consent were 

included in the invitations sent. Before participating in the study, participants were 

provided with consent forms and were allowed to ask any questions they may 

have had. Before the start of each interview, the consent forms (Appendix 4) and 

participant information sheets (Appendix 5) were reviewed to ensure that 

participants were aware of the study's focus, their right to withdraw, and the 

timeframes for doing so. 

 
Also, as informed consent is not a one-time event, I was open to answering any 

questions participants had and providing additional information as needed 

throughout the study. The aim was to ensure that participants were fully aware of 

what they had agreed to and had the opportunity to make an informed decision 

about their participation. 

 

A room was booked explicitly for in-person interviews, as most staff share offices. 

This was necessary to foster confidentiality, trust, and privacy and provide a space 

that minimised disruptions. A composite profile was developed for all participants 

by assigning pseudonyms and removing other identifiers not necessary for data 
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analysis. Participants were informed that interviews would be recorded to facilitate 

transcription and would be stored in a secure location accessible only to me. To 

ensure the accuracy of the data collected, I used the prompts provided by Åkerlind 

(2023) to check for the meaning underlying the language used by participants. 

 
As part of the ethical framework process, the issue of trustworthiness was 

considered in relation to the researcher’s positionality, that is, the position I have 

chosen to adopt within the research. The issue of positionality is crucial, as it 

influences what is researched, how it is researched, and the results (Rowe, 2014). 

This is especially important since minimal research in the educational field can be 

value-free (Holmes, 2020). On a micro level, the ethical dilemma I encountered 

involved power relations between the participants and me. In some situations, 

participants wanted to know if they had provided the correct responses. In 

contrast, others were self-conscious when being interviewed and sought 

assurances that they could not be identified from their responses. To address these 

concerns and avoid what Brinkmann & Kvale (2005:164) refer to as “one-way 

instrumental dialogue” associated with interviews, I reiterated the purpose of the 

research. I assured participants that, since pseudonyms will be used, there will be 

minimal risk to respondents when the findings are made public. I also re-

emphasised the focus of my research, which is to share their perspectives on ways 

of experiencing innovative teaching. 

 
Furthermore, to address power asymmetry, I considered using a research 

assistant for data collection. However, I decided against this, given the need for 

me to be able to identify which interview process works and build “a researcher–

participant learning partnership” (Asselin, 2003). Moreover, Brinkmann & Kvale 

(2005) suggest that ethical dilemmas are not easy to address; however, 

researchers need to be aware of these and know how to overcome them when 

they do occur. 
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4.9 Conclusion 

 

This chapter provides a detailed overview of the research design employed in this 

study. The chapter provides a context that aims to situate the research site and 

emphasise its suitability for my study. The discussion on insider research 

highlighted the advantages and challenges I encountered in conducting the 

research as an insider, as well as how I managed any concerns raised by 

participants. The recruitment and selection process adopted for the study to 

ensure a variation of experiences among participants, which is key in 

phenomenography, was also presented. A detailed description was provided of the 

steps used in the iterative data analysis process, along with an explanation of how 

this process ensures the dependability of the findings. Considerations and actions 

undertaken to ensure research quality, as well as the ethical principles that guided 

the research, are also discussed. 

 
The next chapter (Chapter 5) presents the findings from the iterative data analysis 

process. 
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5 Findings 

 
5.1 Introduction 

 
This chapter presents my findings on the qualitative ways participants experience 

innovative teaching. As discussed in Section 3.7, findings in phenomenography 

are presented as an outcome space. The data analysis process discussed in 

Section 4.6 led to the development of the outcome space, comprising four 

hierarchical categories of description, which will be discussed in subsequent 

sections. The hierarchical categories of description ranged from less to more 

complex conceptions, with Category 1 being the least inclusive and Category 4 

being the most inclusive. The outcome space of the categories of description 

constructed from the data analysis process described in Chapter 4 is: 

 
Category 1. Innovative teaching is about newness or difference 

Category 2. Innovative teaching is about making an impact on student learning 

Category 3. Innovative teaching is about inclusivity 

Category 4. Innovative teaching is about student development 

 

 
Each category of description is described in detail in Section 5.3, with illustrations 

of key aspects of the categories and quotes from the interviews. The quotations 

are intended to provide a concrete sense of how participants experience the 

meaning or understanding represented by each category, as well as an opportunity 

to demonstrate how the data align with the categories of description (cf. Taylor-

Beswick & Hornung, 2024; Åkerlind, 2025). The discussion illustrates how the 

categories are logically related in an inclusive hierarchy, focusing on the 

differences between them by highlighting the primary focus of each category 

(Åkerlind, 2011; Taylor-Beswick & Hornung, 2024; Åkerlind, 2025). 

 

In Section 5.4, I present the dimensions of variation, which is a further exploration 

of the categories of description, highlighting the structural aspect of the 

outcome space. The dimensions of variation show how the critical aspects are 

constituted in a structurally related way. The dimensions of variation enabled me 

to identify logical relationships among the critical aspects that emerged during the 

data analysis, as discussed in Section 4.6. These logical relationships allowed the 
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critical aspects to be grouped and highlight the ways they run across all the 

categories of description, showing how awareness expanded along that dimension 

as one moves from Category 1 to Category 4. (Åkerlind, 2003a) 

 

As discussed in Chapter 4, I present my outcome space using text, tables, and 

diagrams, which highlight two key aspects: a referential/meaning aspect and 

a structural aspect. In my study, the referential aspect focuses on the ways of 

experiencing the phenomenon in question that participants attributed to it, 

specifically examining participants’ experiences of innovative teaching. This 

referential/meaning aspect is captured in qualitatively different participant 

ways of experiencing, which are presented as categories of description. The 

dimensions of variation are used to demonstrate how particular dimensions 

expand structurally, or, in other words, the structural aspect that displays the 

relationship connecting the categories. The dimensions of variation not only focus 

on a particular dimension within each category but also illustrate how each 

dimension increases in complexity across the categories of description. 

 
Additionally, based on the discussion in Section 3.7 on the various ways of 

presenting findings in phenomenography, I have chosen to illustrate my outcome 

space using formats that allow me to remain faithful to the data and fully capture 

the experiences of innovative teaching as expressed by participants. 
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5.2 Categories of description 

From the data analysis described in Section 4.6, the 16 in-depth interview 

transcripts identified four qualitatively different ways of experiencing innovative 

teaching, as shown in Table 5.1 below, with their corresponding focus constituting 

the referential aspect of what innovative teaching means. 

 

Categories of description Focus of each category/Referential aspect 

Category 1: Innovative teaching is 

about newness or difference 

primary focus on using new or different methods to 

teach. 

Category 2: Innovative teaching is 

about making an impact on student 

learning 

primary focus on the role of the teacher in student 

learning. 

Category 3: Innovative teaching is 

about inclusivity 

primary focus on improving the performance of 

students through inclusive practice. 

Category 4: Innovative teaching is 

about student development 

primary  focus  on  encouraging  the  growth  of 

students beyond the classroom. 

Table 5.1: Outcome space: Referential aspect of innovative teaching 

 

 

Each category of description can be described as being different and distinct, given 

the focus of each category. Also, the categories of description are developed in a 

logical and hierarchical structure of expanding awareness and the principles of 

inclusivity as per phenomenography. Within this hierarchical structure, Category 

1 acts as the foundation on which other categories are built. Although Category 1 

is at the bottom of the hierarchy and is identified as the least complex experience, 

it represents the fundamental experience of what innovative teaching is, with its 

focus on the use of new or different methods to teach. Category 2 builds on 

Category 1 and includes the focus on using new or different methods to teach, but 

adds an emphasis on recognising the role of the teacher in student learning. 

Category 3 is composed of the foci of Categories 1 and 2, as well as its focus on 

improving the performance of students through inclusive practice. The last 

category, which is Category 4, is the most complex among the categories of 

description as it includes the foci of Categories 1, 2 and 3 and a new focus on 

encouraging the growth of students beyond the classroom. Figure 5.1 is a visual 

representation of the four categories of description and depicts their inclusive 

hierarchical structure. 



112  

 

Figure 5.1: Outcome space: Categories of description with their hierarchical and inclusive structure 

 

 

As shown in Figure 5.1, this hierarchical structure reflects an inclusivity of 

awareness, with complex categories of description incorporating the insights of 

less inclusive ones but not vice versa. It must be noted that while each category 

of description shares some characteristics with those below it (for example, 

Category of Description 3 shares characteristics with Categories of 

Description 2 & 1), it also offers a distinct perspective, making it a unique way 

of understanding what innovative teaching means. As a whole, the categories of 

description represent the key variations in how this phenomenon can be conceived 

and show the hierarchical relationships that exist between different categories of 

description. As per phenomenography, the hierarchical structure among the 

categories of description is not about a more complex category being superior to 

less complex ones but rather demonstrating a more comprehensive and complete 

understanding that builds on the foundational knowledge found in less complex 

categories. 
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In the next section, I describe what each category means and use quotations from 

participants to illustrate what is new about each category, that is, the different 

ways of experiencing that each category brings (Taylor-Beswick & Hornung, 2024). 

It is worth mentioning here that, as stated in Section 4.6, the focus of 

phenomenography is to identify the variation in the collective experience among 

participants and not the individual. The quotes, therefore, reflect how innovative 

teaching is experienced collectively by participants in each category. 

 
5.2.1 Category 1: Innovative teaching is about newness or difference 

In the first, least inclusive way of experiencing innovative teaching, innovative 

teaching is experienced as anything new or different to either staff, students or 

both. The way of experiencing identified within this category constitutes the 

referential aspect and encompasses practice, context and the individual, which are 

discussed below. 

 
In this category, the primary focus is on the use of new or different methods to 

teach. This view is illustrated by the quotations below: 

 

“Implementing completely new teaching approaches.” 

(Participant 15) 
 

“…innovative teaching is about doing something that's quite different.” 
(Participant 5) 

 
“…do things a bit differently in the classroom...” 

(Participant 7) 

 
“I guess rather than do something the way it's always been done, trying 
to come up with new ways of helping students to learn, maybe through 

the use of technology.…” 

(Participant 11) 

 

In this category, the critical aspect discerned focuses on what happens in the 

classroom and not beyond, that is, ensuring that the content required for the 

teaching is delivered, as the quotations below illustrate: 

 
“…. that's part of applying the learning and reinforcing the learning from 

that week's lecture topic to its experiential learning…., but in a way that 

took workload off tutors because you don't get those questions by emails. 

You don't explain the same thing again and again…” 
(Participant 2) 
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“…. Innovative teaching is using different approaches from an instructor’s 
side and deciding what content you can cover and how you cover it if 

there's less... I think my approach to teaching is I try to cover the content 
and the information that I need students to learn…”. 

(Participant 6) 
 

 
Regarding practice, any form of teaching that was different to everyday practice 

was seen as being innovative. The use of the traditional lecturing style was viewed 

as standard practice. However, there was the view that tweaks could be made to 

lectures to make them innovative, as expressed below: 

 
“I witnessed a different form of lecturing by a senior colleague in my 

previous institution. He didn't have recordings or slides. Instead, he gave 
away some photocopies of, you know, newspapers linked to the topic that 

he was teaching, and the students took notes as he spoke. I've never 

seen a class more engaged than that, you know, that was very 

innovative...” 

(Participant 16) 

 

“…I think the common thread probably is just that it's not traditional 

teaching, it's doing something a bit different that moves us away from the 

traditional model of teaching such as lecturing” 

(Participant 9) 

“Innovative teaching is doing something different that's a bit different 
from the traditional view of teaching” 

 (Participant 7) 

 
“It should almost surprise students …. it would be different from what I 

would think of as a classic learning activity where students read this case 
study, and here are some very boring slides with, you know, low design 

levels.” 
(Participant 2) 

 

Additionally, practice deemed different from what others did was described as 

being innovative. For example, the introduction of instructional videos to help 

students in their learning, as the accounts below indicate: 

 

“So what was innovative was we realised that students were forgetting …, 

but students were forgetting the more detailed explanations ... I made 

like a tutorial video for each of the seven weeks in chunks kind of 

explaining it again in more detail ….” 
(Participant 2) 
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“…. What was different was using video, so instructor-generated videos. I 
created some videos and then provided them to students, covering just 

one or two learning outcomes. Before we had actual live lectures….” 
(Participant 4) 

 
In this category, there was a perception of innovative teaching as being 

contextual, as a particular teaching practice might not be new per se, but 

somewhat different or new in a specific context. This newness may involve a 

different approach that is not the norm within the discipline or faculty, as the 

following quotations indicate. 

“…because nobody else, you know, in their school is doing something on 

that theme, with that particular approach... And yes, it's just that that 
idea of something different, not necessarily completely new, can be 

described as innovative… It's not necessarily new in the sense that we 

didn't conjure it up out of the blue, we actually sort of built it from, you 
know, what other people are doing” 

(Participant 7) 

 
“.... it was, it was outside of everybody's norm to a certain extent, no one 

else was doing it, we were forging new ground by applying old ideas to 
new contexts.” 
(Participant 12) 

 
“So that was also innovative because I was using it in a quantitative 

module, and this had never been done before in the university...” 
(Participant 4) 

 

“…it might not necessarily be something that's brand new in terms of, you 

know, something that's just come along…, but it might be something 
different from what students have been used to receiving in their teaching 

or the way that they've been used to being taught historically, or that 
they might be taught in other contexts.” 

(Participant 11) 

 
Regarding the individual, there was the perception in this category that innovative 

teaching is dependent on individual experiences. Although some practices might 

not necessarily be new or different for some, for others, these approaches might 

be seen as innovative, especially if they are encountering this for the first time. 

 
“.. innovation to me means something that is new to me or something I'm 

trying out for the very first time, which may not be new to other people. It 
may be new to students or not, but it has to be new to someone... If it's 

new to you, then it's innovative. If it's new to the group you're introducing 
it to, then it's innovative…” 

(Participant 4) 
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“We've tried to have an innovative approach to it now. Not everyone 
would feel that way…. Well, it's not new because there are probably only 

so many ways you can teach this same sort of content. … So yeah, I think 
innovative is very personal in that respect because it's so it could be new 

to the discipline, new to this university, which I think we kind of were in 
that respect, a new style or approach, then it can also feel new to the 

person.” 
(Participant 9) 

 

Finally, there was an acknowledgement of the temporary nature of innovative 

teaching as what might be regarded as new or different might become the norm 

over time and thereby no longer be seen as innovative. 

