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Abstract 

Teachers spend their working days preparing young people for the times to come. Teachers also 

imagine a wide variety of ideas about possible, probable and preferable futures. The purpose of 

this study is to discover how teachers feel and think about the potential futures for themselves 

and their students, and to explore how teacher perceptions of futures inform and are enacted in 

their teaching practices. Learning more about how often, how deeply and how optimistically 

teachers envision possible futures matters because teachers are educating the people who will 

become adults in all versions of the near futures. The conceptual framework sets integral theory 

as the basis for the methodological pluralism and analytical blending which are sustained 

throughout this transdisciplinary study as a whole. The participants in this study were all high 

school teachers in one school in Winnipeg, Manitoba during the 2015-16 school year. 

Participants completed a survey, followed by eight focus group sessions, and finally twelve were 

individually interviewed. The research design employed integral methodological pluralism as an 

organizing methodological structure to draw together multiple research methods in a coherent 

fashion. The findings show that high school teachers deliberately think about their own futures 

and those of their students, that they are most likely to trust shorter term empiric predictions 

about futures, and that while they value long term thinking they rarely think about futures more 

than a few years away. Conclusions and recommendations point out the need for developing 

teacher capacity via training in long term futures thinking which allows teachers to consider 

much larger problems and challenges confronting cultures, over longer time spans. Thinking 

about the long term and choosing hopeful stances will ultimately strengthen teachers, and 

potentially lead cultures and civilizations to the more preferable futures that they envision. 
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Chapter 1: Teachers and Futures: A Research Topic with a Forward Focus 

1.1 Introduction 

 This study explores the many ways that high school teachers imagine what the future 

could be like, and how their perceptions of the future are enacted in their lives and their teaching 

practices. High school teachers are the final teachers that children have before they become 

young adults, so knowing more about how these teachers think about possible futures and how 

they present those ideas to students is a research area worth exploring. Research into the ways 

that high school teachers think about possible futures could aid in understanding how schools 

adapt and change over time, and why those changes occur more easily for some teachers than for 

others. 

1.2 Context for this Study 

 1.2.1 A growing international body of futures research in education. 

 In 1997 the Organization for Economic Co-operation and Development (OECD) 

launched the Schooling for Tomorrow project (SfT) within the Centre for Educational Research 

and Innovation (CERI) (2010a). The project was launched due to a growing understanding in the 

late 1990s that the social and economic challenges facing OECD countries required a longer 

view into potential futures for education systems globally. The advent and uptake of the internet, 

growing world population and unprecedented social changes were moving at a faster pace than 

education reforms, and education systems were playing catch up. CERI has continued the work 

of the SfT project up to the present since the times are still changing at a much faster rate than 

are schools, and the gap between them is widening. 
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1.2.2 The Canadian context for futures research in education.  

The Canadian Education Agency (CEA) has taken heed of the work done in the SfT 

project and of others as well, publishing “Youth Confidence in Learning and the Future-a 

Concept Paper” in 2010 (Freiler). The idea of enhancing learning environments for young people 

points directly toward the need for an understanding of the types of futures that teachers 

envision.  

1.2.3 Futures research regarding education in the digital age. 

 This is a time when schools and school systems are under incredible pressure to change, 

and several potential system level changes have been postulated by CERI in the SfT Project 

(2010b). The SfT scenarios for school change pose a wide range of potential futures, from the 

complete melt-down of school systems, to incremental improvements in the status quo, to 

learner/participant models of life coaching that strengthen social and cultural capital. No matter 

which of the SfT scenarios is ultimately closest to the reality of schools in Canada in the next 

generation, the perceptions of teachers factor into the potential future of society, of learning, and 

of schooling itself. The changes coming could be incremental or revolutionary, devastating or 

enriching beyond anything currently imaginable, but no matter what happens teachers will be 

central to the changes in education. 

1.3 Problem Statement 

 Traditional high school education systems are increasingly under enormous pressure to 

change, evolve, or be dismantled. Understanding something of teachers’ perceptions of the future 

represents a potential lever for positive change, but very little research exists that touches upon 

this area. Furthermore, the degree of fidelity between the espoused perceptions of teachers and 

their enacted professional practice regarding what the future holds is particularly important to 
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determine, since high schools are increasingly using the new tools of the digital information age 

to educate young people who face an infinite multitude of potential futures. 

1.4 Statement of Purpose 

 The purpose of this study is to discover how teachers feel and think about the potential 

futures for themselves and their students, and to explore how teacher perceptions of futures 

inform and are enacted in their teaching practices.  

1.5 Eight Research Questions 

 Having eight research questions in a study is unusual, but the nature of my conceptual 

framework and methodologies make it possible to pose a family of questions. Integral 

methodological pluralism (IMP) (Wilber, 2006) allows for a variety of questions that fan out 

across all four quadrants, or the quadrivia of integral theory (Wilber, 2006). A more detailed 

explanation of the integral conceptual framework and IMP methodology follows in Chapter 

Two. The eight research questions follow, each with a bracket to identify the predominant 

quadrant connected to the question: 

1. How do teachers at Riverview perceive futures, and how are these perceptions enacted in their 

classes? (UR) 

2. To what extent are teachers’ perceptions of the future similar or different from one another, 

and how well do they correlate with the UNESCO Heuristic? (UR) 

3. How much importance do teachers place upon their own perceptions of futures? (UL) 

4. To what extent do teachers use their perceptions of the future to deliberately plan their 

professional and personal lives? (UL) 

5. How long are the longest views, and how short are the shortest views of the future that 

teachers perceive and enact? (LL) 
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6. How do teachers express their perceptions of the future to their colleagues? (LL) 

7. To what degree does working in a technology-rich Public High School influence teachers’ 

perceptions of futures, and the enactment of these perceptions within their role as teachers? (LR) 

8. In this incredible age of information access and globalization, how do teachers think about 

their own futures, and the futures of their students? (LR) 

1.6 Research Design Employing Integral Theory and Methodological Pluralism 

 The research design of this study employs integral theory in many ways, beginning with 

the conceptual framework upon which the study rests, and reaching into all aspects of the study, 

including the emphasis on methodological pluralism, a purposeful blending of methodologies in 

order to address the complexities of researching dispositions toward futures, the analysis of the 

material leading to conclusions and recommendations reflecting the holism of the research 

approach. The conceptual framework of the study is fleshed out in Chapter 2.6, but Figure 1 is 

provided in section 1.6.1 as an orienting feature to point out that the eight research questions fan 

out across the quadrants of integral theory in a deliberate and ordered way. 

 1.6.1 Research methodology overview. 

 The teaching staff of Riverview Collegiate were invited to participate in this multi-

method study in four distinct ways. Firstly, teachers responded to a voluntary survey that was 

conducted online. Secondly, a focus group of teachers was established, and operated as a Mid-

Week Network professional learning group at Riverview Collegiate, with the mandate of 

learning about educational futures, and considering ways that the group’s understandings of the  

futures impacts their practice as teachers. Thirdly, interviews were conducted with the eight 

teachers from the focus group and four more, for a total of twelve interviews. Within the focus 
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group, teachers also provided samples of assignments, projects, units, tests, and other artefacts of 

teaching that are connected to their understandings of possible futures. 

 

 

Figure 1 Research questions positioned on the AQAL quadrants, and showing the knowledge cycle 

beginning in the UR quadrant. 



 

6 

1.7 Rationale and Significance 

Knowing more about what kinds of futures are perceived by teachers may aid in 

developing programs similar to Riverview’s in other contexts, and may also provide an original 

contribution to the fields of integral theory, change and change management in the educational 

sector, and futures research in a Canadian educational context. It may also open a wider 

discourse about the practicality, utility, and further development of integral methodological 

pluralism (IMP) as a guiding heuristic for multi-methods research. Martin (2008) has already 

begun the work of clarifying the role of IMP as a multi-method framework, and this study 

provides further research to compare with Martin (2008) and Esbjörn-Hargens (2008) who have 

previously employed the IMP approach in multi-method research studies. 

Teachers spend the greatest amount of time with students in a school, and teachers’ 

perceptions of futures are continually enacted in their classroom practices. Understanding more 

about how teachers perceive futures, especially within a school that is known provincially for 

being forward-thinking and future oriented may help to open the field to further study about the 

futures for Canadian secondary students. 