 

“…because in some way, I mean, I'm not an expert on innovation, but I 
feel like what is innovative changes over time. Because innovation is sort 

of relative to what most people are doing or what the dominant way or 
style of teaching is. Innovative teaching is something that's different. But 

over time, if the dominant way or majority way of doing things changes, 
then what's innovative will also change…” 

(Participant 6) 

 
“Well, starting with that same module the following year, the approach 
was no longer innovative because I was doing the same thing again, 

right? So there are some modules where you know I've carried on doing 
the same thing just because it works and therefore would not class what I 

do as innovative…” 
(Participant 14) 

 
The description of Category 1 shows how innovative teaching is experienced as 

newness or different, and the least complex conception. In the subsequent 

sections, its foundational role in other categories will be demonstrated, as well as 

the empirical evidence of the inclusiveness of awareness. 

 

 
5.2.2 Category 2: Innovative teaching is about making an impact on 

student learning 

In this category, innovative teaching is experienced as teaching that aims to make 

a significant impact on student learning. Although there was an awareness of 

newness in this category, as the illustrations below demonstrate, this was not the 

primary focus; instead, the emphasis was on the critical aspect of making a 

positive impact on student learning. 
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“Innovative teaching is about using new methods or approaches aimed at 
changing behaviour.” 

(Participant 13) 
 

“…something which is so kind of mind-blowing and almost shocking to 

see” 

(Participant 2) 

“...Innovative teaching is one where you're impacting the students in a 
personal way as well. It is not just about newness or different 

approaches…” 
(Participant 6) 

 

“… being innovative is being willing to try out different things that might 

have more of an impact on students.” 
(Participant 4) 

 

Within this category, there was an awareness that innovative teaching was not 

only about newness and delivering teaching as in Category 1 but included a 

primary focus on the role of the teacher in student learning. The way of 

experiencing that makes up the referential aspect identified within this category 

are the role of teachers in learning and knowing their students. 

 

In this category, the critical aspect discerned is that teachers had a role to play in 

students’ learning, and this could be achieved through activities that facilitated 

and encouraged student learning, as the following quotes show. 

 
“...it's really useful to allow them to discuss what they've what's happened 

in their own experience and what they've learned. And then, a lot of 

times, the students get into conversations. And I'm more of like a 
moderator rather than an instructor…” 

(Participant 6) 
 

“...Innovative teaching is about recognising my role in student learning, 
so as part of my role, I might have to do things differently and set up the 

module differently…” 
(Participant 14) 

 
“Innovative teaching is always thinking about how to present the content 

in a way that sort of fosters active engagement with the material. So 

trying to think of ways to get students to interact even and reflect.” 

(Participant 15) 
 

It is also perceived within this category that, as part of their role in student 

learning, teachers need to reflect or embody the norms expected within their 
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disciplines, thereby acting as role models who inspire and motivate students to be 

curious about the discipline. 

 
“…that's also important to the identity of somebody working in education. 

…., but you're so aware when you teach in education that you are 

supposed to be modelling good practice to everybody. You know, you're 
not just delivering your topic, you should be delivering it in a way that's 

interesting because you should know somehow how to be a good teacher 
because that's your topic…because of that, I think there's much more of 

an impetus to do things in an innovative way...” 
(Participant 9) 

 

“… we decided to take a sort of sketchbook approach to the student’s 

learning so that they were generating their own work… we took the 
emphasis away from how well they could replicate or how well they could 
do a cover song. And it moved to what are the interesting ideas that you 

can use to write music. How do we support students to develop critical 
listening skills as part of the discipline…” 

(Participant 13) 

Furthermore, although there was an awareness of the newness of approaches 

used as per Category 1, the focus within this category is on the aims of the 

approaches used, which is to help students understand the subject. 

 

“…The main aim is to be able to go much deeper into the content and 
have more discussions and conversations with the students about the 

content rather than just teaching the content in the class because the 
content has essentially already been taught. I think the main goal is to 

help students have a deeper understanding of the subject.” 
(Participant 6) 

“…another aim was for them to find a way for them to remember what it 

was that I taught them for it to remain in their minds for longer. So it 
wasn't something that was just a kind of fleeting repeat after me and then 
go away and forget about it. It was building up a sort of an experience if 

you like, a lesson that would enable them to learn at that moment but 
then remember afterwards...” 

(Participant 11) 

 
To achieve this impact, there is the perception that knowing who your students 

are is vital. This is because this allows for the teaching to align with the learning 

needs of students, as the quotations below illustrate: 

 
“.. for any innovation, it is important to know what the needs are. So that 
means we at least need to know who our students are, their background, 
and what theoretical background they have and then provide the help and 
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support they need. For example, maybe some students really need help 
more than others which allows us to provide support accordingly….” 

(Participant 14) 

 
“...I'm always trying new things. I mean, like I've been teaching the same 
modules, … the nature of the cohort has shifted over the years and so I'm 

trying to respond to changing cohort needs…” 
(Participant 8) 

 

Additionally, within this category, student learning outcomes are seen as being 

intertwined with teaching and, therefore, the need to create environments that 

support student learning. There was the perception that creating the right learning 

environment encouraged student engagement, which could lead to improved 

student outcomes. 

 

“…I don't want people to be always like having to be there 100% on it. 
But I do want people to sort of be able to turn off everything else that's 

happening in their lives and try and find a way to focus in this space. And 

so that's why attending to the energy in the room is really important…. By 
energy, I mean my perception of how people are feeling and acting. And 

what they need to be doing with their minds and bodies...” 

(Participant 8) 
 

“There should be a space for their views and perspectives, and they 

should feel kind of safe expressing that… I mean what does it feel like to 
be in the space? Do you feel as if you're being respected as a learner, and 
do you feel as if you've got the space to express yourself? For me, that's 

important as it shows that you have thought of the learner and the things 
that they are facing before changing the direction of the teaching…” 

(Participant 9) 

 
The description of Category 2 has shown how it covers its critical aspect and 

elements of Category 1, but as will be shown below, not the focus of Category 3, 

which is improving the performance of students through inclusive practice. 

 
5.2.3 Category 3. Innovative teaching is about inclusivity 

Innovative teaching in this category is experienced as teaching that is inclusive. 

Although there was an awareness of newness and making an impact, as in 

categories 1 and 2, the primary focus in this category is improving the 

performance of students through inclusive practice, with the critical aspect being 

empowering students, as the quotations below indicate 
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“… innovative teaching is not only about newness but also improving 
student performance in a way that is inclusive. I believe that students are 

unique and they're different and they come from different backgrounds. 
This also includes the academic background, which means the way they 

learn will be different. I'm not saying that we have to suit each person's 
learning needs…but as teachers, we need to recognise these differences 

and find ways of helping students. I think we think that it will be very 
difficult for you to try to address all these things without any practice of 

innovation at all…” 
(Participant 4) 

 
“…it's not just about newness but like building an experience so students 
can navigate their own way through their learning. So there's something 

there for really motivated students who want to do better. And for 
students who, for whatever reason, aren't performing like they're not 

motivated or they've got a lower competency level, there's stuff there that 
will help them that they can access kind of in their own time…” 

(Participant 2) 

 
As stated above, within this category, there was an awareness of the aspects in 

categories 1 and 2, as the quotations indicate; however, the primary focus is on 

inclusive teaching practice. Within this category, the way of experiencing that 

constitutes the referential aspect were student voice and the role of students. 

 
There is the recognition that for teaching to be inclusive, there is a need for 

teachers to be flexible in their approach to the teaching process, as the quotations 

below show. 

 
“…Innovative teaching is thinking about how you're designing your 

teaching. Flexibility in terms of how you might enable students to engage 

with the material, …So inclusive teaching gives students avenues to 

engage in ways that are meaningful to them or gives them at least some 
choices so that they can tailor that learning experience to their interests…” 

(Participant 12) 

 
“…But the point is that increasingly we're seeing more and more students 
who are in some ways neurodivergent. And if we keep that thought in our 

mind, then we really do need to take seriously the thought about what 
students are going to be learning. What we try to tell them in very 

different ways, and I suppose in a way it's the same point about flexibility. 

So, you want to make sure that information is available to students in 

ways that is meaningful to them and not ways that are meaningful to you 

as a lecturer. 

(Participant 1) 

“Innovative teaching is not just about different means and different 
methods; it's also about demonstrating some flexibility and enabling 
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students to be a little bit more. I guess the word is autonomous in the 
way that they want to do something or learn…” 

(Participant 11) 

 

Within this category, there is the notion that, as part of inclusive practice, students 

ought to feel that they have a role in the teaching process, as their input helps 

shape the teaching approach implemented. 

 

“they felt like they were kind of heard and included within their teaching. 

That they could give feedback, and it would be kind of acted on, or at 
least acknowledged…” 

(Participant 15) 
 

“…you can design your curriculum by incorporating student voice to 
remove barriers and engage students in broader ways as much as 

possible…” 
(Participant 5) 

 

In addition, there is the belief that when students are encouraged to share their 

thoughts and ideas, they feel valued and empowered, which leads to increased 

student engagement and improved performance. 

 

“…So I have to kind of meet my students where they are, respond to 
changing cohort needs and so I'm constantly listening to my students, 

basically. And trying to find out new ways of delivering what they need 

that keeps me fresh but also address challenges…” 

(Participant 8) 

“… and this encourages everybody to participate in some way because I 
think we learn by discussion, that is the I think of it as shifting 

performance rather than just learning. They're not just get getting facts in 
their head...” 

(Participant 2) 

 
“So I guess something that would disrupt that and be more innovative 
would be a way of teaching that gets the students much more actively 

involved … and then the class period is all about discussion. I think 

something that's innovative is the idea that the students learn from each 
other just as much as they learn from the instructor. This makes them 

feel valued as they get the sense their perspective matters…” 

(Participant 6) 

 
Within this category, there is an awareness that being inclusive means 

encouraging students to work together, learn and support each other as part of 

their learning development. This is deemed useful in helping students develop 
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learning communities built on respect and trust, which helps foster a sense of 

belonging. 

 
“…for me, the idea of community is about feeling a sense of connection as 
a group and connection to the experience you're going through together, 

in which this case would be a module or a course, so a community would 
be a group with a shared experience or journey, even if it's temporary…” 

(Participant 9) 

“… it's really useful to allow them to discuss what's happened in their own 

experience and what they've learned. And then a lot of times the students 
get into conversations. And I'm more of like a moderator rather than an 

instructor. And that, I think, is quite useful, I mean, compared to like the 

very traditional thing that I described in the beginning, that would be 
quite innovative. The notion that students can learn from each other and 

not just from the instructor helps students develop...” 

(Participant 6) 
 

From the description of this category, it is evident that although there is an 

awareness of all aspects of categories 1 and 2, this category demonstrates an 

expansion in awareness by focusing on the critical aspect of innovative teaching, 

which is about inclusive practice that improves student performance. The elements 

within this category focused on flexibility, incorporating student input in curriculum 

design and encouraging students to work together as a means of fostering learning 

communities. 

 
This category demonstrates an inclusive understanding of innovative teaching 

compared to categories 1 and 2. However, as will be shown in the description of 

category 4 in Section 5.3.4 below, it does not include the focus of category 4, 

which is encouraging the growth of students beyond the classroom. 

 
5.2.4 Category 4. Innovative teaching is about student development 

Innovative teaching in this category was experienced as teaching that supports 

student development. This category was identified as the most inclusive because 

although there was an awareness of aspects of other categories, this category 

showed an expansion of awareness that extends beyond teaching and learning. 

This expansion of awareness is captured in this category's primary focus, which is 

encouraging students' growth beyond the classroom. The way of experiencing 

identified as part of the referential aspect in this category are student support and 

skill development. 
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Also, within this category, there was the recognition that innovative teaching was 

not just about newness and student performance but supporting students to 

develop beyond the module or programme of study, as illustrated by the following 

quotations. 

 
“…but it's thinking about how you, I think I'm in the mindset of not just 

teaching content, or student performance, or newness or developing 

knowledge but also kind of developing skills and competencies and as a 
broader interest like our job isn't to necessarily motivate students, but 

they should feel inspired, motivated to kind of make connections and 

create that sense of purpose in their head… that helps them continue to 
develop…” 

(Participant 5) 

 
“…and not just focus on newness. So not only understanding the theory of 
how that works and developing project management skills but developing 

beyond the module, like a Venn diagram with lots and lots of things 

overlapping…” 
(Participant 2) 

 

As stated above, within this category, there was an awareness of the aspects in 

categories 1, 2 and 3, as the quotes indicate; however, the primary focus was on 

student development. 

 
There is the recognition that for teaching to support student development and 

bring about growth in students, the teaching process needs to provide students 

with opportunities to develop skills that prepare them for their respective careers 

and the real world. The critical aspect discerned in this category was the 

contribution to society through teaching. 

 
“So for me, innovative teaching kind of goes beyond sort of the relaying 

the information that they've been taught to be able to really use it in the 
world beyond the university, so whether that's employability sort of 

skills…” 
(Participant 12) 

 

“…you know, coming back to the teaching, it should achieve multiple goals 

at the same time, like they're developing communication skills and 

teamwork. Also working on, you know, project management 

documentation.” 
(Participant 2) 
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Student development is recognised as being multi-faceted due to the diverse 

needs of students. Therefore, there is an awareness to allow students to determine 

how they would want to grow and support their needs accordingly, which 

encourages students to feel empowered and engage with the teaching process. 

 
“… it’s about supporting students in their journey and allowing them to 
make informed choices… it's like creating their own intellectual property. 

Like to have ownership over that and to feel like they had agency and 
ownership over the things that they were making…Sort of trusting the 

students to make stuff and to come back, and for that to be an ongoing 

process. I feel like there's a democratisation that happens in that process 

as well…” 
(Participant 13) 

“… innovative teaching involves an element of personal development... 

this is what we're gonna do. We're gonna, like, create this little bit of 
success, and you're gonna take these skills and techniques, and you're 
gonna use them, and you'll get rid of some of them and you'll develop 

them yourself. And that's all OK, but yeah, just that they that they feel 
empowered is so important… 

(Participant 3) 

 
There is the view that, as part of the skills development process, there is a need 

to emphasise to students the relevance of their discipline and learning to society, 

as doing so enables students to recognise how their learning contributes to societal 

progress. 

“… it is just getting students to be demonstrating the skills that they need 
sort of to thrive in their discipline. So, it's not necessarily about getting 

students to absorb a lot of knowledge about their discipline, but it's 

getting them to understand why it's relevant, how it might be relevant 
outside of the university and how they can kind of use those skills 

effectively in society.” 
(Participant 7) 

 
“it could also be, you know, social justice skills or just life skills as well. 
But for me, that really is innovative teaching where students are gaining 

the knowledge and the skills that they're having, that awareness of how 
valuable that is to the broader kind of society beyond the university...” 

(Participant 10) 

 
Consistent with the focus on encouraging students' growth beyond the classroom, 

there is the recognition that students ought to be sensitised to recognise the 

importance of the continuous pursuit of knowledge and skills upon completion of 

their studies, especially with the advancement of technology. This is seen as 
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beneficial for career advancement and personal development, as the quotes below 

illustrate. 

 
“… But the creative aspect is going to be needed because AI, okay, AI can 
be creative, but we have to be able to tell AI what we want it to do for it 

to produce the output … there's an element of creativity that can't be 
surpassed by AI. And in terms of, you know, what employers look for, the 

message increasingly is that actually what they want are people who don't 
just sort of do the same old thing that everyone else has always done… So 

I think just our job is really preparing the students for life after Uni by 
focusing on creativity and getting them to think about their growth, 

thinking outside the box and think of futureproofing their skills…” 
(Participant 7) 

“…they're also recognising what skills they need and developing these. It's 
almost like a deeply immersive experience for them. So yeah, I think it 

should be future-facing. So not, oh, AI. But rather focus on how do I 

support the student to move forward? How does this apply to what they're 

going to do in the real world? How does this respond to a challenge in the 
external environment? Getting students to think about their broader 

development and the sense of wanting to continue developing…” 
(Participant 2) 

From the description of this category, it is evident that although there is an 

awareness of all aspects of categories 1, 2 and 3, this category demonstrates an 

expansion in awareness by focusing on the critical aspect of innovative teaching 

being about student development, with the primary focus of growth beyond the 

classroom and hence the most complex category. The elements within this 

category focused on creating opportunities for students to develop skills they 

deem relevant to their growth, helping students recognise their contributions to 

societal progress and sensitising students to the benefits of lifelong learning. 

 
In summary, this section focused on the referential/meaning aspect of innovative 

teaching by describing the four categories of description identified from the 

interviews. The description of the four categories showed how they are organised 

hierarchically and demonstrated a progressive understanding of inclusivity. 

Category 1 is situated at the bottom of the hierarchy, demarcating the least 

inclusive, followed by categories 2 & 3, which are at the midpoint, with category 

4 being the most inclusive. As discussed in Section 3.7, it is equally essential in 

phenomenography to show the structural relationships that connect the different 

ways of experiencing a phenomenon. Hence, in Section 5.3, I present the 

structural aspects of innovative teaching and illuminate the critical ways in which 
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the dimensions of variation are structurally related along each identified dimension 

within the categories of description. 

 

 
5.3 Dimensions of variation 

The dimensions of variation illuminate how specific dimensions extend across the 

categories of description, revealing the structural relationships that bind these 

categories together. This detailed examination of the structure of variation in 

awareness not only highlights the similarities between categories but also 

underscores their unique differences. The dimensions of variation highlight shared 

concepts across categories and the increasing complexity of these categories 

(Åkerlind, 2011, 2017). 

 
Four dimensions of variation were identified from the data, as shown in Table 5.2. 

These dimensions run across the categories of description in an expanding way, 

showing how the awareness expands collectively, that is, how each dimension is 

discerned along a particular category of description. Each dimension will be 

explored, accompanied by excerpts from the interview transcripts to demonstrate 

the qualitative expansion of awareness across categories. 

 

Dimensions of variation/Structural aspect 

Role of instructor 

Purpose 

Perceived outcome 

Expressed emotions 

Table 5.2: Outcome space: Structural aspect of innovative teaching 

 

 

 

 

5.3.1 First dimension of variation – Role of the instructor 

Under this dimension, there was a varying focus on the role of the instructor 

amongst the categories of description. In Category 1, where innovative teaching 

is about newness or difference, the role of the instructor is perceived as 

implementing innovative teaching to meet institutional expectations, such as 

covering teaching materials and fulfilling the traditional role of being a teacher. It 
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is perceived that innovative teaching is a conduit for meeting institutional 

expectations, as the quotations below illustrate. 

 
“…I feel like students are now very passive participants in their own 

learning, and they're sort of expecting that we will satisfy them, and we 

will provide them with everything they need and so we try to find 

innovative ways to make this happen. They can just kind of sit back and 

chill and engage with it if they want to, or if they don't want to…” 

(Participant 6) 

 

“…Whereas I think oftentimes like if you only have a few hours each week 

and you're just focusing on delivering the content, you don't have that 

extra time and space to be all that critical.” 

(Participant 5) 

 

In Category 2, where innovative teaching is about making an impact on student 

learning, the role of the instructor is perceived as being responsive to the needs 

of students. This perception suggests that innovative teaching ought to align with 

students’ needs and ensure that the instructor understands and addresses the 

unique needs that students might have. This emphasises the need for staff to be 

flexible in their teaching approaches, as the quotations below illustrate. 

 

“I think as educators, the first thing we need to do is listen, whether or 

not that's innovative, I don't know. ..... and all of that listening should 

channel into what we present to students and what we ask students to do 

in workshops…” 

(Participant 1) 

 
“…It's not just coming up with different means and different methods, it's 

also demonstrating some flexibility and enabling students to be a little bit 

more. I guess the word is autonomous in the way that they want to do 

something….” 

(Participant 11) 

 
For Category 3 - innovative teaching is about inclusivity, the role of the instructor 

is perceived as supporting the growth of students. Instructors were perceived as 

being responsible for implementing innovative approaches that could foster deeper 

understanding and allow students to develop key skills. It was perceived that 

instructors played a pivotal role in supporting student growth by providing 
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guidance that encouraged them to take ownership of their learning, as the 

quotations below demonstrate. 

 

“… they're being encouraged or challenged or forced to think about things 

differently, and to learn the information differently… obviously like the 

instructor would have to play a role in that because the instructor might 

have to do things differently and set up the module differently to support 

students…” 

(Participant 6) 

 

“…So they're using kind of reflective pieces of writing as well to kind of 

self-assess how they're developing on that module. Inside that, talking to 

the students about why that voice is really important, that kind of 

personal voice and that personal development for students. They're using 

that knowledge in a practical kind of way, and they're reflecting on the 

development of the skills as well. And then reflecting on their learning. So 

it's a really kind of personal kind of component to that and I have to 

support students through that process.” 

(Participant 10) 

 
Within Category 4, where innovative teaching is about student development, the 

role of the instructor is perceived as encouraging lifelong learning among students. 

Instructors are perceived as having a responsibility that transcends imparting 

disciplinary knowledge. Their role of encouraging lifelong learning is perceived as 

inspiring students to develop a love for learning that extends beyond their 

discipline. 

 
“…my business is not putting in, it's drawing out. So, the students already 

have transmissive education through lectures through reading materials 

where stuff is transmitted to them through teaching practice and 

assessment practice. My job is to help pull out what they know and help 

them develop skills, confidence, all the transferable stuff, but also to allow 

them to apply their learning no matter what career path they go on…” 

(Participant 8) 

 

“…if those connections are always made that explicit for students. I think 

I'd just like to see that kind of connection made more for students that 

they can really obviously see and what they're learning at university is 

connected to life beyond the university…” 

(Participant 10) 
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5.3.2 Second dimension of variation – Purpose 

Within this dimension, there was a focus on the purpose of innovative teaching. 

It was perceived that there ought to be a goal for implementing innovative 

teaching, and this focus varied across the categories of description. For Category 

1, where innovative teaching is about newness or difference, the purpose of 

innovative teaching was perceived as supporting teaching. The emphasis here is 

on implementing activities that support teaching through technology or other 

modes, as illustrated in the quotations. 

 
“I made like a tutorial video for each of the seven chunks kind of 

explaining it again in more detail, you know, bringing to life what the 

students needed to do. So, if they came to work on it in a month, they 

could go back ..., but they've got real-time help but in a way that took the 

workload off tutors because you don't get those questions by email. You 

don't explain the same thing again and again, and it meant students could 

listen, watch the videos as often as they wanted…” 

(Participant 2) 

 

“And that involves using video, so instructor-generated videos. I created 

some videos and then provided them to students, covering just one or two 

learning outcomes. Before we had the actual live lecture. It was a big risk 

for me because it was time-consuming and I wasn't sure it was going to 

work right, but it did, and I used it for 2-3 years before moving on to 

something else.” 

(Participant 4) 

 
In Category 2, where innovative teaching is about making an impact on student 

learning, the purpose of innovative teaching is perceived as supporting learning. 

The perception is to provide a learning environment where students are supported 

to achieve their full potential. The emphasis is on providing opportunities for 

students to understand the subject and acquire the expected knowledge and skills. 

This purpose is illustrated in the quotations below: 

“So that was also innovative because I was using it in a quantitative 

module that, you know that we had never done before in the university. It 

was also new to the students, but it was relevant, it helped to improve 

their scores. It also gave very good feedback. We received very good 

comments that year as well. I did a regression analysis showing them how 

watching the video had an impact on their score, a direct impact on their 

score.” 

(Participant 4) 
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“I created the first few videos, 10 minutes long each, and I made sure 

that they were really basic with real-life examples. Then, I had quizzes 

embedded in each video, which students had to take before watching 

other parts of the video. I could see students attempting the questions. I 

could see what their answers were, and then we discussed, you know, 

their responses and why they were wrong and why the correct answer 

was correct in the lecture before moving on to the other parts of the 

lecture. As I mentioned earlier, with innovation. It's not just about 

something being new, it's about the relevance and being able to measure 

that impact” 

(Participant 14) 

 
In Category 3, where innovative teaching is about inclusivity, the purpose of 

innovative teaching is perceived as building a learning community. The emphasis 

here is on fostering a sense of belonging and connection among students. It is 

perceived that community building encouraged student engagement as students 

would respond positively to the teaching, leading to increased well-being. This 

process allows students to build strong relationships with their peers and 

instructors, as the quotations below illustrate. 

 

“Students would interact with other students, not necessarily from their 

cohorts… I learned a bit about how you interact in classes and how you 

participate from observing how the older students did. Do you know what 

I mean? And I think that would be very useful. It helps develop personal 

connections with the students, which is what I think encourages them to 

learn and get a better experience.” 

(Participant 6) 

 
“Rather than just content, we have a kind of space for developing 

community around teaching, like we ask students to engage in action 

learning and reflect together in groups. So, there are a couple of 

examples of how we try to rethink that course differently. There should be 

a space for their views and perspectives, and they should feel kind of safe 

expressing that.” 

(Participant 16) 

 

“And you build community through shared experiences, right? So, you 

might, you're all in a group together, but maybe you also all go out, like 

go on the outdoor walk together and you share different things about your 

life. We just learn different things about each other because you're 

outside of that normal dynamic. And so, does that build a community? I 

don't know. It builds a connection with each other, which might translate 
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to a feeling of community. It builds towards that sense of together of 

being something together.” 

(Participant 9) 

 

For Category 4, where innovative teaching is about student development, skills 

development is perceived as the purpose of innovative teaching. The emphasis 

here is supporting students to develop more than just discipline-specific skills. It 

is perceived that supporting students to develop a wide range of skills was 

necessary as these increased the potential for them to succeed in their course and 

improve their career prospects, as the quotations below demonstrate. 

 
“Creating new..., but it's like creating their intellectual property. Like to 

have ownership over that and to feel like they had agency and ownership 

over the things that they were making. Sort of trusted the students to 

make stuff and to come back, and for that to be an ongoing process. I feel 

like there's a democratisation that happens in that process as well as an 

element of personal development for the students.” 

(Participant 13) 

 

“We are going to create this little bit of success, and you're going to take 

these skills and techniques, and you're going to use them, and you'll get 

rid of some of the skills that are not useful, and you'll develop new ones. 

And that's all OK, making students feel empowered is so important.” 

(Participant 16) 

 
“And they're also developing their own skills, so it should. It's almost like 

a deeply immersive experience for them. So yeah, it should achieve more 

than anything. I think it should be future-facing. So not, oh, AI. But it 

should focus on how the student moves forward. How does this apply to 

what they're going to do in the real world? How does this respond to a 

challenge in the external environment? Supporting them to develop 

evaluative skills and critical thinking skills by explaining why this one's 

better than that one. So developing knowledge but also kind of developing 

skills and competencies.” 

(Participant 2) 
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5.3.3 Third dimension of variation – Perceived outcome 

The focus of this dimension was on the perceived outcome of innovative teaching. 

This dimension suggests that there is a perception that innovative teaching should 

offer some results and impact student learning. In Category 1 (innovative 

teaching is about newness or difference), the perceived outcome is the promotion 

of knowledge and understanding. The emphasis here was on ensuring that 

students have opportunities to engage with teaching in ways that help them 

understand the subject and its key concepts. 

 
“There should be a behaviour change; they should feel inspired and 

motivated to kind of make connections and create that sense of purpose in their 

head. It's about them as a person and having a sense of purpose, situating it, 

trying to make them understand the subject. They should find it intrinsically 

motivating and directly relate to how their knowledge is improved in that 

particular concept being taught and improve their performance.” 

(Participant 2) 

 
“…where students are really applying what they've learned to a potential 

kind of real-life sort of situation. They're using that knowledge in a practical kind 

of way, and they're reflecting on their learning and development of the skills as 

well. They get a better feeling for different ways of approaching the task. 

Different ways of writing, different uses of language, different ways of presenting 

their work.” 

(Participant 10) 

 

“I guess the reason for my approach was… but also for them to remember 

it and to come out at the end of it feeling like they'd learned something from it. 