Furthermore, Riverview Collegiate is a technology-rich school where every student is 

required to bring a computer every day. This form of technology use is called 1-to-1 (as in, one 

computer per person), bring your own device (BYOD). 1-to-1 BYOD started at Riverview in 

2010, and so far almost no research has been done at Riverview to see how teachers operate in a 

1-to-1 BYOD school. My study on teacher perceptions of futures and how these perceptions are 

enacted within classes helps to provide groundwork for further study into the ways that 1-to-1 

BYOD learning is changing teachers, how it is influencing Riverview Collegiate, and the Bison 

Crocus School Division as well.  
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 Recently Riverview was recognized for the unique quality of the staff dynamic at 

Riverview Collegiate in the way that 1-to-1 BYOD has rolled out over the first four years. 

Riverview received a nationally recognized award from a Canadian educational organization in 

January 2015, which was covered by local media. Teachers at Riverview have accepted and 

included information technology use in their classes, and pedagogical changes connected to the 

use of technology have been incremental but steady. This study helps to explore of the habits of 

mind and perceptions of teachers that are allowing for the steady growth in uptake of technology 

use at the school. 

 Finally, as the CEA has pointed out with their look into futures research and education 

(Freiler, 2010) there is a need for Canadian Provinces to catch up in the area of futures research 

in education. Significant studies of perspectives on schooling in 2030 are underway or have just 

been completed in other countries, for example by the Hoover Institute at Stanford University 

(2012) in the United States and in Finland, by Linturi, Rubin, and Airaksinen (2011). Recent 

Canadian work in this field of study does exist, the best example is the recent Waterloo Global 

Science Initiative Equinox Summit (2013). While it is a solid first step to host a five-day summit 

on the futures of high school education in Canada, deeper inquiry into the imagined futures of 

teachers will help to create a stronger grasping point for further study.  

 Teachers habitually determine metaphoric compass points to help set sail into potential 

futures. Hopefully they chart courses that are positive and dynamic; avoiding the shoals of 

dystopia and societal melt-down (Slaughter, 2004). But without understanding more about how 

teachers perceive possible futures, there is little evidence to suggest that teachers practice with 

enough deliberate foresight to realize the most positive imagined futures. People tend to steer in 
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the direction that they look, so finding out where teachers are looking for their understanding of 

what is yet to come is an important and under-researched area. 

1.8 The Researcher 

 1.8.1 My work at Riverview Collegiate. 

 I have worked at Riverview Collegiate (Riverview) since September of 2004. During my 

time serving at the school I have seen many changes, but none have been anywhere near as 

significant as the move to adopt 1-to-1 BYOD that commenced in 2010. While schools have 

always adapted new technology to educational purposes (Shirley, 2011) the concerted effort at 

Riverview since 2010 is unprecedented in Manitoba. Plans were made and realized to run fibre 

optic cable to the school to improve bandwidth and to install a high quality wifi system within 

the school. Furthermore, doing the actual hard work of convincing parents, school trustees and 

teachers that this was all done in the best interest of students represented a radical shift away 

from the past, and caused all to consider a broad range of potential futures for Riverview.  

 I have been a proponent and leader of the 1-to-1 BYOD initiative at Riverview from the 

outset, helping to set the Professional Development agenda, guide the staff momentum, and more 

recently I served as the Department Head for Literacy with Information and Computer 

Technology in the 2013-14 school year. I work in a school where programs of study are 

changing, and I think they are changing because of the ways that teachers think about their own 

futures, and the futures of their students.  

 1.8.2 Students, teachers, and computers at Riverview. 

 At the same time, there are many strong and varied opinions among the teachers at 

Riverview about why Riverview is a 1-to-1 BYOD school. Many teachers support the initiative; 

some do not. Many have simply adapted and understand that it is completely normal at 
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Riverview for students to use computers and cell phones in every room of the building. 

Riverview has adopted inclusive, technophilic attitudes instead of the more common 

technophobic attitudes seen in schools that ban cell phones and student owned computers. 

 In 2010 as the 1-to-1 BYOD pilot became an established program that set new norms for 

our school, I wondered what was at work to allow such a grand shift in technology, and in the 

culture and climate of the school. I also began to wonder about how teachers thought about the 

future, or about possible futures since we were using new technologies. I had just finished up a 

Master’s degree with a focus on the ways that educational leaders perceive and use time, so 

thinking about time research in educational settings was a natural next step. 

 While it is true that every high school reminds students daily of their journey towards 

graduation, it seemed that grander narratives of the futures were in the minds of the teachers at 

Riverview. Since I was a teacher at Riverview and also a graduate student studying the topic of 

perceptions of time in educational settings, the initial research questions began to emerge for me 

as I thought about how teachers perceive time. My eight research questions represent the heart of 

the matter; teachers implicitly hold views about the future, and those views are enacted within 

their professional lives. At Riverview, the 1-to-1 BYOD program has grown and blossomed 

because the School Board, the Superintendent’s Department the School Administrators, the 

Parents and also the teachers are agreeing that this is a good step for the present, and will likely 

provide advantages for students in their futures. And what about the students? At Riverview, 

they have computers everywhere, all the time, and that is school; there is nothing out of the 

ordinary going on by their measure. Only the adults at Riverview can remember a different past, 

and a different way of schooling. After all, Google and Grade 12 students are the same age, and 

they have grown up together from the beginning. Since the adults can imagine a different past, 
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the can also envision a spectrum of potential futures, and exploring this spectrum is what I hoped 

to do. 

1.9 Setting and Situation of the Study 

 Futures research has an important role to play in understanding the success of the 1-to-1 

BYOD program at Riverview. The program at Riverview is viewed as innovative, forward 

thinking and cutting edge. Many other schools and school jurisdictions in Manitoba are watching 

the Riverview 1-to-1 project closely with an eye to improving upon it or replicating it where 

possible. While some aspects of the school are simple to understand (such as how much fiber 

optic cable was installed and what kind of wifi might work best) others are very complex; 

teacher perceptions that encouraged the success of the 1-to-1 BYOD program are in this 

category. Should other schools wish to pursue similar paths to Riverview’s path, then they must 

understand the important role that teachers’ dispositions and perceptions played in developing 

the 1-to-1 BYOD program. This study will shed some light on how 1-to-1 BYOD is working at 

Riverview, based on an understanding of teacher perceptions, futures research, and within the 

framework of integral theory. 

 Riverview Collegiate Institute (RCI) is a high school in Winnipeg, Manitoba. Riverview 

is located in the southeast portion of Winnipeg and was established in 1964. Riverview is a 

public high school which had 1147 students enrolled in Grades 9 to 12 on September 30, 2015 

(Manitoba Education and Advanced Learning). For more about Riverview, see Chapter 3.5, 

which provides a more detailed description of the research site. 

 Studying teacher perceptions of futures and how they are enacted is particularly 

important at Riverview, because the 1-to-1 and BYOD models are motivated by complex 

enactments of imagined futures. In short, the parents, students, teachers, school board leaders and 
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school trustees all sense that information technology will factor greatly in the futures of students. 

While this is likely a safe bet, it is highly unlikely that each of those groups perceives futures in 

the same way.  

1.10 Assumptions 

 In my role as a high school teacher I am immersed in a culture of preparation; we prepare 

children for tests, exams, projects, and graduation. All of this preparation experience means that I 

hold several assumptions about possible futures. Firstly, I assume that the beliefs of teachers 

make a difference to the ways they teach, and therefore to the ways that students learn as well. 

Teachers’ beliefs are shown to influence their uptake of educational innovation (Talbot & 

Campbell, 2014) and on the ways their beliefs impact student learning and students’ beliefs as 

well (Phillips & Clarke, 2014). Secondly, preparing for the future is a common theme in all high 

schools; a random sampling of YouTube graduation speeches would bear this out. Thirdly, 

teachers prepare youth for the future in part by passing along the content and exercises of various 

subjects, but also in their lived experiences as adults interacting with teens (Renner, 2009). 

Fourthly, I also assume that teachers unwittingly transmit their implicit understandings of 

possible futures to their students. Finally, I assume that preparation for the future is often the 

overarching premise of secondary schooling for entire school systems on a global scale, whether 

implicit or explicit (Fullan & Langworthy, 2014). 

 However, I do wonder about exactly which “future” teachers have in mind. There are 

many potential futures, and many of them are mutually exclusive. Every single day in high 

schools teachers and students are busy imagining the future. Rarely can an hour go by without 

imagining or planning into the time that has yet to come. For example, the bell structure of the 

school is set in advance, and its predictability creates the drumbeat for the day. The rhythm of 
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the bells, the predictable flow of students from class to class, and consistent dismissal times lull 

entire communities into thinking that the future is immutable, unchangeable, and reliable. Clock 

and Calendar time (Hoffman, 2009, pp. 133-135) have a way of regulating and governing the 

future, as future dates can be extrapolated from the present. Perceptions of near future events 

(such as the bells in a day) are one form of perceiving the future, but high schools also marinate 

in mid and long term perceptions of the future. The four-year program prescribed from Grades 9 

to 12 and eventual graduation are similarly programmatic enactments of the dominant and 

assumed understanding of the future. 

 1.10.1 Common perceptions of time and predictability in high schools. 

 The lulling predictability of a clock and calendar understanding of futures belies the fact 

that in many ways, the world is changing at an exponential rate. Information technology, 

burgeoning world population and competing narratives of resource scarcity and abundance 

inhabit the present lives of teens. While schools implicitly promote a mechanistic, predictable, 

clock and calendar understanding of futures, more than ever before teens are presented with the 

complexity and chaos of the world as it is. High schools can do little to insulate students from the 

increasingly chaotic nature of the world beyond the school doors. The façade of mechanistic 

bells chiming in a predictable future is falling away, persistently eroded and replaced by an 

understanding of the multiplicity of futures and stances that one can take towards the times to 

come.  

 The optimistic stance is that if the future is indeed chaotic and not predictable, then it also 

provides many possibilities that are actually much better than what we live with in the present. 

One of the ways to help bring about such positive futures may be to think about the future, and to 
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plan. Certainly this works with short term forecasting, which most people call planning and 

preparing.  

1.11 Definitions of Key Terms Used in this Study 

Futures: the perceptions of the time that is to come that are created and expressed through the 

sets of values, beliefs, of individuals and of groups. Futures research emerged as an academic 

discipline beginning with the publication of On Thermonuclear War by Herman Kahn in 1960. 

Through the 1970s futurism was popularized by writers such as Alvin Toffler (1980). From the 

mid-1980s to the mid-1990s as researchers such as Richard Slaughter, (1998) Francis P. 

Hutchinson (1996) and Wendell Bell (1997) brought a greater degree of synthesis and academic 

rigour to the field. 

Integral Theory: A holistic theory that draws together all known forms of knowledge discovery 

and knowledge creation in an attempt to provide coherence and synthesis across all 

understandings of the universe, both as it is known, and unknown. The major theorist is Ken 

Wilber (2006), a living American philosopher. 

AQAL: Acronym for “all quadrants, all levels, all lines, all states, all types” (Wilber, 2006). This 

acronym aids by combining the five most essential components of integral theory into one word, 

and represents the holistic nature of integral theory, particularly as it is applied within any 

specific context or to any specific person. 

Upper Right Quadrant (UR): the singular/objective domain, wherein the facts of the world that 

one inhabits are explored and discovered. The realm of science and empiricism. 

Upper Left Quadrant (UL): the singular/subjective domain, wherein one ultimately experiences a 

reality and understanding that is completely unique and potentially indescribable to others, or 
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which may sometimes be observed but not reliably interpreted by others. The realm of 

phenomenology and individual experience. 

Lower Left Quadrant (LL): the plural/intersubjective domain, wherein the collective 

understandings of people are explored, developed and understood. The realm of social and 

communal understandings. 

Lower Right Quadrant (LR): the plural/interobjective domain, wherein the systems in which all 

things exist, the ways they interact and the complexities they face are made real. This is the 

realm of systems and complexity, and expands far beyond human control or knowledge. 

Integral levels: Corresponding to the colours in the spectrum of visible light; lower order levels 

of consciousness (Kegan, 1994) are represented on the red end of the spectrum, middle order 

levels in the green, and higher order levels of consciousness represented by turquoise, violet, and 

into the ultra-violet included in full-spectrum white light. One’s order of consciousness has a set 

point that can be raised or lowered over time. Also, one’s order of consciousness is also 

dependent upon context and subject of analysis (Wilber, 2006). One may, for example, exhibit 

high level of consciousness (blue) regarding one issue and yet exhibit a low level (orange) on 

another issue. 

Integral lines: representative of all potential and known models of development, and are present 

within each of the four quadrants of integral theory.  

Integral states: all potential human states, such as being awake, or being in deep sleep, in 

meditative states, the state of arousal, and all senses of emotional and psychological states. States 

are temporary, but if a state is sustained repeatedly or over a long duration of time then it 

ultimately impacts the person as a whole, altering one’s levels of consciousness. 
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Integral types: described in terms of gender, age and health, there are male and female types, old 

and young, healthy and sick (Wilber, 2006). 

1-to-1: an education technology practice and pedagogy that encourages a 1-to-1 ratio of 

computers to students in educational settings.  

Bring your own device (BYOD): a policy decision whereby one must bring his or her own 

approved computer/tablet/ICT device to the school, as a condition set by the institution. 

Generally BYOD leads to a shared-resource model where internet access and proprietary web 

content is provided by the institution employing a user-name and password, but access to these 

resources is through devices owned and maintained by the students. 

1.12 Summary 

 When researching notions of time and potential futures it is easy to confuse the idea of 

time and the idea of futures with the continual movement of time that happens while conducting 

the research. Boiling down time research to an elaborate time management strategy is simplistic, 

as is assuming that anyone interested in studying perceptions of potential futures must in fact be 

trying to predict an actual, precise and specific future, as though such a thing exists. Serious 

study of the futures is often maligned and misunderstood. 

 The academics who study futures are not solely those intent upon predicting what will 

come; informal and non-academic voices who speak of futures are often inspirational religious or 

secular prophets at best, or swindling charlatans at worst. In fact, the academic study of futures 

has much to do with understanding current perceptions and expressions of possible futures, with 

an eye to achieving positive future results via education now. Fullan and Langworthy (2014) 

devote the entire final chapter of A Rich Seam: How New Pedagogies find Deep Learning to 

exploring the idea that educational decision makers at every level must deeply consider the role 
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of new pedagogies for deep learning that are facilitated by the new tools of the digital 

information age. Education systems are predicated upon the idea of maintaining and improving 

societal well-being, and this cannot be done without having a vision for the dangers and the 

opportunities that are still over the time horizon. Creating the best outcomes for people and 

societies means that academics involved in futures studies such as Hutchinson (1996), Hicks 

(1995) and Rubin (2013) are realistic about the possibility of future calamity while committed to 

the task of the future world being better than the present world (Fullan & Langworthy, 2014). 

 This research study is intended to shed light upon teacher perceptions of futures within a 

school that has an admittedly future-focussed climate and culture, in a time when so much about 

education is changing in ways rarely predicted by even the most imaginative of futurists. In 

education systems world-wide, high school teachers are frequently the last to teach children prior 

to their emergence as adults. Understanding the teachers as primary influencers is critical, and 

looking at teacher perceptions of futures using an array of methods allows for a multi-

dimensional understanding of how they perceive the futures, and how they enact these 

perceptions in an emerging digital age. High school teachers stand in the gap; they are the adults 

informing children about what has come before, and about the world as we know it in the 

present. Even more significantly, high school teachers are the final teachers that students 

encounter before entering their adult years.  
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Chapter 2: Literature Review 

2.1 Introduction 

 People use a wide variety of constructs to understand time. Clocks and calendars are very 

useful tools that seem to harness time in a similar way that bridles harness horses. Time, 

however, is not so easily domesticated, and dividing it into seemingly predictable hours and 

seconds is helpful only to a point. Clock time bends and the harness breaks as soon as one begins 

to consider the theory of relativity. Time is not easily understood, and yet all people experience 

time, and understand something of the passing of time, and that things do change as time passes. 

Having such an understanding of time leads to other constructs to understand time, such as 

time’s arrow, and the constructs of past, present and future. The past is generally understood as a 

time before the present, while the future is a time that has yet to come. The present is that most 

ephemeral moment where the future meets the past, and wherein all human perception 

continually exists. While much has been written about time and education, most of the literature 

deals with how to most efficiently sub-divide the hours and minutes in a year to provide the most 

efficient model of schooling, to accomplish the greatest amount of student learning.  

 Educational historians sort out the contours of education systems past, and the present 

moment in education is continually mediated by theory and research that builds upon the 

experiences of the past (Davis, Sumara and Luce-Kapler, 2015). Educational futures tend to be 

charted by the political masters who craft and enact policies for education systems, but little of 

the hopeful work of imagining better futures for education is done by teachers or their students. 

 Since it is implicitly assumed that children are taught so that they will learn and that they 

will someday step into responsible roles as they grow and as time passes, it makes sense that 



 

18 

education researchers should consider the many ways that teachers may think about potential 

futures as well. 

2.2 Purpose Statement 

 The purpose of this study is to explore how teachers feel and think about potential futures 

for themselves and their students, and to explore how teacher perceptions of futures inform and 

are enacted in their teaching practices. 