Because I think like with anything, you go into, whether you're, you know, 

learning something, whether you're going into a teaching session or whether 

you're. I don't know, going into a show or something. It's not just how engaging 

it is and how interesting it is, but also what you learn.” 

(Participant 11) 

 
Similar to Category 1, Category 2 (making an impact on student learning) also 

focuses on student learning, with the perceived outcome being to reinforce 

learning. The difference, though, lies in the strong emphasis on helping learners 

develop strategies that enhance their understanding of the subject. It was 

perceived that to reinforce learning, it is important to make use of scaffolding to 

help students build on prior knowledge as well as provide opportunities for 

reflective practice. This perception suggests that using scaffolding and reflective 
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practice enables students to think deeply, internalise knowledge and refine their 

learning strategies. 

 
“This is something that is very innovative and very impactful was on our 

…module. We have a project assessment, and there are 7 sections to it 

from Week 4 onwards. The section of the project plan corresponds with 

the weekly topic, and they work on it in the workshop, that's part of 

applying the learning and reinforcing the learning from that week's lecture 

topic...So what was innovative was we realised that students were 

forgetting what was taught and the detailed explanations that were meant 

to bring the learning to life...” 

(Participant 2) 

 
“…So the reason I felt that was innovative was it was using technology, 

which is good... I didn’t assume they didn’t want to learn but rather 

thought if we gave them resources that would help them, they would 

understand how to consume those and use those in a way to help them 

understand the subject better...” 

(Participant 3) 

 
Improved student performance is perceived as the outcome for Category 3 

(innovative teaching is about inclusivity). There is the perception that creating 

active learning opportunities for students encourages them to be active in their 

learning, with instructors acting as facilitators of the process. This suggests that 

promoting a sense of ownership among learners and not viewing them as passive 

learners improves their performance as they develop an interest in the discipline. 

 

“I find different ways to get them talking about the discipline. So I could 

say, you know, discussing in your groups and then put your answer on 

Padlet and then I read out what they have written. I try to encourage 

those who have good answers to explain their answers to the class.” 

(Participant 4) 

 
“the idea is that each student submits a portion of their writing that is 

going to feed into their final assessment, and then they receive peer 

feedback from two other students and also give feedback to two other 

students. So they are then benefiting from feedback. In theory, that is 

more accessible to them because it comes from a peer, but they are also 

then exposed to other students’ writing so that they get a better feeling 

for different ways of approaching the task. Different ways of writing, 

different uses of language, different ways of presenting their work. It was 
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quite helpful because it encouraged them to take a more active role in 

planning their learning” 

(Participant 7) 

 

A positive student experience is the perceived outcome of innovative teaching for 

Category 4 (innovative teaching is about student development). There is the 

conception that when students feel listened to and supported, they tend to be 

motivated to work harder and enjoy the learning process. The focus is on tailoring 

teaching in a way that addresses individual needs. The perception is that this 

process leads to potential satisfaction and a positive student experience, as the 

quotations below illustrate. 

 
“I think as educators, the first thing we need to do is listen whether or not 

that's innovative, I don't know…and all of that listening should channel 

into what we present to students and what we ask students to do in 

workshops…” 

(Participant 1) 

 
“…It's not just coming up with different means and different methods, it's 

also demonstrating some flexibility and enabling students to be a little bit 

more. I guess the word is autonomous in the way that they want to do 

something… And these are the processes that they have to follow. So 

what else do you put into the set-up of your service operation to get those 

outcomes …, there's that experience, experience element that should go 

with it for students as well. And the broader development and the sense 

of purpose that they should come out of their degree with.” 

(Participant 11) 

 
“...if I was in an organisation, I would do internal comms, I'd do a change 

plan, I'd develop training materials. So, I think of it as shifting 

performance rather than just learning. They're not just getting facts in 

their head. There's no point in just knowing them. You know them, and 

then what? So I think it's that mindset of performance and having a, you 

know, a fun experience, a positive experience, not just the transmission of 

information...” 

(Participant 2) 
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5.3.4 Fourth dimension of variation – Expressed emotions 

The focus of this dimension is the subconscious emotions perceived to align with 

each category. These emotions are believed to influence the student-teacher 

relationship and the way staff support student learning. In Category 1 (innovative 

teaching is about newness or difference), the expressed emotion is perceived as 

neutral; there was a sense of limited engagement in building student-teacher 

relationships, as the focus was on getting the work done, which is to deliver 

teaching. 

 
“…it does require that certain degree of stability, confidence, and feeling 

settled in your job to disrupt what you already do because it involves 

additional labour… Because you know, when you first start teaching, you 

just want to do things like to feel that you're doing a good job…” 

(Participant 9) 

 

“When they come to university, they believe that what they're doing is 

buying an education. Now, they aren't, of course. They're buying access 

to an education, but their mindset is one of consumers consuming a 

service. The way to deal with satisfaction among consumers buying a 

service is to be seen to be responding and to tell your consumers how 

you're responding. If things go slightly wrong. So you talk to them, you 

keep a dialogue open with them, and when things do go wrong, signpost 

very clearly that you've seen the problem. You've acknowledged it, and 

you've put it right as a lecturer. The only things I really have control over, 

are what's said in the lectures and the workshops”. 

(Participant 1) 

 
For Category 2 (making an impact on student learning), the expressed emotion 

is identified as mixed, with a sense of interest and bravery. Here, there is 

recognition of the risks involved in implementing innovative teaching and the 

uncertainty regarding student responses. There is more engagement within the 

category as the perception is that to build a student-teacher relationship, one 

needs to have an interest and be brave enough to overcome challenges and 

explore new ideas. 

 
“I'd like to kind of try and support with maybe teaching provision at 

university for students to try and help, you know, remove some of these 

barriers for students… but kind of alongside that and related to that, the 

work I did with international students on pre-sessional courses again was 
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very interesting. It just really opened my eyes to student experiences as 

well as international student perspectives. So again, I was working with 

these students, and I was thinking, oh, this is a really difficult situation for 

some of these students. Some of their experiences aren't positive at all 

and put them under a lot of pressure; I was thinking, what can I do that 

would not add to this pressure…” 

(Participant 10) 

 

“I'm worried about doing anything that has a negative impact on student’s 

grades without knowing how it would go, particularly for my foundation 

year students, because they've got to pass the course to progress, right? 

And so, it's quite a high risk to do anything too out there for them, that 

might risk them not passing the module. With my second-year students, 

obviously, it feeds into the degree award, so then I introduced it as a 

formative assessment and got much better buy-in from students…” 

(Participant 8) 

 
The expressed emotion within Category 3 (innovative teaching is about 

inclusivity) is enthusiasm, as this is seen as being key in motivating staff to persist 

when faced with challenges. Being enthusiastic is perceived as being necessary to 

strengthen any student-teacher relationships that have been built/developed 

through the teaching process. This emotion is evident in the way challenges are 

viewed as opportunities for learning. 

 
“My rationale for being innovative was I suppose I was really quite scared 

this year of that group because I haven't had such a large group before, 

and the module itself used to be 6 weeks and now it’s eleven, so it was. It 

was all changing and I was thinking, Oh my God, am I going to be able to 

handle it? Can I keep 50 people interested for three hours? It's a horrible 

time of day. You know, I was really like, what do I do, I was really worried 

about it. And I was just like, you know, I've got to approach this just with 

joy. And I've just got to try and have fun because, you know, you feel 

responsible…” 

(Participant 9) 

 
“...You know, whatever it might be, I just want to try. I want to throw 

everything at it. Throw the whole toolbox of ideas because I felt like, 

yeah, why not” 

(Participant 3) 
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Empathy is the expressed emotion identified in Category 4 (Innovative teaching 

is about student development). Here, there is a sense of heightened emotional 

engagement, as staff seem passionate about supporting students throughout the 

teaching process. Staff acknowledged the need for perspective-taking, that is, 

listening and understanding students’ needs and finding ways to address these 

needs. It is perceived that being empathetic helps build a stronger student-teacher 

relationship, allowing for enhanced student engagement, as students who feel 

understood and valued are more likely to be engaged. 

 

“… you feel a sense of responsibility. You think these students are from all 

over the world, they've come here for me. Not for me. But you know that 

they've given the university all of this money and time. And I just felt a 

real weight of responsibility again. And so, like, I felt that innovation was 

the only way to sort of really enjoy the space to inject energy…” 

(Participant 9) 

 

“I mean, I would ask, I would say, right, how's this going? Should we 

spend a little bit longer? I never know whether I do it to the whole group 

very much like as in, I don't know where that's useful. So yeah, I have like 

if I introduce a task I'll say generally how does this feel? What do you 

think? And obviously, that's a really pointless question because nobody's 

really going to answer. And then what I tend to do is if people are working 

in groups, I'll go around to a couple of groups and say how are we doing, is 

this the amount of time? do you think we need a bit more?” 

(Participant 16) 
 

 
5.4 Conclusion 

The above description illustrates how the dimensions vary across the categories 

of description and the structural relatedness that connects the categories within 

each. From Table 5.3, it can be seen how the level of inclusiveness increases along 

the dimensions and the categories. The table shows that at the least inclusive 

level, the perceived outcome of innovative teaching is to promote knowledge and 

understanding, which aligns with the role of the instructor in meeting institutional 

expectations. In comparison, the more inclusive way of experiencing innovative 

teaching focuses on providing a positive student experience. In addition, the 

purpose of innovative teaching extends beyond the discipline, encompassing skills 

development and lifelong learning as integral components of the process. 
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 Referential aspect of innovative teaching 

 Innovative teaching 

is about newness/ 

difference 

(Category 1) 

Innovative 

teaching is 

about making 

an impact on 

student 

learning 

(Category 2) 

Innovative 

teaching is 

about 

inclusivity 

(Category 3) 

Innovative teaching is 

about student 

development 

(Category 4) 

Structural aspect of 

innovative teaching 
 

Increasing level of inclusiveness 

Role of instructor Meet institutional 

expectations 

Being 

responsive to 

student needs 

Supporting 

the growth of 

students 

Encourage lifelong 

learning 

Purpose Support teaching Support 

learning 

Building a 

learning 

community 

Skills development 

Perceived outcome Promote knowledge 

& understanding 

Reinforce 

learning 

Improved 

student 

performance 

Positive student 

experience 

Expressed emotions Neutral Mixed emotions Enthusiasm Empathy 

Table 5.3: Outcome space of innovative teaching 
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6 Discussion 

 
6.1 Introduction 

The purpose of this study was to explore the variations in the ways staff experience 

innovative teaching. This chapter discusses the findings presented in Chapter 5 

and presents my contribution to the literature on innovative teaching. As stated in 

Chapter 1, my study aimed to investigate the qualitatively different ways that staff 

at the University collectively experience innovative teaching. The research 

question I sought to answer in my study is: 

 
What are the qualitatively different ways of experiencing innovative 

teaching among staff within the context of a University? 

 

The content in this chapter, therefore, builds on the findings presented in Chapter 

5 by discussing their relevance to my research and presents my contribution to 

the literature reviewed in Chapter 2. Section 6.2 discusses how the findings 

answer my research question. Section 6.2.1 focuses on how staff experience 

innovative teaching. Section 6.2.1 focuses on the critical differences in ways of 

experiencing. In Section 6.3, I discuss the contributions that my research makes 

to the literature on innovative teaching, as reviewed in Chapter 2. These 

contributions are aligned with the three key themes outlined in Chapter 2. 

 
6.2 Variations in experiences of innovative teaching 

This section addresses the study’s research question, which explores variations in 

the collective ways of experiencing innovative teaching among staff at the 

University. As described in Chapter 5, four qualitatively different ways of 

experiencing innovative teaching emerged from the data analysis. Each category 

of description offered a distinctive perspective on innovative teaching. The focus 

within each category differed from the next, with each demonstrating an 

increasing awareness from the lowest to the highest. Together, the categories 

illustrate an inclusive, hierarchical view of how participants experience innovative 

teaching. 

 
The hierarchical relationship between the categories is from the least inclusive 

conception, “innovative teaching is about newness/difference,” to the most 
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inclusive conception, “innovative teaching is about student development”. 

The hierarchical structure among the categories emphasises the logical 

relationships among them, with each category offering distinctive perspectives on 

innovative teaching. However, it is worth noting that the hierarchical nature does 

not denote a better or worse understanding of innovative teaching, but rather 

illustrates the inclusive nature of certain categories relative to others (Åkerlind, 

2011, 2025; Taylor-Beswick & Hornung, 2024). 

 
To illustrate, when compared to Category 1, where innovative teaching was 

experienced as newness or difference, Category 2 (innovative teaching is about 

making an impact) was perceived as more inclusive than Category 1 because, 

although awareness of newness was present, the focus was not on newness but 

rather on making an impact. Category 4 – innovative teaching is about 

student development was classified as the most inclusive of the four categories, 

as it encompassed the other three conceptions but not vice versa. In other words, 

the perception that innovative teaching is about student development 

(Category 4) was more inclusive than the perception that innovative teaching 

is about newness (Category 1). This is because, although there is an awareness 

and connection with newness within the perception of student development in 

Category 4, a connection with student development is not evident in the 

perception of innovative teaching being about newness in Category 1. 

 

Section 6.2.1 is a discussion of the nuances in the categories of description. 
 
 

 
6.2.1 How staff perceive innovative teaching and what it means to them 

In Category 1, innovative teaching is experienced as being about 

newness/difference. The focus here is on the use of new or different methods to 

teach. This newness/difference was recognised as being context and practice-

specific and could be different to either staff, students or both. A common thread 

within this category was the use of tools and technology considered new/different 

to one’s teaching practice and discipline. For instance, as set out in Section 5.2.1, 

a respondent suggested innovative teaching was about trying new ways with the 

help of technology. 
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Category 2 provides a distinct perspective by focusing on making an impact on 

student learning. This category is distinct from Category 1 because although there 

was an awareness of newness/difference, the focus was not on the newness of the 

methods per se but rather on how to use these methods in ways that improve 

student learning and the role that teachers play in student learning. In this 

category, there was the recognition that knowing your students helped in 

achieving the aim of impacting student learning. There was the sense that knowing 

one’s students helps identify their needs, allowing staff opportunities to align their 

teaching practice to student needs. As detailed in Section 5.2.2, a respondent 

expressed that innovative teaching is more concerned with impact than 

introducing something new. 