2.3 Search Terms and Parameters 

 Many search terms were employed to attempt to find research on futures studies in 

education as it pertains to teacher perceptions. Most searches return a great deal of information 

about possible futures studies curricula, and material that hypothesizes what schools will be like 

in the future. For this study about teachers and the ways that they think about futures many 

search terms had to be employed to gather resources. The following list is a sampling of the 

search terms used: school of the future, futures research, futures studies, futures and education, 

school of tomorrow project, perceptions of high school teachers, perceptions of time, 

conceptions of future time, integral futures, integral theory, and educational futures. Most search 

terms provided helpful results, but also showed that the topic of teacher perceptions regarding 

future times is not widely considered or researched.  

 Searches were conducted in the following databases: ERIC, ProQuest, Education 

Research Complete, Academic Search Complete, CRKN Elsevier ScienceDirect. Time 

delimitations were not employed, because the broader history of futures research, integral theory, 

and their coming together required broad parameters to include relevant sources. The search 

excluded futures studies curricula for students, since the purpose of this study is to explore 
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teacher perceptions, and not to explore the need for or benefit or merit of futures studies 

curricula. 

2.4 Employing Integral Theory to bring coherence to multiple literatures 

 The complexity of studying futures requires a transdisciplinary approach in order to 

consider futures in their various guises. Integral theory certainly worked effectively to bring 

coherence to the field of futures studies through the work of Slaughter (1998). My study also 

employs integral theory and methodological pluralism to study teachers and their perceptions of 

the futures. So, not only is integral theory clearly present as an over-arching structure in this 

study, but it is also present in the discrete form of Richard Slaughter’s use of integral theory in 

the 1990s to bring coherence to the field of Futures Studies. Integral theory is also manifested 

within the research methodology of the study, found in Chapter 3 and beyond. So, this study is 

immersed in, reflects in many facets, and employs integral theory in many ways as it unfolds. 

 For this study it was necessary to review research connected to the influence of teachers’ 

beliefs on their teaching practice the intersection of education and futures studies. Talbot & 

Campbell (2014) have shown that teachers’ beliefs have a significant influence on the ways that 

they teach and on their uptake or rejection of innovations to pedagogy or curriculum. While it is 

a common assumption to think that teachers disseminate their knowledge with students, teacher 

knowledge is not stripped of the tacit worldviews of teachers, coming along in the form of 

teacher beliefs. Knowledge coming along with an accompanying belief has been widely 

understood in a negative way as a facet of the hidden curriculum. For example, Phillips and 

Clarke (2012) determined that medical students may rethink their personal beliefs to fit 

themselves to the perceived beliefs of the doctors from whom they are learning, even when the 

new beliefs were less inclusive and more discriminatory than those originally held by the 
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students. However, there are also positive ways that the tandem structures of teachers’ beliefs 

and teachers’ knowledge (Pajares, 1992) can be understood. As Freire (2014) has pointed out, 

knowledge is never imparted or received in a vacuum of relationship, and that relationship is 

never devoid of a power structure either. Therefore, relevant and intentional teacher praxis 

(Zimmerman, 2009) shows the pedagogical imperative to include teacher beliefs in the learning 

equation, as learners are expected to think, act, and ultimately believe in new ways due to the 

learning process. Renner’s (2009) examples of how teachers stand in the gap between young 

people and an increasingly connected, complex and potentially chaotic present-day world further 

illustrate the role that teacher beliefs play in social construction and the value of fostering 

reasonable perceptions of hopeful futures, in spite of how grim things may seem in the present.  

 Furthermore, a review of integral theory literature was also required to establish the 

conceptual framework for the study. A review of some of the literature regarding the nature of 

time and perception was also required, since future studies is a sub-domain of the broader field 

of time studies. 

 2.4.1 Conceptions of time and educational research on time and perception. 

 All people in all cultures are subject to time. Time defines human existence: people think, 

act, and live within time. Theologians, philosophers, artists, and scientists work within time to 

try and describe time—to define it, to find its limits, and to measure it out—but their conclusions 

remain incomplete, and highly contradictory. The ineffable nature of time is aptly summarized 

by Augustine (397): “What, then, is time? If no one ask [sic] of me, I know; if I wish to explain 

to him who asks, I know not” (Bk. 11, Ch. 14). The mysteries of time, its essence, its origins, are 

still baffling in this current age. The crux of these problems is that defining time requires that 
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there be something against which to measure time, but there is no correlative available, for time 

stands alone. 

 Although precise and complete definitions of time are mercurial, great physicists, writers, 

and thinkers have developed accurate and helpful descriptions of time. Newton described time as 

a “flow” (Falk, 2008, p. 127) while Einstein, in his theories of general and special relativity, 

postulated that time itself is changeable—time (and space as well) is relative to the absolute, 

which is the speed of light, or c. On May 29, 1919 Einstein’s theories were tested by measuring 

the deflection of light from a distant star as it came into close alignment with the Sun during a 

total eclipse (Falk, 2008, p. 173). General relativity held that the light of the star ought to be 

deflected, and it was, thus proving general relativity. Einstein, at the age of 40, immediately 

became, and arguably remains, the world’s most famous scientist.  

 Unfortunately, general and special relativity provide hardly any practical application for 

understanding the experiential temporality of the human condition. People never move fast 

enough (compared to c) for relativity to become a concern, so Newton’s “flow” is a more 

pragmatic descriptor for conducting science that is social.  

 In Flow: The psychology of optimal experience (1990), Mihaly Csikszentmihalyi 

examines sets of activities that bring pleasure to subjects. Pleasurable activities vary greatly, but 

they all provide subjects with reasonable rigour, a sense of purpose, reward embedded in the 

process of the task, and a sense of accomplishment upon attaining a goal. Csikszentmihalyi 

(1990) further asserts that “flow” is the essential antecedent that leads to activities that people 

perceive as pleasurable. 

 Eva Hoffman’s (2009) summation of flow is “…a sense that time is moving at the right, 

unforced pace” (p. 184). The flow of time is a subjective experience, and recognizing one’s place 
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within the flow of time is a precursor to happiness. The perception of time’s flow from the 

future, to the present, and into the past is subjective, individual, and is ultimately an illusion. In 

the words of Einstein, as he wrote to the grieving family of his deceased friend Michele Besso: 

“…the distinction between past, present, and future is only a stubbornly persistent illusion” (as 

quoted in Calaprice, 2005, p. 73). Even for Einstein himself the physics of relativity was cold 

comfort when experiencing time’s subjective flow, no matter how illusory it is.  Einstein’s 

physics trump Newton’s, but Newton’s perceptions of time as “flow” serve as a pragmatic and 

workable model of time, particularly time as it is experienced by people. 

 In her book Time, Eva Hoffman (2009) closely examines the subjective perceptions of 

time that help to define and to order the psychological interiority of the human mind. The mind 

can expand, shape, mould, recall, reframe, and anticipate time. This interiority gives people the 

capacity to reason, and helps them to make sense of their experiences. Past, present, and future 

are forms of time that seem completely undeniable, and somehow more “real” than “unreal.” 

 Individuals and groups can share in their experiences of past, present, and future time, 

and deeply set social constructs about time form within cultures, as do languages, cultural mores, 

and cultural beliefs. Perceptions and conceptions of time are deeply embedded in the human 

psyche, so perceptions and beliefs about time must then also be scrutinized by those in the field 

of education (Duncheon & Tierney, 2013). It is not enough to assume that subjective perceptions 

of time are commonly shared within schools, or that these perceptions help to foster, to promote, 

or to enhance student learning. Students, parents, teachers, and school administrators operate 

within their own personal perceptions of time, within the range of their shared cultural beliefs 

about time, and within formalized school systems that stipulate limits of allowable time required 

for learning. Freire (2014) further points out that all educational practice occurs within a time 
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and space context; learning cannot help but be bound within time and space (Freire, 2014, p.67). 

Therefore it stands to reason that the conceptions of time that are held by those in power will 

always dominate the lessons and the learning. Far too much is assumed by educators who go 

about their work without deeply considering the temporal nature of education and how their own 

ideas about time influence themselves and their students. 

 2.4.2 Futures Studies (FS), a history and introduction. 

 Futures Studies is a multi-disciplinary field of inquiry that draws upon a wide variety of 

research to consider possible, probable, and preferable (Fein & Hicks 2010) futures for all who 

live on planet Earth. Those in the field avoid using the colloquial singular term “future” and opt 

for the plural term “futures” to make clear the plurality of potential futures. The pluralistic 

understanding of futures studies opens up the territory for a broad spectrum of research forms, 

including many widely varying conceptual frameworks and methodologies (WFSF, 2002).  

 People have conceived of the passage of time for millennia and have therefore imagined 

the times to come, so futures thinking is an old phenomenon. Futures as an academic discourse in 

its currently recognizable form began to coalesce in the 1960s, arising from within the miasma of 

the industrial age, two catastrophic world wars, and several decades of futures-infused science 

fiction, most notably by H.G. Wells. Wells was already calling for the development of a 

scientific and rigorous study of futures as early as 1902 but it never came to fruition (Wagar, 

1983). The murderously chaotic and economically vibrant first half of the 20th Century would 

have to pass by before anyone paid closer attention to futures studies. 

 By the beginning of the 1960s futures reached a critical mass in the post-war search for 

economic stability and social reconstruction. During this time Herman Kahn (1960) was an early 

futurist who came to prominence as an American war strategist and systems theorist, while in 
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England Dennis Gabor, inventor of the hologram, (1963) was also writing on possible and 

probable futures.  

 Conferences and organizations dedicated to futures studies began to develop as a wide 

swath of scientists, artists, authors, philosophers and social reformers were drawn to futures 

studies, even as systems theory (Bertalanffy, 1962) and information age globalization (Nye, 

2004) were emerging. Initially, those interested in futures studies had developed expertise in 

other fields, and futures was a secondary interest. Professional futurists such as Alvin Toffler 

(1980) arose in the 1970s and 80s, and then, after a decade and a half of growth and popular 

interest the field plateaued. 

 While futures studies was taking off in popular culture, academic work in the field was 

limited through the late 1970s, with the exception of those working on improving the initial 

Delphi (RAND, 2014) and Scenario (Lindgren & Bandhold, 2009) methodologies, and those 

whose primary interest was systems theory. A few academic journals were established and 

conferences persisted, but Universities were slow to add futures studies courses or programs to 

their offerings. Even so, futures studies managed to develop as a multi-disciplinary anomaly 

within a few schools.  

 2.4.3 FS and Integral Futures: the rise of Richard Slaughter. 

 The University of Lancaster was an early adopter and in 1982, Richard Slaughter was 

awarded a Ph.D. in Futures Studies from Lancaster (Slaughter, 2011a). To the present day 

Slaughter has remained an active and prolific writer in the academic field of futures, tending the 

flame for over 35 years. His early work focussed upon the development of the T-Cycle 

(Slaughter, Naismith & Houghton, 2004) as a futures methodology, but in the mid-1990s 

Slaughter began to consider the diffusion of methods and conceptual frameworks within futures 
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studies with some concern. Futures had always been widely divergent, lacking any readily 

agreed upon conceptual framework, and the academic work had become even more diverse 

through the 1980s and early 90s with several academics proposing new methodologies and lines 

of inquiry. Slaughter was concerned that the increasing diffusion of the field rendered it 

voiceless and impotent, and he began looking for ways to bring greater coherence to the field. 

 In 1995 Wilber introduced the concept of “flatland” as a way to show how western 

cultures had placed their attention on an “infinite ahead” and had given up on pre-scientific 

notions of an “infinite above” (1995, p.410). Three years later, Slaughter (1998) wrote 

“Transcending Flatland” to show how the entire field of futures studies had been founded on 

“empiricist notions of prediction, forecasting and control” (p.519) and to propose a way forward 

for futures studies that could draw upon ontologies and epistemologies beyond the 

rational/positivist tradition. This was the first paper linking integral theory with futures studies, 

and it was as informative as it was provocative. Slaughter (1998) asserted that by re-casting all 

meaning as rational/positivist the west had effectively chopped off individual and collective 

interior ways of knowing, leaving science and technology to blaze a trail ahead while culture, 

personality and spirit were ever more hollowed out and disregarded. This uneven tending to 

individual and societal growth over all four quadrants was seen by Wilber and Slaughter as the 

basis for the psychosis of western living: better technology and physical health than ever before, 

while mental health and societal decay also grew at unprecedented rates. 

 After providing a condensed version of the all quadrants all levels (AQAL) model, 

including reproductions of the original four quadrant diagrams that had appeared in Wilber’s 

(1995) Sex, Ecology, Spirituality, Slaughter’s conclusions bluntly spelled out how futures studies 

needed to change in the light of integral theory. Slaughter’s direction is clear: futures studies has 
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nothing at all to say about possible futures if it blindly ignores the upper and lower left 

quadrants, and those ways of knowing and telling. Furthermore, the futures do not arise solely 

from the external stimuli of rationality and systems processes of the right hand quadrants, but 

also from the interior individual and interior collective left hand quadrants (p. 532). In other 

words, the best way to draw people towards preferable futures is to have them look inside 

themselves and their cultures (UL, LL) and not only to develop scenarios and measure effects in 

an attempt to extrapolate (UR, LR).  

 Slaughter received criticism for proposing a meta-narrative/integral understanding of 

futures. Other researchers in futures were concerned about the validity of Wilber’s (1995) model, 

and they feared being co-opted by Slaughter’s work. Some in the integral community found fault 

with Slaughter’s exegesis of Wilber’s (1995) text. However, the initial surveying was done, and 

more work was afoot. Slaughter (2011b) has continued to defend and explain the role that 

integral futures has within futures studies, and recently summarized the position of integral 

futures in 2012, in the book To See With Fresh Eyes. 

 2.4.4 Teacher education and Futures Studies. 

 The majority of research that connects futures studies to education tends to focus on the 

great need for education systems to innovate via the uptake of information technology or it 

proposes curricula for students that will make them more hopeful for their futures. In both cases, 

teachers’ perceptions of futures are left out of the equation. However, some work has been done 

in this area, most notably by UNESCO, as part of their teacher education program for 

sustainability education (Fien & Hicks, 2010). The UNESCO “Visions of the Future” heuristic is 

based upon Slaughter’s work, so there is a traceable line of thought from Wilber, to Slaughter, to 



 

27 

the UNESCO teacher education program for sustainability that relies on a futures perspective. 

(Fien & Hicks, “Introduction, References, Credits”, 2010). 

 The discipline of futures has many proponents in the realm of education, including those 

who would like to see it formally embedded within K-12 curricula, primarily connected to 

subjects such as geography and sustainability (Hicks, 2007). UNESCO (2010) has also promoted 

futures education within curricula about sustainability.  UNESCO includes their “Visions of the 

Future” within a multimedia teacher education program entitled “Teaching and Learning for a 

Sustainable Future” (Fien & Hicks, 2010). UNESCO has deliberately placed futures studies at 

the heart of their sustainable development curriculum efforts. The five UNESCO “Visions of the 

Future” are: 1) Business as usual 2) Edge of disaster 3) Authoritarian control 4) Technological 

miracles 5) Sustainable society. The UNESCO heuristic provides five externally focussed 

exterior/collective scenarios and lacks the subtlety of the interior/collective and 

interior/individual perspectives of integral futures, but it is a practical heuristic that is directly 

connected to addressing the ways that teachers envision possible, probable and preferable 

futures. 

 Futures thinking is tentatively connected to sustainability education in the Province of 

Manitoba through the Sustainability and Education Academy (SEDA) Domain framework for a 

whole system approach to education for sustainable development (SEDA). In the “Curriculum 

Teaching Learning” Domain of the framework the importance of futures thinking is mentioned, 

but the trail goes cold after that, with no further help with resources or definitions of what futures 

thinking is, or why it matters that teachers consciously focus on futures thinking.  

 The natural connections between envisioning hopeful futures and education for 

sustainable development are clear, strong, logical bonds. Further work could be done to 
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strengthen teacher preparation and ESD curricula by more purposefully including futures 

thinking in teacher training and inservicing. 

 The strongest direct connections between futures studies and the perceptions of teachers 

has been conducted by the OECD’s Centre for Educational Research and Innovation (CERI) 

(2010a) and the Schooling for Tomorrow (SfT) project. While the work is international in its 

scope, particularly strong work came out of Ontario (OECD 2006). As part of the SfT project, 

teachers were invited to consider scenarios regarding potential futures for education. Scenario 

planning (Lindgren & Bandhold, 2009) is one of the oldest and most respected futures studies 

methodologies, first introduced in the late 1950s and developed over decades to the point where 

the word “scenario” is now commonplace. 

 The goal of the SfT Phase III project in Ontario was to encourage longer-term thinking 

for strategic planning among teachers, and futures studies methodologies were at the heart of this 

professional development effort. The report concludes that scenario planning has promise as a 

mechanism to support change within an organization. This finding is significant since it means 

that both individuals and systems can be challenged to grow and think in longer-term ways.  

 More recently the CERI SfT project has moved away from trying to leverage system 

change through teacher development and has instead moved in the direction of publishing work 

using trend analysis. In the Introduction to Trends Shaping Education (OECD 2010) the authors 

point out that the trend analysis work is of benefit to teacher-educators and teachers for 

considering potential futures and to reflect on teaching practice and curriculum issues. Trend 

analysis is also a respected futures studies methodology, but by 2010 the application of futures 

methodology to aid in teacher preparation and readiness was much more oblique. 