 
Progressing to Category 3, where innovative teaching is experienced as inclusive 

teaching, there was an awareness of catering to student needs. However, the 

distinction between Category 3 and Category 2 is that in Category 3, the focus is 

on improving student performance through inclusive practice and empowering 

students to take an active role in their learning. Innovative teaching was perceived 

as providing differentiated instruction and personalised learning experiences that 

catered to student needs. Within Category 3, the role of student voice in inclusive 

practice was recognised. This role was perceived as being important as it allows 

students to feel empowered, transforming their learning experience through 

increased engagement and motivation. There was the perception that personalised 

learning promotes equitable learning experiences, which leads to improved 

performance. Student experience seemed dominant in Category 3, as there was 

the perception that addressing student needs leads to better learning 

environments and positive student experiences. 

 
For Category 4, where innovative teaching is experienced as student development, 

although there was an awareness of improving student performance, as in 

Category 3, the distinctiveness from the previous category is that the focus here 

was on supporting students to develop beyond the module or course. There was 

the perception that innovative teaching should not just be about teaching and 

learning but extend to skill development. There was a sense within Category 4 

that innovative teaching should provide students with opportunities to develop 

skills that transcend the discipline. In other words, it was perceived that although 
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discipline-specific knowledge is important, it is vital for students to develop skills 

that allow them to contribute to society. As the most inclusive, Category 4 was the 

only category in which a perceived connection between teaching and its 

contribution to societal progress was made. 

 
Section 6.2.2 focuses on the distinctions in the dimensions of variation and 

highlights the critical differences. 

 
6.2.2 Critical differences in ways of experiencing innovative teaching 

In addition to the categories of description, four dimensions of variation were 

identified, which showed how these dimensions are discerned along a particular 

category. Dimensions of variation provide a way to explore the structural 

connections among the categories of description along a particular dimension and 

to identify critical aspects of the phenomenon (Åkerlind, 2025). Therefore, in this 

study, the dimensions of variation indicate where critical differences in experiences 

emerge. 

 
The dimensions of variation in the categories of description show how each 

dimension represents different values along the dimension from a collective 

perspective. For example, the dimension “role of instructor” holds different values 

across the categories of description, with the least inclusive being “meet 

institutional expectations” and the most inclusive being “encourage lifelong 

learning”. 

 
6.2.2.1 First dimension of variation: Role of the instructor 

 
The first dimension of variation addresses the role of the instructor and implicates 

the recognition that instructors have a role to play in student learning. Innovative 

teaching was seen as a means of fulfilling this role. However, the role varied within 

each category. In Category 1, the role of the instructor is to meet institutional 

expectations. The role of the instructor was seen as delivering instruction and 

demonstrating subject-matter expertise. There was concern about the lack of time 

to engage in activities that could create more opportunities to improve student 

learning, as well as students' passive nature. 
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For Category 2, the role of the instructor was perceived as being responsive to 

student needs. It was identified as student-focused, indicating a shift from 

Category 1, where the focus was on meeting institutional expectations. 

Additionally, for Category 2, the focus is not only on meeting institutional 

expectations but also on engaging in activities that provide differentiated learning 

tailored to individual student needs and guiding students to become 

knowledgeable in the subject. 

 
In Category 3, the role of the instructor is about supporting student growth. For 

Category 3, the role of the instructor was more about supporting student growth 

and was perceived as encouraging students to regularly reflect on their 

understanding and identify areas for improvement. Student growth was perceived 

as the ability to approach the discipline with a critical perspective, enabling 

students to become autonomous learners. 

 
In Category 4, the role of the instructor extends beyond teaching the discipline to 

include encouraging lifelong learning. This shift in perspective here shows a 

direction of travel from one that is teacher-focused, that is, “meeting institutional 

expectations” identified in Category 1, to holistically supporting students and 

being student-focused as in Category 4, “encouraging lifelong learning”. 

Encouraging lifelong learning was seen as necessary for students to excel in their 

chosen careers, as it supports students in developing a quest for personal and 

professional growth and transcends disciplinary boundaries. 

 

6.2.2.2 Second dimension of variation: Purpose 

 
The second dimension of variation identified was the purpose of innovative 

teaching, which demonstrates the acknowledgement that innovative teaching 

ought to have a purpose, that is, a reason or goal for a particular approach. The 

purpose of each category differed. For Category 1, the purpose of innovative 

teaching is to support the teaching process through methods that ensure the 

instructor can meet institutional expectations. The purpose of innovative teaching 

was perceived as a means to an end, supporting staff in their teaching, especially 

given the time constraints they face. 
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For Category 2, there was a shift in focus, in which the purpose of innovative 

teaching was perceived as supporting student learning. Innovative teaching was 

viewed as integral to the teaching process for student-centred learning. Student-

centred learning provides students with opportunities to understand the discipline 

and the associated skills required to master the subject, thereby enhancing their 

performance. The purpose of innovative teaching in Category 3 is to build a 

learning community. 

 
In Category 3, there was a shift in perception where building learning communities 

was viewed as vital to student success, as these provide safe spaces for students 

to interact with other learners, co-create understanding, and improve their skills 

and knowledge. The learning communities were also perceived as a way to 

promote a sense of belonging, as they encouraged students to be their authentic 

selves and develop connections with their peers. 

 
In Category 4, the purpose is perceived as skills development. It was recognised 

that students had to develop skills beyond those specific to their subjects. The 

focus was on encouraging students to identify and develop skills needed to excel 

in their future careers. Here, the shift identified and distinguishing this category 

from other categories was the focus on skills development. Developing these skills 

was seen as a way to prepare students for the future and enhance their career 

opportunities and overall well-being, especially since personal development was 

understood to support self-esteem and self-awareness. 

 

 
6.2.2.3 Third dimension of variation: Perceived outcome 

 
The third dimension of variation recognised innovative teaching as leading to an 

outcome or result, which ties in with the second dimension, “purpose”. The 

outcome is perceived as the result of one’s action. In Category 1, the perceived 

outcome of innovative teaching is the promotion of knowledge and understanding. 

Here, the link between “meeting institutional expectations,” identified in the first 

dimension – “role of the instructor,” is evident, as most teaching sessions aim to 

promote knowledge and understanding, and the purpose of innovative teaching is 

to facilitate this. 
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Similar to Category 1, the perceived outcome for Category 2 was linked to student 

learning; the shift here is that Category 2 focuses on reinforcing learning and 

emphasises helping learners develop learning-enhancing strategies. These 

learning strategies were recognised as assisting learners to improve their 

information retention, increase their engagement with the learning process and 

engage in active reflection, which helps students understand the discipline better. 

 
Building on Category 2, the perceived outcome for Category 3 is improved student 

performance. It was recognised that creating active learning opportunities 

supports students to take ownership of their learning, with instructors acting as 

facilitators. Students taking ownership of their learning was seen as a way to boost 

their confidence and motivation to learn. 

 
A positive student experience is the perceived outcome for Category 4. There was 

recognition that meeting students' learning needs through tailored feedback and 

positive reinforcement helps them feel heard and supported, leading to increased 

engagement and a more positive learning experience. Within this dimension, a 

shift in focus can be seen across the categories of description, from “promoting 

knowledge and understanding” in Category 1 to “a positive student experience” in 

Category 4. 

 

 
6.2.2.4 Fourth dimension of variation: Expressed emotions 

 
The final dimension of variation identified was subconscious emotions, which vary 

across the categories of description. These emotions were perceived as influencing 

the student-teacher relationships and the support staff provided for student 

learning. In Category 1, the expressed emotion perceived was neutrality, as staff 

focused on meeting institutional expectations, as seen in the first dimension of 

variation, “role of the instructor”. There was a sense that adopting a neutral stance 

helped facilitate the work. This neutral feeling was perceived as providing mental 

clarity and a better perspective on what they could control, which in turn 

supported their purpose: delivering teaching. 
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In Category 2, there was a shift from neutral emotions to mixed emotions, 

comprising elements of interest and bravery. This mix results from recognising 

the challenges associated with implementing innovative teaching. Participants 

recognised that to achieve one’s purpose of supporting learning, as in the second 

dimension of variation, one ought to have an interest and be brave, irrespective 

of potential risks. There was awareness of the risks, including the impact on grades 

and the potential for a negative student experience or feedback. However, it was 

recognised that, despite the associated risk, being brave helped identify ways to 

minimise its impact on student outcomes and learn from any mistakes. Having an 

interest and being brave were seen as the initial steps in developing student-

teacher relationships, as they provided opportunities for staff and students to learn 

from each other. 

 
Enthusiasm is the expressed emotion in Category 3, indicating a shift from the 

mixed emotions of Category 2. In Category 3, being enthusiastic was perceived 

as key to student engagement as it creates opportunities for teaching to be 

adapted to suit the needs of learners. Enthusiasm was seen as a way of 

strengthening student-staff relationships, as it helps develop effective learning 

environments and approaches that support and guide student learning. 

 
Finally, for Category 4, the expressed emotion perceived is empathy. Being 

empathetic helped staff develop a better understanding of student learning needs 

and gain a deeper understanding of their perspectives. This emotion was perceived 

as helping staff strengthen the student-staff relationship, leading to improved 

learning because students felt heard and valued. In Category 4, the expressed 

emotion of empathy was viewed as holistic, as it requires staff to reflect on their 

practice, focusing on perspective-taking, compassion, and building strong, 

positive relationships. 

 

The above discussion has centred on the distinctions identified between the 

dimensions of variation and has illustrated the relationship that exists between 

them. 
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6.3 Contribution to the literature on innovative teaching 

In this section, I demonstrate how my research findings contribute to the three 

key themes of the literature reviewed in Chapter 2: understandings of innovative 

teaching, factors influencing staff engagement with innovative teaching, and the 

purpose of innovative teaching. Table 6.1 summarises the five contributions my 

research makes to the three themes of the literature on innovative teaching 

discussed in Chapter 2. 

 

Theme 1: Understandings of innovative teaching 

Contributions: 

• to highlight the relationship between staff ways of experiencing innovative teaching 

and their aspirations. 

• to foreground the disparate ways of experiencing innovative teaching. 

• to demonstrate the structure of variation in ways of experiencing innovative teaching. 

Theme 2: Factors influencing staff engagement with innovative teaching 

Contribution: 

• to highlight how expressed emotions influence staff engagement with innovative 

teaching 

Theme 3: Purpose of innovative teaching 

Contribution: 

• to emphasise how instructors’ ways of experiencing innovative teaching influences 

their role 

Table 6.1: Summary of contributions to the literature on innovative teaching 

 

 

6.3.1 Relationship between staff understandings and aspirations 

My first contribution to the literature on Theme 1, “understandings of innovative 

teaching”, as discussed in Section 2.3, is to highlight the relationship between 

staff’s ways of experiencing innovative teaching and their aspirations. This 

relationship illustrates how staff members' ways of experiencing innovative 

teaching impact their practice, particularly in how their experiences of what 

innovative teaching entails shape their aspirations for its outcomes. This 

relationship can be viewed as dynamic, as the experience derived from innovative 
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teaching serves as the foundation, thereby influencing practice and the perceived 

outcome. 

 
The literature reviewed in Section 2.3 identified three ways in which innovative 

teaching is understood, that is, innovative teaching being about newness (Hannan 

et al., 1999; O’Banion et al., 2011; Chou et al.,2018; Stasewitsch et al., 2022; 

Smith, 2011; Walder, 2014; Khayati & Selim 2019), innovative teaching being 

transformative (Chou et al., 2018; Kalyani and Rajasekaran, 2018; Khayati & 

Selim, 2019; Averill & Major; 2020) and innovative teaching being 

multidimensional (Jaskyte et al., 2009; Walder, 2014; Naz and Murad, 2017; 

Denholm, 2023). Although these ways of understanding add to our knowledge of 

innovative teaching, the literature does not consider the implications of such 

understandings for teachers’ practices. My findings contribute to the literature by 

highlighting the relationship between staff’s ways of experiencing innovative 

teaching and their practice. 

 
My findings demonstrate that the way innovative teaching is experienced by staff 

guides them in pursuing different forms of teaching practice to achieve various 

outcomes. My findings expand on the ways of experiencing innovative teaching 

identified in the literature by highlighting the relationship between these ways of 

experiencing and staff's aspirations for innovative teaching. This relationship 

highlights the interdependence among ways of experiencing, practice, and 

aspirations, as illustrated in Figure 6.2 below. As shown in Figure 6.2, this 

interdependence can be viewed as mutually reinforcing, in which one’s way of 

experiencing innovative teaching guides learning and clarifies goals, which, in 

turn, help align with the aspirations of innovative teaching. This aspiration, in turn, 

serves as a tool for skill acquisition and a source of motivation, thereby informing 

and refining practice. 
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Builds skills and 

motivates 

 
 

Practice of 
innovative teaching 

Way of 
experiencing 

innovative teaching 
 

 

 
 

 

 
 

 

 
Aspirations of 

innovative teaching 
 

 

 
Figure 6.1: Mutually reinforcing model of understanding, aspirations and practice of innovative 

teaching 

 

Similar to the literature discussed in Section 2.3, the conceptions of innovative 

teaching presented in the outcome space (Section 5.3) indicate that participants 

understood it as characterised by newness, transformation, and 

multidimensionality. As discussed in Section 5.3, which explores the dimensions 

of variation, my findings expand these understandings by showing the link 

between understanding, practice, and aspirations. For example, in Category 1, 

where innovative teaching was understood as newness, the practice described by 

staff focused on ensuring that opportunities are available for students to engage 

with teaching in ways that enable them to understand the subject and its key 

concepts, with the aspiration to promote knowledge and understanding. In 

comparison, for Category 2, where innovative teaching was understood as making 

an impact on student learning, the aspiration was to reinforce learning. The 

practice described by staff focused on helping learners develop strategies that 

enhance their understanding of the subject through scaffolding and reflective 

practice, enabling students to think deeply, internalise knowledge and refine their 

learning strategies. 