 



 

29 

 2.4.5 Futures, complexity and curriculum thought. 

  Beyond the nuts and bolts of education systems and the formal teaching of a futures 

curriculum, reflecting upon what a futures studies theory of learning might look like is a 

worthwhile stop. Curriculum studies has, at its heart, the domain of learning and theories of 

learning. Brent Davis, Dennis Sumara and Rebecca Luce-Kapler (2015) organize a broad range 

of identified learning theories and theorists into a quadrant-like frame similar to that found in 

Wilber’s (1995) integral model. While there is no direct connection between the Wilber 

quadrants and the four “moments” of education (Brent Davis, Dennis Sumara and Rebecca Luce-

Kapler 2015), quadrants are used nonetheless to divide learning theory into four categories and 

Wilber’s (1995) quadrants are implied. The use of the term “moment” is also a reference to time, 

and is apt since it does not favour or exclude any form of past/present/future time or delineate a 

specific duration of time. The historic learning theories that still dominate most education 

systems (positivist/rationalist) are placed in the UR quadrant, those which are “learner-centric” 

(constructivist/developmentalist) in the UL. The LL quadrant includes learning theory that has 

developed from critical theory, post colonialism and globalization, while the LR quadrant 

identifies learning theories emanating from wisdom traditions, systems theory, and complexity 

theory. The learning theory quadrant framework is much more involved that was just 

summarized, but the echoes of integral theory persist.  

 More interesting is the way that Davis, Sumara and Luce-Kapler (2015) have adapted the 

quadrants to develop a framework for understanding how learning theories relate with one 

another, much in the same way that Slaughter (2001) adapted the integral quadrants to create a 

knowledge cycle for integral futures. Slaughter (2001) developed an “integral cycle of 
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knowledge” (p. 409). The cycle was initially developed by Wilber (1999), modified by Edwards 

(2000), and adapted to form a futures methodology by Slaughter (2001). As Figure 2 illustrates,  

the major innovation is that the cycle re-casts the four quadrants as domains within a cyclical 

process of knowledge building. Slaughter unpacks the knowledge cycle beginning in the UR 

quadrant, suggesting the use of an instrument (the desire to know, and a question arising) to 

establish a “known”, then cycling to the UL for confirmation of the “known” within oneself. 

Thirdly, cycling to the LL for confirmation of the “known” within society and culture, and 

finally cycling to the LR to confirm the “known” within broader systems at play. If coherence is 

maintained after confirming the “known” through all four quadrants, the new “known” can be 

added to what is externally recognized as a stable known, which is simply called a fact. Such 

Figure 2 The Integral Cycle of Knowledge (Slaughter, 2001). Used with permission. 
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facts can then be used to create more questions, repeating the cycle each time in order to create 

knowing where there was none before. 

 Slaughter (2001) then applies the knowledge cycle to futures studies (see Figure 3) and 

provides four examples of how the process of knowledge creation works in integral futures. 

Slaughter applies four established futures methodologies (Forecasting, Delphi, Scenarios, and 

Causal Layered Analysis) to the cycle, explaining how each work. Since all forms of futures 

methodologies can be mapped on to the four quadrant cycle with little difficulty, Slaughter’s 

(2001) model of knowledge creation is shown to be generalizable.  

 I was struck at how similar the integral knowledge building cycle is to the inquiry cycle 

and the cycles present in action research (McNiff, 2013) and design-based research (McKenney 

& Reeves, 2012). Furthermore, they clearly mirror the four “Moments” of Education described 

Figure 3. Knowledge creation cycle applied to integral futures studies to create a method 

(Slaughter, 2001). Used with permission. 
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by Davis, Sumara and Luce-Kapler (2015). While there is some comfort in finding commonality 

between these methods for knowledge creation, this cyclical approach to the integral quadrants 

only works if it does not privilege any quadrant as the starting point or ending point of a cycle. In 

Slaughter’s (2001) case, he inadvertently privileges knowledge arising from the upper right 

quadrant by starting the process in the upper right. Conversely, Davis, Sumara and Luce-Kapler 

(2015) minimize the value of the upper right hand quadrant by identifying it with stale, 

mechanistic and out-dated notions of learning accompanied by their concomitant pedagogies and 

assumptions about teaching and learning. While this is a concern, in both cases, portions of 

integral theory are being applied as organizing features to aid in coherence-making across vastly 

diverse disciplines.  

 Davis, Sumara and Luce-Kapler (2015) title the LR quadrant “Systemic Sustainability 

Education”, and the connection to futures studies becomes clear: so much of futures studies 

draws heavily from systems theory and is embedded in most forms of sustainability education. 

Potential learning theories arising from integral futures studies would clearly fit within the 

“Systemic Sustainability Education” quadrant.  

2.5 Employing Integral Theory in this Study 

 Choosing integral theory (Wilber, 1995) makes sense for studying time, since integral 

theory is a meta-narrative theory that is expansive enough to include the highly abstract aspects 

of time study. The subject of time can be viewed and studied using integral theory, and the next 

four sections provide examples of how notions of time can be understood via the AQAL 

quadrants. 
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 2.5.1 Upper Right (UR) Quadrant and notions of clock and calendar time. 

 Clock and calendar notions of time fit well within the positivist tradition, viewing time as 

measurable, linear, scarce, divisible, and tradable (Duncheon & Tierney, 2013). This is the 

dominant, western, and empirical sense of time, imposed upon people world-wide and sold as a 

helpful tool for time navigation. What is often forgotten is that clock and calendar time are 

constructs, as surely as the alphabet itself is a construct; they all require wide adoption and 

conventional usage in order to gain any utility. These notions and aspects of time study fit well 

within the UR quadrant of the AQAL framework.  

 2.5.2 Upper Left (UL) Quadrant and notions of subjective time plasticity. 

 Phenomenological notions of time being flexible, plastic, and of time passing, or 

speeding up or slowing down depending upon the conscious and unconscious state(s) of a subject 

within time are UL quadrant concerns, and obviously very different from clock and calendar 

time. In Flow: The psychology of optimal experience (1990), Mihaly Csikszentmihalyi makes 

connections to engagement and time that are germane in the UL quadrant. Anyone who has 

endured a boring class knows how time can stretch when one is under stimulated, but also that 

time flies when one is engaged. So, does time actually change perception, or does perception 

change time? Time questions such as this and the answers that arise belong in the UL quadrant. 

 2.5.3 Lower Left (LL) Quadrant and notions of socially constructed time. 

 Social interaction and task completion trump mechanistic or individual/experiential 

notions of time in the LL quadrant. For example, How do people know when a party starts, or 

when it is over? Not because they look at a clock or because of our individual experiences in the 

group. Parties (and fights) start and end when the group deems they should start and end, 

irrespective of a clock, a calendar, day, night, or one’s own circadian rhythm. Furthermore, they 
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may start or end with a greater or lesser degree of certainty (Duncheon & Tierney, 2013). 

Sometimes it can be very difficult to know when the party started or ended, and it might happen 

at different times for different sub-groups. Social time constructs also account for the 

phenomenon of individuals remembering where they were when an important world event of 

shared cultural experience occurred. For example, many people recall place and time together 

when they remember the 9/11 attacks, the explosion of Space Shuttle Columbia, when the Berlin 

Wall fell, or when recalling the assassination of a world leader.  

 2.5.4 Lower Right (LR) Quadrant notions of complexity and systems time. 

 Complex systems that are seemingly beyond human manipulation, control or 

enhancement play into all human notions of time, serving as markers and reminders of time’s 

arrow. For example, volcanoes erupt, storms come to pass, seasons change, and shadows cross 

the wall. Also, trillions of living things (including people) seemingly come into existence (are 

born) and then seemingly cease to exist (they die). These broader, undeniable and seemingly 

immutable and autoregulatory time aspects (Trueit, 2012) fit perfectly into the LR quadrant of 

the AQAL framework. Time is a very big subject, so it needs a very big framework, and integral 

theory is big enough to tackle time study on many fronts.  

 Futures studies is a subdivision of time studies, and integral theory has been a dominant 

theoretical framework for futures researchers for over 20 years, beginning with the work of 

Richard Slaughter (2012). Slaughter’s work adapts the AQAL quadrants to employ them as a 

knowledge cycle, allowing for a variety of futures methodologies to draw coherent findings 

about potential futures. By way of analogy, Slaughter (2012) employed integral theory to help 

interpret a wide spectrum of futures methodologies, so that the end result of any forecasting by 

any method became sensible and understandable knowledge creation. Using integral theory 
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makes sense when studying time, and makes even better sense when trying to study futures and 

forecasting, because of the work of Richard Slaughter (2012). However, integral theory also 

makes sense to employ as the conceptual framework for the study as a whole. 

2.6 Conceptual Framework 

 A conceptual framework needs to draw upon the model that guides one’s research and 

embody a harmony of theory, research, and experience (Bloomberg and Volpe, 2012). Studying 

the enacted perceptions of individuals within a group is a complex task, and lends itself to a 

multi-methods approach. I am hesitant to call it a “mixed” methods approach since the term 

“mixed” connotes an unwanted or confused sense, in the way that “mixed up” and “mixed breed” 

are negative terms.  IMP is a multi-method approach, and I am using the term “multi” to express 

the positive plurality and retained distinction that the term affords (Brewer, 2005). Examples in 

use include the positive associations such as “multiculturalism” and “multi-talented”. Integral 

theory and IMP are holistic and celebrate plurality, therefore even though “mixed” methods is 

more commonly understood, this study follows a multi-method approach.  

 Bricolage is also understood as a meaningful multi-method approach (Denzin & Lincoln 

1994), where a variety of methodologies are drawn together by a “jack of all trades” bricoleur 

researcher in order to create a multi-faceted and rigorous qualitative study. IMP includes this 

form of research, but moves beyond the novel combining of methodologies in order to extract 

novel data and therefore arrive at novel conclusions. Bricolage is undoubtedly a powerful multi-

methods approach that has also been adopted and adapted by pragmatist methodologies 

(Onwuegbuzie & Leech, 2005). However, the difficulty with bricolage is that there is no core, no 

centre, and no heart that draws together the competing pieces. In a thoughtful criticism of 

bricolage Hammersley (1999) points out that knowledge building requires purpose, and invokes 
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the metaphor of “Neurath’s Boat”. Neurath explained that sailors on a boat could, over time, 

repair and replace portions of their wooden vessel on the open sea by substituting driftwood and 

flotsam for damaged or worn portions of the ship. However, the original design of the ship 

always needed to be considered, since the boat would collapse and sink if the realities of the 

material and design were not respected. Hammersley’s proposition is that multi-methods 

research is more akin to high seas boatbuilding than the unbridled inquiry of the bricoleur. The 

metaphor of Neurath’s Boat illuminates the reality of constraints, in the form of the ocean, the 

availability of materials, and the need to understand the design of the boat. Integral theory and 

IMP also illuminate the constraints of research, and provide a centre, a core, and a vast ocean 

upon which we build and repair our vessels with the materials at hand and the wits we have 

about us. 

 2.6.1 Integral Theory as a map (using AQAL). 

 Ken Wilber (1995) developed a holistic approach to including all forms of knowledge 

building, and since the forms are seen as integrated and inclusive the theory has become known 

as integral theory. The simplest and most helpful diagram that explains the theory is a simple x 

and y axis that divides the ground into four quadrants representing all quadrants and all levels 

(AQAL) of consciousness (see Figure 4). All forms of knowing and being known are then sorted 

on to the ground, divided by those which are more objective rather than subjective, and those 

which are more individual or communal in nature.  

 Integral theory is helpful because it attempts to include all of the ways that people go 

about deciding what is true (or false), good (or evil) and beautiful (or repulsive). Seeking the 

true, the good, and the beautiful echoes the ancient Greek philosophers, and is an entry point to 
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begin finding the edges and contours of what constitutes reality, or, a start to understanding 

ontology from an integral perspective.  

 

Figure 4 The All Quadrants, All Levels (AQAL) framework. Adapted from Wilber (1995). 

 Getting a fix on the ontological stance of integral theory means including all other 

ontologies, and this can be maddening for those requiring discrete tolerances and definitions of 

ontology. Wilber (2013) explains that separating ontology from epistemology and methodology 
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is artificial, since defining tolerances for “real” makes no sense without including the dynamics 

“knowing” and “learning”. Integral theory has, therefore, been criticized for not providing a 

discrete ontology upon which an understanding of the “real” can be developed. Wilber (2013) 

counters this criticism by pointing out that ontology pervades integral theory: 

 Integral Theory has an extensive ontology—from “involutionary givens” to the 20 tenets, 

 whose first tenet is: “Reality is composed neither of things nor of processes, but of 

 holons.”  Holons, of course, are wholes that are parts of other wholes (as a whole atom is 

 part of a whole molecule, a whole molecule is part of a whole cell, a whole cell is part of 

 a whole organism, etc.  They are whole/parts, or holons.)  This is sometimes worded, 

 “Reality is composed of perspectives that are holons”. Since all of the items in all of the 

 quadrants are holons, the Integral map is drenched in ontology (but, as I am maintaining, 

 an ontology inseparable from epistemology and methodology, all interwoven aspects of  

 the Whole—many subjects, many methods, many objects—or Who’s, How’s, and 

 What’s). (p. 4) 

This explanation identifies integral ontology as a portion of a co-arising whole: reality comes 

into being with knowing and learning together. Therefore, the ontology of integral theory is also 

a plurality, accepting that there are many forms of real, and that real can be interpreted in many 

ways. Wilber (2014) offers the most elegant and simple explanation of an integral approach to 

ontology available as he is explaining that people are not all the same, and that life coaches of all 

kinds need to avoid providing one size fits all coaching advice: 

 But this is just another example of what an Integral approach in general does—namely, 

 gets rid of a “one-size-fits-all” approach, which flattens the genuine differences between 

 people and smooshes them all into the same category with the same unimaginative 
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 practice. The extraordinary differences between people have been one of the most 

 significant discoveries of the Integral approach.  

 Again, we don’t need to go overboard here. The complexities are immense, and it’s easy 

 to get lost in them. That’s the point of the AQAL Framework—to use the fewest 

 number of dimensions to explain the most amount of reality. (p. 96) 

So integral theory does have an explanation and definition for reality; it is a shared sense of what 

is real, and it irreducibly co-arises along with knowing and learning. 

 Framing a reasonable definition of integral ontology leads to broader questions about the 

nature of consciousness, of awareness, and of intelligence. Here again the distinctions between 

human versus non-human consciousness, individual versus collective consciousness, universal 

consciousness, intelligence and volition are relaxed. Here again, this can be disorienting and 

even threatening to those who find that significant portions of their world-views depend on 

upholding these distinctions. It used to be that such ideas of universal consciousness were solidly 

in the domain of religion and theology, along with notions of spirit, and eternity; the scientific 

community could, at best, say that such hypotheses were unprovable, but more often dismissed 

them as nonsense.  

 However, scientists are busy working to explain the origins and nature of consciousness; 

Maturana and Varela (1980 & 1998) proposed an autopoietic, self-arising model of 

consciousness, Hofstadter (1999) hypothesized that self-referential “loops” in sufficiently 

complex systems give rise to self-awareness, while Laszlo (2012) goes further, proposing the 

existence of a universal consciousness he calls “Akasha”. Such efforts represent a significant 

blending between ontological, epistemological and methodological paradigms that used to be 

considered discrete. Serious and earnest thinkers, be they theologians, scientists, shamans or 
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pragmatists are more prone to consider the advantages of methodological plurality than ever 

before. René Girard (1987) points out the necessity of such pluralism if humanity is to advance: 

 In modern research, everything must take second place to the findings. We should 

not convert into stifling ideology a number of methodological principles that have been 

imposed by a particular state of knowledge and ought not to form a barrier to further 

progress. 

 Today’s epigonal thinkers are all the more ready to stress these methodological  

taboos because they belong to the rearguard of the movement that they have joined and 

can only conceive of any threat to it as a regression to the past, in which they are still 

caught up. They interpret the historical moment they have witnessed in far too absolute a 

way and fail to see that a new breakthrough—perhaps made possible by the one they 

have too single-mindedly adopted—is abruptly bringing back into the field of theory 

everything that their own schema seemed to have eliminated for good. (p. 439) 

This criticism is a lament about the short-sightedness of perpetuating discrete silos of research to 

the point that all things outside one’s own scope of understanding must, by default, be assumed 

to be either unknowable, or nonsensical. Removing the barriers, relaxing the constraints, and 

attempting to remain open to a broader experience of consciousness is the goal. Integral theory 

encourages such openness, and IMP becomes the research methodology that reflects its holism. 