Informs and 

refines 

methods 

Helps guide 

learning and clarify 

goals 
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This contribution is valuable because it highlights the relationship between staff’s 

ways of experiencing innovative teaching and how they guide staff to pursue 

different forms of teaching to achieve different outcomes. It also supports the 

various experiences attributed to innovative teaching in the literature. This 

contribution, therefore, suggests that researchers should focus less on 

differentiating among multiple ways of experiencing innovative teaching and more 

on how teachers’ ways of experiencing guide them in pursuing different forms of 

teaching practice for diverse outcomes. 

 

6.3.2 To foreground the disparate ways of experiencing innovative teaching 

My second contribution to the literature on Theme 1, “understandings of 

innovative teaching,” is to foreground the disparate ways of experiencing 

innovative teaching. This contribution illustrates the diverse interpretations of 

innovative teaching held by participants. These differences in ways of experiencing 

revealed that their experiences of innovative teaching were not singular, thereby 

highlighting the dynamic nature of innovative teaching and the need to move away 

from singular experiences as presented in the literature reviewed in Section 2.3. 

 
Although the literature reviewed in Section 2.3 provides an understanding of what 

innovative teaching is, the literature tends to focus heavily on singular meanings 

(Jaskyte et al., 2009; Walder, 2014; Chou et al., 2018) and similarities in 

understanding (O’Banion et al., 2011; Chou et al., 2018). Additionally, the 

methodology used in some of these studies, for example, Jaskyte et al. (2009) 

and O’Banion et al. (2011), does not fully explain how the similarities in 

understanding were achieved and operates on the assumption that the meanings 

that participants ascribed to the free-list items used in the studies are the same. 

This heavy focus on singular meanings and similarities results in missed 

opportunities to explore differences in ways of experiencing and the coexistence 

of different ways of experiencing innovative teaching. My findings, as presented 

in Section 5.2, contribute to the literature by foregrounding the disparate ways of 

experiencing innovative teaching. 

 
The outcome space presented in Table 5.3 illustrates the different ways of 

experiencing innovative teaching. It includes four categories of description, each 

demonstrating unique insights among participants and differences in focus. For 
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example, in Category 1, where innovative teaching was understood as 

newness/difference, participants focused on using innovative teaching to support 

teaching. This focus, however, evolves in subsequent categories to include student 

learning and growth achieved through inclusive teaching. This approach, 

participants suggested, fosters a sense of belonging and connection among 

students. This progression in ways of experiencing innovative teaching among 

participants represents an expansion in focus, demonstrating the disparate ways 

of experiencing that exist. 

 

Additionally, these findings offer a broader perspective on how innovative teaching 

is experienced, as the literature reviewed in Section 2.3 focuses heavily on its role 

in supporting teaching and helping students develop discipline-specific skills. The 

various foci identified across the four categories of description contribute to the 

literature by foregrounding disparate ways of experiencing innovative teaching 

and offering a broader perspective beyond those that focus solely on supporting 

teaching and helping students develop discipline-specific skills. 

 
The use of phenomenography and the choice of participants in the study, as 

discussed in Chapters 3 & 4, helped provide a more holistic way of experiencing 

innovative teaching. It offered opportunities to examine variations in ways of 

experiencing among participants, as presented in the categories of description 

discussed in Section 5.2. Also, using phenomenography helped uncover aspects in 

which the categories of description vary. For example, Table 5.3, which depicts the 

outcome space, illustrates how the categories of description vary across different 

dimensions. For instance, Table 5.3 shows that the focus on the dimension of 

variation “purpose” differs across each category of description. For category 1, the 

purpose was perceived as supporting teaching, whereas for category 4, the 

purpose of innovative teaching was perceived as skills development. This variation 

in focus contributes to the literature by foregrounding the disparate ways of 

experiencing innovative teaching. It suggests that researchers should place less 

emphasis on identifying singular ways of experiencing and instead better account 

for and value the range of disparate ways of experiencing that practitioners hold 

about innovative teaching. 
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6.3.3 To demonstrate the structure of variation in ways of experiencing innovative 

teaching 

 
My third contribution to Theme 1, 'Understandings of innovative teaching,” is to 

demonstrate the structure of variation in ways of experiencing innovative 

teaching. This contribution shows the qualitative differences in how participants 

experience innovative teaching. By using phenomenography, my findings provide 

an outcome space that maps out the distinct categories of description of how 

participants experience innovative teaching and the critical aspects of each 

category. Additionally, the discussion of the category of description, in Section 

5.2, demonstrates a hierarchical and inclusive expansion of awareness: from a 

focus on newness as identified in the least inclusive category (Category 1) to a 

focus on student development in the most inclusive category (Category 4). The 

structure of variation also contributes to the pool of meanings of the ways in which 

innovative teaching is experienced by staff. 

 
Additionally, the discussion of the dimensions of variation in Section 5.3 shows 

the variation and interconnectedness between the categories of description along 

a particular dimension. For example, in the first dimension of variation, which is 

the role of the instructor, for Category 1, the role was seen as “meeting 

institutional expectations”, and for Category 4, the role of the instructor was seen 

as “encouraging lifelong learning”. This example highlights how the categories of 

description are connected as well as vary along a particular dimension. 

 
This contribution is valuable as it provides a holistic picture of how innovative 

teaching is collectively experienced by participants by highlighting critical aspects 

discerned within each category, as well as showing how these ways of 

experiencing vary and their interconnectedness. This contribution suggests that 

researchers should place more emphasis on identifying the range of critical 

aspects of ways of experiencing innovative teaching. 
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6.3.4 Staff emotions and engagement with innovative teaching 

My primary contribution to Theme 2, 'Factors Influencing Staff Engagement with 

Innovative Teaching,' is to highlight how emotions affect staff engagement with 

innovative teaching approaches. This contribution shows how participants' 

subconscious emotions influence their engagement with innovative teaching. In 

Section 5.3, which discusses the dimensions of variation, the findings indicate that 

these emotions influence how staff engage with innovative teaching to support 

students’ learning. 

 
The literature reviewed in Section 2.4.2 contributes to our understanding of factors 

that influence staff engagement with innovative teaching. The literature indicates 

that staff belief in their capacity and competence influences their engagement with 

innovative teaching (Buss et al, 2013; Bathgate et al, 2019; Fernández-Cruz & 

Rodríguez-Legendre, 2021), as pedagogical and social competencies provide staff 

with the confidence to embrace new and potentially challenging teaching 

approaches irrespective of risk of failure (Zhu et al, 2013; Averill and Major, 2020). 

While the literature adds to our understanding of how these feelings impact staff 

engagement with innovative teaching, it tends to focus heavily on how these 

feelings act as supporting or constraining factors (Buss et al., 2013; Averill & 

Major, 2020) rather than on how these emotions affect how staff engage with 

innovative teaching. My findings show how expressed emotions perceived by staff 

influence their engagement with innovative teaching to support students’ learning. 

 
My discussion of the dimensions of variation in Section 5.3.4 shows how the 

expressed emotions perceived by staff influence their engagement with innovative 

teaching and their support for student learning through student-teacher 

relationships. For example, in Category 1, where the expressed emotion was 

perceived as neutral, staff engagement with innovative teaching focused on 

completing the work—delivering the teaching—and on a limited focus on building 

student-teacher relationships. However, in Category 2, where the expressed 

emotion was identified as a mix of interest and bravery, there was greater 

engagement with innovative teaching, as participants recognised the need for both 

interest and bravery to overcome challenges and explore new ideas. Participants 

also recognised the importance of building strong student-teacher relationships to 

support student learning. 
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Additionally, enthusiasm was perceived as necessary to strengthen any student-

teacher relationships built or developed through the teaching process. Based on 

the dimensions of variation described in Section 5.3.4, it is evident that there was 

a perceived increase in engagement with innovative teaching in Category 4 

compared with Categories 1, 2, and 3. There was also a perceived sense of 

responsibility among staff, as evidenced by increased emotional engagement, with 

staff seeming passionate about supporting students throughout the teaching 

process. Again, there was awareness of the need to take a perspective to 

understand and address students’ learning needs. Participants also recognised 

that being empathetic helped build stronger student-teacher relationships. 

 
This contribution is important because it highlights how expressed emotions 

influence staff engagement with innovative teaching approaches. This contribution 

also demonstrates how expressed emotions influence student-teacher 

relationships, a finding supported by the literature (Pluta et al., 2013; Ferreri & 

O’Connor, 2013; Ma, 2024; Casari et al., 2025), which suggests that such 

relationships can improve student engagement. This contribution suggests that 

researchers should focus more on how staff’s emotions towards innovative 

teaching influence the support they provide to students. 

 
 

 
6.3.5 Emphasise how instructors’ ways of experiencing innovative teaching 

influence their role 

My primary contribution to the literature on Theme 3, “purpose of innovative 

teaching”, is to emphasise how instructors’ ways of experiencing innovative 

teaching influence their role. This contribution demonstrates how staff ways of 

experiencing innovative teaching influence their role. As discussed in Section 

5.3.1, the findings suggest that instructors play a crucial role in implementing 

innovative teaching approaches. 

 
The literature reviewed in Section 2.5 identifies various purposes of innovative 

teaching. Some of these purposes include fostering improvements in student 

engagement (Pluta et al., 2013; Ferreri & O’Connor, 2013; O'Flaherty & Phillips, 

2015; Jang et al; 2016; Nguyen et al, 2018; Ma, 2024; Casari et al., 2025); 
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enhancing student outcomes (Trigwell et al., 2012; Bosio & Origo, 2020; Chen et 

al., 2025; Jang et al., 2016; Naz and Murad, 2017; Sankey, 2021) and meeting 

institutional expectations (Schneckenberg, 2009; Towndrow et al., 2010; De los 

Ríos-Carmenado et al., 2021; Graham, 2013; Lašáková et al., 2017). These 

purposes add to our understanding of innovative teaching; however, the literature 

tends to focus heavily on them, thereby minimising the extent to which instructors’ 

ways of experiencing of innovative teaching might influence their role. 

 
My discussion of “the purpose of innovative teaching” in Section 5.3.1, as part of 

the dimensions of variation, suggests that staff’s ways of experiencing of 

innovative teaching shapes their role, which in turn influences their adaptability. 

For example, in Category 1, where innovative teaching was experienced as 

newness/difference, the role of the instructor was viewed as meeting institutional 

expectations. However, in Category 2, where innovative teaching is experienced 

as making an impact on student learning, the instructor's role was perceived as 

being responsive to student needs. These findings suggest that staff ways of 

experiencing of innovative teaching influences their role by shaping their mindset 

and willingness to adapt. Additionally, the different ways of experiencing highlight 

the relationship between ways of experiencing and role. These differences in ways 

of experiencing of innovative teaching demonstrate how staff roles are redefined 

to align with its purpose. 

 
This contribution emphasises how ways of experiencing innovative teaching shape 

staff roles, which in turn influence staff adaptability. This contribution is vital, as 

it sheds light on how the roles staff play can serve as a bridge between innovative 

teaching and its intended purpose. This contribution suggests that researchers 

should focus more on how staff’s ways of experiencing innovative teaching shapes 

their roles to influence the purpose of innovative teaching. 
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6.4 Summary 

In this Chapter, I presented a discussion of my findings from Chapter 5 to 

demonstrate how they answer my research question by explicitly focusing on the 

qualitatively different ways of experiencing innovative teaching among university 

staff. I also discussed the contributions of my findings to the three themes 

identified in the literature review on innovative teaching. I demonstrated how my 

findings extend the discussion on the ways of experiencing innovative teaching. 

 
In the following chapter, I conclude my thesis by reflecting on the overall findings 

and their alignment with the research question and objectives stated in Chapter 

1. I will also outline the study’s limitations, the implications of my findings and 

suggest areas for further research. 
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7 Conclusion 

 
7.1 Introduction 

This study aimed to contribute to the literature on innovative teaching by 

examining variations in how this phenomenon is understood. In Chapters 1 and 2, 

I argued that the current literature overlooks the disparate ways of experiencing 

of innovative teaching that might exist by overemphasising singular ways of 

experiencing. To address this shortcoming, a phenomenographic framework, as 

discussed in Chapter 3, was chosen as the methodological approach for this study. 

This approach was chosen because it was well-suited to exploring staff's collective 

ways of experiencing of innovative teaching. This approach also aligned with the 

ontology and epistemological perspectives adopted for this study, as discussed in 

Chapter 3. My research was underpinned by phenomenography, a methodology 

specifically chosen to explore the different ways individuals collectively experience 

the phenomenon of innovative teaching. This approach was crucial as it guided 

the formulation of my research question and the careful design of my interview 

protocols. This ensured focused, distraction-free discussions that yielded rich data 

from the participants, as discussed in Chapter 4. 

 
Therefore, in this final chapter, I provide a summary of the findings of my study 

in Section 7.2. Section 7.3 discusses the limitations of my research, while Section 

7.4 focuses on the contributions of my work to our understanding of innovative 

teaching and identifies areas for future work. Section 7.5 discusses the policy 

implications, followed by a discussion on implications for practice in Section 7.6. 

Section 7.7 offers personal reflections. 

 

 
7.2 Research findings 

This project addresses the research question regarding variations in ways of 

experiencing innovative teaching among university staff. The research question 

for this study was: 

 
What are the qualitatively different ways of experiencing innovative 

teaching among staff within the context of a University? 
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Using phenomenography, the results identified an outcome space consisting of 

four distinctive ways in which participants conceptualise innovative teaching and 

four dimensions of variation. The categories of description represent the collective 

hierarchical ways in which participants perceived innovative teaching. Each 

category of description provides a distinct understanding of innovative teaching 

and its critical aspects, highlighting the qualitatively different ways in which 

research participants understood innovative teaching. The categories of 

description identified are: 

 

Category 1 - Innovative teaching is about newness or difference 

Category 2 - Innovative teaching is about making an impact on student learning 

Category 3 - Innovative teaching is about inclusivity 

Category 4 - Innovative teaching is about student development. 

 
The qualitatively different ways participants experienced innovative teaching were 

discussed in detail in Section 5.2, and the associated variation in ways of 

experiencing was discussed in Section 6.2. 

 
In addition to the categories of description, the dimensions of variation, discussed 

in detail in Section 5.3, illuminate how the dimensions identified in my findings 

span these categories and reveal the structural relationships that bind them 

together. This detailed examination of the structure of variation in awareness not 

only highlights the similarities between categories but also underscores their 

unique differences. The dimensions of variation highlight shared dimensions 

across categories and their increasing inclusiveness. The dimensions of variation 

identified for this study are: 

 
• Role of the instructor 

• Purpose 

• Perceived outcome 

• Expressed emotions. 
 

 
The analysis revealed nuanced and evolving ways of experiencing innovative 

teaching among participants, providing insight into the diverse perspectives on 

these experiences. 
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Overall, this study has identified qualitatively different ways in which innovative 

teaching is understood. These differences in understanding also revealed the 

existence of critical variations in meanings. These findings offer institutions 

opportunities to maximise the benefits of innovative teaching. For example, by 

recognising the existence of differences in meanings, institutions can start to shift 

from singular to context-dependent meanings, as this approach would encourage 

a sense of empowerment among staff, leading to increased engagement with 

innovative teaching. 

 

 
7.3 Limitations 

The preceding discussion covered the study’s findings, in which I demonstrated 

the variations in the ways of experiencing innovative teaching among participants. 

The findings uncovered disparate ways of experiencing of innovative teaching 

among participants and how these ways of experiencing influenced their roles and 

aspirations. The findings also helped clear the confusion I had over what innovative 

teaching entails, as discussed in Chapter 1, by allowing me to uncover variations 

in ways of experiencing innovative teaching. Additionally, these findings will help 

me evaluate my teaching practice in relation to the aspirations I have for student 

outcomes. However, like all research, this study also has some limitations. 

Therefore, in the subsequent sections of this chapter, I will address the limitations 

of this study and highlight the boundaries within which it was conducted. 

 
The first limitation of this study is that participants were from a single university. 

This choice, however, is appropriate given that the phenomenon under study—

innovative teaching—is considered a contextual one. Hence, selecting participants 

from a single institution for this study was applicable. However, although recruiting 

participants from other universities might have produced a different outcome 

space, it is worth noting that the focus of the outcome space in phenomenography 

is not generalisability, but rather, to describe the full range of variation in 

understanding among participants, that is, the complete set of possible ways a 

phenomenon can be understood by people in a specific context (Åkerlind, 2023). 

Again, though the local context limits the generalisability of the categories of 

description of this study, Marton (1986:35) states that “the original finding of the 
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categories of description is a form of discovery, and discoveries do not have to be 

replicable.” 

 
Additionally, the focus of this project was not to provide universal definitions of 

innovative teaching. Instead, it aimed to explore the diverse ways of experiencing 

innovative teaching within a university context. Consequently, the study and its 

findings reinforce the need to examine the contextual ways of experiencing 

innovative teaching, broadening perspectives on what it entails and encouraging 

a shift away from singular meanings. The consequence of this limitation is that 

the outcome space presented in this study represents the ways of experiencing by 

the participants of this study and, therefore, is not representative of other 

contexts. 

 
A further limitation of this study is the range of participants selected. Although 

disciplinary backgrounds varied, the majority of participants were on teaching-

focused contracts. I would have liked to recruit a relatively equal spread of 

participants across the three contract types used at the university, as indicated in 

Section 4.4. In addition, I had hoped to recruit colleagues in leadership positions 

who influence policy, such as Deans and Pro-Vice-Chancellors; however, I 

encountered challenges related to their availability and time constraints. Although 

this approach would have increased the number of participants, it is worth noting 

that, since phenomenography focuses on collective meanings (Åkerlind, 2023), 

the findings of this study are representative of participants’ ways of experiencing 

innovative teaching. Additionally, the majority of participants had prior experience 

from different universities and drew on it, which allowed them to provide examples 

from other contexts. However, it is worth noting that using the same data, another 

researcher might uncover a different outcome space of what constitutes innovative 

teaching. 

 

A final limitation was the study’s focus on collective ways of experiencing, which 

meant excluding unique experiences or perspectives mentioned by individual 

participants from the outcome space. For example, a participant provided a unique 

perspective on what innovative teaching meant by identifying the role of 

institutions in providing learning environments that are flexible and which 

empower staff and students to take full ownership of the teaching and learning 
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process; however, this perspective was excluded because it could not be integrated 

into the categories of description, as other participants did not mention it. 

Excluding this perspective was necessary to ensure that the categories of 

description reflected qualitative variation across the group, rather than individual 

experiences, as per phenomenography, thereby ensuring the holistic integrity of 

the outcome space (Åkerlind, 2023, 2025). The consequence of this limitation is 

that the outcome space presented in this study focuses on collective ways of 

experiencing among participants, rather than unique ways of experiencing. This 

perspective can, however, be explored further in subsequent studies, namely, what 

constitutes flexible learning environments. 

 

 
7.4 Contributions and future work 

This research makes five key contributions to the literature on innovative teaching. 

As outlined in Chapter 6, the study provides insights into the major themes 

identified in the literature reviewed in Chapter 2. 

 
My first contribution to Theme 1, “understandings of innovative teaching, is to 

highlight the relationship between staff’s ways of experiencing innovative teaching 

in their practice. This contribution demonstrates that the understanding staff hold 

of innovative teaching guides them in pursuing different forms of teaching practice 

to achieve various outcomes. My contribution builds upon existing understandings 

in the literature by highlighting the relationship between these ways of 

experiencing and staff's aspirations for innovative teaching. It also sheds light on 

the mutually reinforcing interdependence between ways of experiencing 

innovative teaching, aspirations, and the practice of innovative teaching. 

 
The second contribution to Theme 1, understandings of innovative teaching, 

highlights the disparate interpretations of this concept. This contribution illustrates 

the diverse interpretations of innovative teaching held by participants and 

supports the view that no universal definition exists. It also offers a broader 

perspective on innovative teaching, extending beyond understandings that focus 

solely on supporting teaching and helping students develop discipline-specific 

skills. 
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The third contribution to Theme 1, provides a holistic picture of how innovative 

teaching is collectively experienced by participants. This contribution 

demonstrates the structure of variation in ways of experiencing innovative 

teaching. This contribution shows the qualitative differences in how participants 

experience innovative teaching and highlights critical aspects discerned within 

each category, as well as showing how these ways of experiencing vary and their 

interconnectedness. 

 
For Theme 2, “factors affecting staff engagement with innovative teaching,” my 

contribution highlights how expressed emotions influence staff engagement with 

innovative teaching. This contribution shows how subconscious emotions influence 

staff engagement with innovative teaching and student-teacher relationships. 

 
Finally, my contribution to Theme 3, “purpose of innovative teaching,” emphasises 

how instructors’ understanding of innovative teaching influences their roles. This 

contribution emphasises how ways of experiencing innovative teaching shapes 

staff roles, thereby influencing staff adaptability. This contribution also highlights 

how staff roles can be seen as a bridge between innovative teaching and its 

intended purpose. 

 

This study has uncovered opportunities for further research that can contribute to 

the understanding and discourse on innovative teaching. My contribution to Theme 

1 identified disparate ways of experiencing innovative teaching among 

participants. These disparate ways of experiencing could serve as a guide for 

future quantitative research by being transformed into measurable variables in 

large-scale surveys. Using these ways of experiencing this way would help 

institutions develop targeted interventions that support staff in their innovative 

teaching practice, as they would inform the specific support needed at each stage, 

depending on the intervention's aim. For example, suppose the intervention aims 

to support practice from Category 1 (innovative teaching is about newness) to 

Category 3 (Innovative teaching is about inclusivity). In that case, the categories 

can inform the support needed for this intervention. This approach would help 

staff who want their innovative teaching practice to evolve from a focus on 

“newness” (Category 1) to a focus on “student development” (Category 4). It is 
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worth noting, though, that the aim of phenomenography is not to move people 

from one understanding to another but rather to uncover variations in ways of 

experiencing. 

 

Additionally, my study does not suggest that institutions move staff along the 

various categories of description. Instead, it suggests that institutions are aware 

of the variation in staff ways of experiencing innovative teaching. In light of this, 

future work could use seek to explore how the disparate ways of experiencing 

innovative teaching shifts based on context and how different ways of 

experiencing innovative teaching develop. These studies can seek to develop 

frameworks that encourage staff buy-in and help transition teaching-related 

enhancement activities from solitary to collective, evidence-based designs. 

 
My contribution to Theme 2 highlights how staff’s expressed emotions influence 

their engagement with innovative teaching and student-teacher relationships. To 

further develop this contribution, future studies could focus on how a particular 

way of experiencing innovative teaching translates into specific practices and their 

impact on student-staff relationships. These studies could help institutions create 

a climate that supports staff in pursuing innovative teaching, as their outcomes 

could help institutions achieve strategic objectives, particularly given the 

increasing emphasis on innovative teaching in global, national, and institutional 

policy documents. 

 
Additionally, my contribution to Theme 3 highlights the critical role of instructors 

in innovative teaching and how their understanding of the role shapes their 

practice. Further studies could explore how flexible learning environments 

influence staff practice of innovative teaching, especially as a participant aligned 

the practice of innovative teaching with the role of institutions by perceiving 

innovative teaching as a practice that is supported by learning environments that 

are flexible and empower staff and students to take full ownership of the teaching 

and learning process. These studies could help identify what constitutes a flexible 

learning environment and how these environments can be used to encourage staff 

engagement with innovative teaching practices. Additionally, future 
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Finally, further studies using phenomenography could explore ways of 

experiencing from the perspectives of other stakeholders, such as students. This 

approach would help provide critical user-centred perspectives on innovative 

teaching, especially as research by Jaskyte et al. (2009) found that staff and 

students’ experiences of innovative teaching differ. This knowledge would 

broaden the experiences ascribed to innovative teaching and help move away from 

singular ways of experiencing. Additionally, such studies would help institutions 

provide pedagogical choices validated through research. Findings from such 

studies would help foster student agency and partnership by supporting the co-

creation of pedagogical approaches, thereby encouraging student engagement 

and empowering students to take ownership of their learning. 

 
7.5 Implications for policy 

This section emphasises the policy implications of my findings, particularly how 

they contribute to the ongoing discussion on innovative teaching as outlined in 

Sections 1.4 and 1.5. I demonstrate how these results can inform and shape new 

policies on implementing innovative teaching within HEIs. 

 
As discussed in Sections 1.4 and 1.5, although various global, national, and 

institutional policies recognise the value of innovative teaching, the tendency to 

equate it solely with “newness” and to assign a single way of experiencing 

innovative teaching in such documents diminishes its importance among staff. This 

study shows that to realise the full potential of innovative teaching, policy 

documents must move away from the narrative that equates innovation with 

“newness”, as the findings indicate that staff hold multiple ways of experiencing 

innovative teaching. Therefore, it would be advantageous for policies to go beyond 

portraying innovative teaching as merely new and to allow for context-specific 

ways of experiencing. This approach would shift from a “one size-fits-all” model 

to one that recognises multiple ways of experiencing innovative teaching. This 

approach would encourage flexibility among staff by allowing staff to interpret 

innovative teaching in ways that align with their aspirations and disciplinary 

norms, thereby shifting the focus from method to outcome. Also, providing 

contextual ways of experiencing innovative teaching would minimise the likelihood 

of ambiguity, inconsistent practice and superficial adoption. Having contextual 

ways of experiencing innovative teaching will allow staff to adopt practices 
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supported by appropriate pedagogical principles, especially as my findings, as 

discussed in Section 6.3.1, suggest a relationship between staff ways of 

experiencing innovative teaching and their aspirations. 

 

 
 

Finally, policies must acknowledge the connection between staff understandings 

of innovative teaching and its influence on their roles. For instance, although the 

Danish policy on innovative teaching discussed in Section 1.4 recognises that 

innovative teaching involves more than just tools, acknowledging that it also 

requires a change in mindset, it fails to consider how this mindset shift might 

affect staff roles. My findings suggest a link between staff members’ ways of 

experiencing innovative teaching and their roles. The findings show that staff roles 

evolve in line with their way of experiencing innovative teaching, as discussed in 

Section 5.3.1. For example, in Category 1, staff perceived their role as meeting 

institutional expectations; in Category 3, they perceived their role as supporting 

student growth. This finding suggests that policy documents could extend the 

guidelines to recognise the time spent on activities that promote innovative 

teaching, especially as these changing roles call for experimentation among staff. 

This recognition would mean that the time staff spend experimenting is recognised 

as a core part of their role, rather than an add-on. 

 

 

7.6 Implications for practice 

My study offers several implications for how ways of experiencing innovative 

teaching can influence the teaching practice and the broader higher education 

sector. These implications are discussed in turn below. 

 
A key implication emerging from this study is the importance of recognising the 

disparate ways of experiencing innovative teaching among practitioners. Relying 

on the assumption of singular experiences can contribute to feelings of exclusion 

and devaluation among staff, especially when a single way of experiencing 

dominates the narrative. These feelings are similar to what my colleagues and I 

felt when we were expected to be more innovative in our teaching, as discussed 

in Section 1.2. This could mean that staff implementing context-specific, 
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innovative teaching may feel their efforts are not recognised because they do not 

fit the dominant way of experiencing innovative teaching. 

 
In addition, focusing on a single way of experiencing can sometimes lead to 

superficial change without underlying pedagogical improvement. For example, 

relying on a way of experiencing that focuses solely on the “introduction of 

technology” could lead to situations in which its impact on student learning is 

overlooked. The focus might be on the tool itself—in this case, technology—rather 

than the effect. Also, recognising disparate ways of experiencing innovative 

teaching could empower staff to identify ways to contextualise these practices, 

especially as my findings, discussed in Sections 5.2 and 6.3.2, show the different 

ways of experiencing innovative teaching. This approach shifts away from “a one 

size fits all” way of experiencing, providing opportunities for staff to adopt 

contextually effective methods. Adopting this stance, could improve staff 

engagement with teaching related workshops compared to the current low uptake 

as discussed in Section 1.5. 

 
Another implication from this study is recognising how staff’s expressed emotions 

influence their engagement with innovative teaching, as my findings discussed in 

Section 5.3.4 indicate a link. This recognition ensures that staff are supported in 

using these emotions to encourage engagement rather than as a barrier. When 

staff feel supported and encouraged, their self-efficacy and confidence tend to 

improve, as emotions of fear are more likely to be channelled into readiness to 

engage with innovative teaching rather than avoidance. Also, when staff feel 

supported, their willingness to share concerns and collaborate with others 

increases, thereby enhancing their engagement with innovative teaching. The 

recognition of the link between staff expressed emotions and their engagement 

with innovative teaching will provide avenues for staff to share their concerns. 

Concerns raised by staff can be addressed when teaching-related workshops are 

being developed, allowing staff to feel heard. This would also ensure that these 

workshops are fit for purpose, thereby minimising the feeling of apathy among 

staff as mentioned in Section 1.5 

 

Furthermore, my study suggests the need for institution-wide conversations about 

what constitutes innovative teaching. Given the different ways of experiencing 
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innovative teaching as discussed in Section 5.2, these conversations would help 

inform the teaching-related enhancement activities offered. Also, these 

conversations could provide the intellectual framework, staff buy-in and transition 

teaching-related enhancement activities from solitary to collective, evidence-

based designs thereby enhancing these workshops. Additionally, these 

conversations would ensure that development activities meet staff expectations 

by providing opportunities to identify needs and gaps and by delivering training 

that contextualises innovative teaching. This approach promotes a community of 

practice among staff, enabling them to form supportive professional networks to 

discuss challenges, seek feedback, share resources and best practices. Currently 

the absence of guiding principles as stated in Section 1.5, creates some level of 

uncertainty and confusion among colleagues which could be the case for those 

enrolled on the Advance HE accredited courses offered at the university. 

 
A final implication of this study suggests the need for institutions to deliver 

personal development workshops that supports an alignment between staff ways 

of experiencing innovative teaching and their aspirations. My discussion in Section 

6.3.1 shows a relationship between staff’s ways of experiencing innovative 

teaching and their aspirations. Understanding this relationship provides 

opportunities for critical reflection on current practice among staff, encouraging 

them to learn and refine their practice continuously. This process of critical 

reflection could encourage staff to concentrate on identifying practices that foster 

student development rather than simply delivering content. Again, this process 

provides opportunities for staff to gain a deeper understanding of their teaching 

efficacy and its impact on student learning, motivating staff to experiment with 

new ideas influenced by their aspirations. Recognising this relationship will help 

foster shared contextual understandings of innovative teaching and support the 

development of workshops that nurture innovative teaching as discussed in 

Section 1.5. 

 

 

7.7 Reflections 

This doctoral study has been a learning and self-discovery journey, fulfilling my 

motivations at the start. It has helped me achieve my core objectives: exploring 

different meanings and understandings of innovative teaching and contributing to 
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the existing literature on the topic. Using phenomenography, I identified varied 

interpretations of innovative teaching among university staff and the critical 

variations across these meanings. The findings have helped clear the confusion I 

had about what innovative teaching means as described in Section 1.2. The 

findings have provided me with some guiding principles of what constitutes 

innovative teaching and some of the critical variations that exist among these 

meanings. This understanding has helped me develop a mindset where I 

frequently reflect on my practice as a way of identifying ways to improve my 

teaching practice as a means of supporting student learning. For example, I now 

design my teaching in a way that provides opportunities for students to evidence 

their learning in their own way and encourage collaborative learning among 

students to help them in their skills development and growth. 

 
The findings from this study have informed my practice. For example, based on 

this study's findings, my focus has shifted from methods to outcomes. In other 

words, my teaching practice is informed by the outcome I hope to achieve in a 

particular session. This approach means that I frequently engage in systematic 

self-reflection to identify what is working and what needs adjustment. In addition, 

induction checklists have become part of my practice to identify and understand 

student concerns, providing tailored support that addresses them. This practice 

provided me with the opportunity to present with one of my students at the 2024 

Advance HE EDI conference1. The presentation focused on how teaching activities 

can be adapted to create inclusive classrooms. In my presentation, I demonstrated 

how I redesigned the module's curriculum and assessment to address students’ 

concerns. The process involved providing students with a checklist at the start of 

the semester to help them identify areas of concern. These concerns were then 

grouped into categories, which then informed the redesign of the curriculum and 

the assessment. In addition, exemplars and formative feedback sessions were 

introduced in the module, especially since the majority of students enrolled were 

not familiar with the UK higher education system. This approach provided students 

with opportunities to feel listened to and supported, as the support offered was 

tailored to their specific needs. The presentation was well received, and two 

attendees invited me to contribute to their platform “Academia Untold”. I have 

 

1Advance HE EDI 2024 Conference 

https://www.advance-he.ac.uk/sites/default/files/2024-03/EDI%20Conference%202024%20Programme%20-%207%20March%202024%20%281%29.pdf
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also been asked by an attendee who works at the University of Reading to share 

my approach with colleagues in her department. 

 
As part of this process, I have contributed to conversations on practice-informed 

teaching at the university, won various university education awards and been 

nominated by the university to apply for Advance HE’s 2026 CATE award, which 

recognises and rewards collaborative work that has impacted teaching and 

learning. 

 
Undertaking this research also influenced my performance in the role of Director 

of Teaching and Learning, as mentioned in Section 1.5. The insights gained from 

this study also influenced the teaching-related development activities I organised 

for staff. For example, at the 2024 Faculty Teaching and Learning Day, which 

focused on Sustainable Education, various workshops were designed to showcase 

how staff can incorporate sustainability into their teaching in a meaningful way 

and encourage dialogue among participants. Additionally, the findings of this study 

inspired me to initiate a faculty-wide initiative known as the “Talking Teaching 

Series”, where staff shared best practices, addressed pedagogical challenges, and 

created knowledge. 

 
Again, the findings have influenced the conversations with colleagues and the 

support I provide. For example, I always felt the need to support colleagues in 

developing and enhancing their teaching practice, especially during annual course 

and curriculum change processes. I consistently acted as a critical friend during 

these processes, collaborating with colleagues to refine their course offerings and 

teaching approaches. 

 
These conversations have helped me develop as a researcher and build my 

confidence along the way, and I am grateful to everyone who has acted as a 

critical friend in this journey. I plan to continue contributing to the narrative on 

teaching in general and innovative teaching in particular, especially given the 

insights gained from this research. 
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Appendix 1 - Questions Interview Protocol 
 

 
• _Date of interview 
• _Location of interview 

• _Time of start /end = duration 
 

Introduction and background to study, reinforce consent and right to withdraw. 
Give assurance of confidentiality. Interviewee is free to interrupt or ask for 

clarification. State the length of the interview. Ask permission to turn on the 
recording device. 

Interview Questions: 
 

1. First, by way of context, can you tell me about your current role and a little 
about your history as an academic? Including where you have worked and your 

own University education. 

2. Using the context of teaching and learning in its broadest sense, I would like 

you to tell me about some teaching & learning that you have been involved in 
that you consider was innovative in some way. Describe it to me in detail or 
from start to finish, and tell me how you felt about it. 

 
a. Please could you explain to me why you did it that way? 

b. What were the aims in doing this, or what did you hope to gain? 

c. Why do you view it as innovative? 
 

3. I would now like you to tell me about some teaching & learning that you have 
been involved in that you consider was not innovative. Describe it to me in detail 
and tell me how you felt about it. a. Why do you view this as not innovative? 

 
4. You have told me about an instance of teaching and learning that you view as 

being innovative in some way and an example you view as not being innovative. 
Can you compare these instances and tell me why you selected them? 

 
5. Now that we have explored some examples, I would like you to explain what 

innovative teaching and learning mean to you. a. Check includes description, 
feeling, 

 

6. What is it not? /How would you describe teaching and learning that is not 

innovative? Have you ever experienced a difference in opinion, e.g. things at 

a conference? 

 

7. What motivates you to be innovative? a. You have said ‘more time’, which I 
understand, but given there is never enough time and yet you have 
previously taken time to do something you consider innovative, what does it 

mean it becomes a priority where you do find time? 
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8. Do you have an example of something you would like to do and why? 
 

9. Before we finish, is there anything else you would like to add? 

 
Possible follow-up prompts: 
• _Tell me (more) about... 

• _Repeat significant words 
• _You mentioned... tell me about that.... 

• _You mentioned... can you describe an example? 
• _Could you please explain what you mean by......? 

• _Could you explain ..... further? 
• _Could you clarify..... ? 

• _I am not sure what you mean .... ? 
• _Do you have further examples of ... ? 

• _What else did you notice/feel? 
• _Could you give a more detailed description? 

• _Just now you said... but earlier you said... how does this fit together? 
• _Silence – allow pauses for reflection and for the participant to continue. 

• _I think you have mentioned, but can you say more about.... 

Keeping on track: 
• _I don't mean to be pushy, but I would like to hear more about.... 
• _I am interested in your views, not the management/norm/mine/... 

• _Thanks for sharing that, can we return to... remember I asked you to tell me 
about... 
• _What did that experience mean for you? 
• _Could you recap.... 

• _Check for both feelings as well as descriptions 
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Appendix 2 – Example of condensing 
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Appendix 3 – Sample of initial labels 
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Appendix 4 - Consent Form 
 

 
 

 

Project Title: A phenomenographic analysis of innovative teaching among staff. 

Name of Researcher: Email: 

1. I confirm that I have read and understand the information sheet for the 
above study. I have had the opportunity to consider the information, ask 
questions and have these answered satisfactorily. 

 

2. I understand that my participation is voluntary and that I am free to 
withdraw at any time during my participation in this study and within 2 

weeks after I take part in the study, without giving any reason. If I withdraw 
within two weeks of participating in the study, my data will be removed. If 

I participate in focus groups and then withdraw, my data will still be part of 
the study. 

3. I understand that any information given to me may be used in future 
reports, academic articles, publications or presentations by the researcher, 

but my personal information will not be included, and I will not be 

 

4. I understand that my name/my organisation’s name will not appear in any 
reports, articles or presentations without my consent. 

 

5. I understand that any interviews or focus groups will be audio-recorded and 
transcribed, and that data will be protected on encrypted devices and kept 

secure. 
 

6. I understand that data will be retained in accordance with University 

guidelines for a minimum of 10 years after the study concludes. 

 
I agree to take part in the above study 
 

 

 
   

Name of Participant Date Signature 

 
I confirm that the participant was given an opportunity to ask questions 

about the study, and all the questions asked by the participant have been 
answered correctly and to the best of my ability. I confirm that the 

individual has not been coerced into giving consent, and the consent has 
been given freely and voluntarily. 

 
Signature of Researcher /person taking the consent: 
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Date:   (Day/month/year) 
 

One copy of this form will be given to the participant, and the original 

kept in the files of the researcher at Lancaster University 
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Appendix 5 - Participant information sheet 
 

 

 

Start by presenting yourself: 

I am a PhD student at Lancaster University. I invite you to participate in a research study about 
staff interpretations of innovative teaching. 

 

Please take the time to read the following information carefully before deciding whether you wish 

to participate. 

What is the study about? 
This study aims to explore the variations in the experiences of innovative teaching among staff. 

 
Why have I been invited? 

I have approached you because I am interested in understanding staff experience and 
interpretation of innovative teaching. I would be grateful if you could agree to participate in this 

study. 

 
What will I be asked to do if I take part? 

If you decide to participate, this will involve an interview session, which typically lasts between 30 
and 60 minutes. The interview questions would include being given an account or an episode of a 

teaching session to elicit your views and experiences of innovative teaching. All interview sessions 
would occur in a pre-booked room on-site or online. 

What are the possible benefits of taking part? 

Participating in this study will enable you to share your experiences of teaching and learning on 
campus. Your insights may contribute to our understanding of variations in the meaning of 

innovative teaching. 

 
Do I have to take part? 
No. It’s entirely up to you to decide whether you participate. Your participation is voluntary. 

 

What if I change my mind? 

If you change your mind, you are free to withdraw at any time during your participation in this 
study. If you wish to withdraw, please notify me, and I will remove any data you contributed to 

the study and destroy it. Data refers to the information, views, ideas, and other content that you 
and other participants will share with me. However, it is often difficult and sometimes impossible 

to extract data from a specific participant when this data has already been anonymised or 
combined with other people’s data. Therefore, you can only withdraw up to two weeks after 

participating in the study. 

What are the possible disadvantages and risks of taking part? 

It is unlikely that there will be any significant disadvantages to participating; however, you will be 
spending 30–60 minutes in the interview session. 
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Will my data be identifiable? 

After the interview, only I, the researcher conducting this study and my supervisor will have access 
to the data you share with me. The only other person who will have access to the data is a 

professional transcriber who will listen to the recordings and produce a written record of what you 
and others have said. The transcriber will sign a confidentiality agreement. 

I will keep all personal information about you confidential; that is, I will not share it with others. I 
will anonymise any audio recordings and hard copies of any data. This means that I remove any 

personal information and use pseudonyms. 
 

How will my data be stored? 

Your data will be stored in encrypted files (accessible only to me, the researcher) and on password-
protected computers. I will store hard copies of any data securely in locked cabinets in my office. 

I will keep data that can identify you separately from non-personal information (e.g. your views 
on a specific topic). In accordance with university guidelines, I will maintain the data's security for 

a minimum of ten years. 

 
How will we use the information you have shared with us, and what will happen to the results of 
the research study? I will use the data you have shared with me only in the following ways: 

 
• I will use it solely for academic purposes. This will include my PhD thesis and other 

publications (for example, journal articles). I may also present the results of my study at 

academic conferences. 

 
• When writing up the findings from this study, I would like to reproduce some of the views 

and ideas you shared with me. When doing so, I will only use anonymised quotes (e.g. from 

our interview with you), so that although I will use your exact words, you cannot be 
identified in our publications. 

 

 

Who has reviewed the project? 

 

This study has been reviewed and approved by the Faculty of Arts and Social Sciences and 

Lancaster Management School’s Research Ethics Committee. 

What if I have a question or concern? If you have any queries or if you are unhappy with anything 
that happens concerning your participation in the study, don't hesitate to get in touch with me: 
J.Van-Ess@lancaster.ac.uk and my supervisor, Dr Brett Bligh: B.Bligh@lancaster.ac.uk 

 
If you have any concerns or complaints that you wish to discuss with a person who is not directly 
involved in the research, you can also contact: 
Prof Paul Trowler 

Email: P.Trowler @lancaster.ac.uk 
Phone: 01524592879 

Address: Department of Education, Lancaster University, Bailrigg, Lancaster, LA1 4YW 

mailto:J.Van-Ess@lancaster.ac.uk
mailto:B.Bligh@lancaster.ac.uk
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