2.7 Summary and Conclusion 

 Time and the sub-domain of future time have been researched by scientists, philosophers, 

theologians, psychologists and many other knowledgeable and earnest intelligent people who 

have attempted to understand such a crushingly large concept through very limited conceptual 

frameworks. Historically, those who studied possible futures and who made predictions were 
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considered seers, or prophets, or witches. They relied on the personal and subjective ways of 

knowing the world. Since the 1950s, weather forecasting, economic forecasting and even social 

forecasting have been adopted and legitimized by positivists, showing that predictions about the 

future can be made and can stand up to scientific rigor and measurement. However, the field of 

futures lacked significant coherence until all of these ways of perceiving potential futures were 

drawn together with Slaughter’s (1998) development of integral futures. 

 Thinking about possible futures applies to education at every level, from system wide 

considerations right down to the moment-by-moment interactions between people in classrooms; 

those attempting to learn, and those attempting to teach. Perceptions of possible futures are 

present at every level; system wide, within school divisions, in schools, classes, and every 

teacher has ideas about the time that is to come. My study will not address the system wide 

concerns, but it will help to ferret out the spectrum of perceptions that teachers hold about their 

own potential futures, and about the potential futures for their students. In essence, this study is 

all about hope, for hope is simply the belief in a worthwhile future. Finding out what teachers 

hope for, what they hope to accomplish, may help to improve the odds that the better futures they 

envision may be realized in their lives and the lives of their students. 
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Chapter 3: Methodology 

3.1 Introduction 

 This chapter covers lots of ground, starting with the purpose of the study, the 8 research 

questions and conceptual framework including integral methodological pluralism (3.2). The 

complexities arising in multi-method research are explored (3.3), along with a description of the 

research participants (3.4) and the site (3.5).  

 Section 3.6 provides details about the methods chosen and how they were employed, 

along with a discussion of how I blended characteristics from several methodologies to create a 

multi-method approach to research which allowed for a thorough exploration of the research 

questions. Data collection methods follow, along with a description of the analysis and synthesis 

task and tools used to render the findings (3.7). The chapter continues with a report on the ethical 

considerations germane to the study (3.8) and a brief argument for trustworthiness of the work 

overall (3.9). Finally, the limitations and delimitations of the study are discussed (3.10) as the 

chapter concludes (3.11). 

 The purpose of this study is to explore how teachers think and feel about potential futures 

for themselves and their students, and to explore how teacher perceptions of futures inform and 

are enacted in their teaching practices. Eight research questions guide this exploration:  

1. How do teachers at Riverview perceive futures, and how are these perceptions enacted in their 

classes? 

2. To what extent are teachers’ perceptions of the future similar or different from one another, 

and how well do they correlate with the UNESCO Heuristic? 

3. How do teachers express their perceptions of the future to their colleagues? 
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4. To what extent do teachers use their perceptions of the future to deliberately plan their 

professional and personal lives? 

5. How long are the longest views, and how short are the shortest views of the future that 

teachers perceive and enact? 

6. How much importance do teachers place upon their own perceptions of futures? 

7. To what degree does working in a technology-rich Public High School influence teachers’ 

perceptions of futures, and the enactment of these perceptions within their role as teachers? 

8. In this incredible age of information access and globalization, how do teachers think about 

their own futures, and the futures of their students? 

3.2 Conceptual Framework and IMP Research Design  

 Integral theory draws upon all known forms of knowledge gathering and views them 

within one integrated theory. It attempts to form a grand union between all forms of knowing 

instead of assuming that competing ontologies and epistemologies cannot work together. The 

holism of integral theory also makes it a good fit for futures research because the very broadest 

range of potential futures imaginable still fits within the context of integral theory. Integral 

theory (Esbjörn-Hargens, 2009) is a strong heuristic for mapping teachers’ perceptions of 

possible, probable and preferable futures. 

 Integral methodological pluralism (IMP) is a research methodology based on Wilber’s 

(1995) integral theory. IMP was first proposed and explained by Wilber (2006) in Integral 

Spirituality. IMP provides a way to make sense of research that employs multiple methodologies. 

So, it helps to bring unity and coherence to research when using multiple research methods. 

Integral theory itself is holistic, and so is IMP. As an inclusive and holistic methodological 

framework, IMP allows a researcher to include the diversity and plurality of many 
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methodological traditions and becomes a sensible way to combine qualitative and quantitative 

methodological approaches to research. 

 Martin (2008) argues that the primary contribution of IMP for those wrestling with 

competing taxonomies of mixed-method and multi-method research is that IMP creates a map 

that helps to sort out the methodological perspectives. Doing so helps researchers to see the 

complimentary ways methodologies can overlap, and also to identify potential methodological 

blind spots. Considering multi-method research within a broader framework allows researchers 

to transcend typical methodological families and aids in creating a meaningful heuristic for 

multi-method research. 

 Applying integral theory to study a range or set of phenomena requires an understanding 

of IMP as a research methodology. In IMP a research problem is approached using the four 

quadrant framework of integral theory. Figure 5 illustrates how a researcher considering the 

problem of dying fish in a lake would have to approach the problem from all four quadrants that 

form the ground, or the basis, for an integral investigation and understanding of the problem.  

 As a researcher employing IMP, my first step was to place the problem/phenomena/topic 

at the centre of the quadrants, then I considered how the research problem is understood within 

each quadrant. Teacher perceptions of futures and how they are enacted is the central focus, and 

from this centre point, a variety of research possibilities and questions began to arise. 

 Clearly teachers themselves have a wholly subjective knowledge of their own perceptions 

of the future. These internal perceptions are concerns within the UL interior/individual quadrant.  

Empirical and scientific concerns that are evidenced by quantifiable data are the concerns of the 

UR exterior/individual quadrant. The LR exterior/collective quadrant includes the political and 

programmatic concerns raised when investigating teacher perceptions, while the LR interior  
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collective quadrant addresses the social and worldview considerations. For example, promoting 

peace is generally perceived to be a societal goal, and is mostly a LL quadrant concern. Many 

within the futures research community focus on problems associated with promoting peace and 

limiting warfare. Their strong interest in promoting peace means that most of their research will 

align with the content of the LL quadrant, but might also miss important ideas from the other 

quadrants. 

 Approaching the research task through the four quadrants means employing research 

methods that are ordered to reflect the sensibilities of the AQAL framework. Since this study is 

about discovering how teachers feel and think about the potential futures for themselves and their 

Figure 5. The four quadrants and implications arising from each, applied to the 

phenomenon of  fish dying in a lake (Esbjörn-Hargens, 2009). Used with permission. 
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students, using a quantitative survey, focus groups, interviews, and artefact collection work 

together as complimentary methodologies under the overall umbrella of IMP. 

 Once the research problem is mapped over the quadrants, choosing established and 

appropriate methodologies to conduct meaningful inquiry is the next step. Here again, the four 

quadrants of integral theory are the starting point and research methodologies are aligned with 

the quadrants. Figure 6 demonstrates how eight established research methodologies/traditions 

can be mapped on to the quadrants. The inclusion of as many facets as possible is one of the 

hallmarks of integral theory, providing an ordered and established way to draw together various 

ways of investigating into one meaningful, ordered, IMP study. This particular matrix of 

methodologies mapped on to the integral quadrants shown in Figure 6 is the basis of IMP 

(Wilber, 2006). As Figure 6 demonstrates, each of the quadrants in the correlates to research 

methods, each connected to a zone. Each quadrant has two zones (again understood as interior 

and exterior) leading to eight zones in total.  

 As Figures 5 and 6 show, integral theory purposefully combines as many ways of 

knowing as possible, and the methods for creating and discovering knowledge are drawn 

together within IMP. This pluralist approach requires careful attention to the parts and also to the 

whole as well. IMP (Esbjörn-Hargens, 2006) is guided by three principles: nonexclusion, (if a 

truth claim passes validity tests derived from its own paradigm then it is accepted as truth) 

unfoldment, (some practices are more inclusive and can fold into one another easily, creating 

comprehensive holistic methods) and enactment (the results of inquiry vary depending upon the 

quadrants, levels, lines states, types and researcher interactions with the observed/experienced 

phenomena). The intent of IMP is to include all strains of methodology while respecting that 

discrete forms of inquiry will lead to discrete data sets and unique conclusions.  
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 Additionally, Wilber (2006) includes the dimension of first, second and third person 

perspectives to research methodologies, based on whether the phenomenon being researched is 

within oneself (1st person), experienced together with others (2nd person), or external to oneself 

and others (3rd person). The eight methodological zones are thus divided into first, second, and 

third person perspectives accordingly. When practicing IMP as a research methodology, care 

should be taken to choose at least three methodological traditions that reflect the three “persons”, 

or put another way, a researcher should employ at least one methodology from each of the left 

hand quadrants and one more from the right hand quadrants.  

 The example that Esbjörn-Hargens (2006) gives is that a researcher could practice IMP 

by choosing Phenomenology, Ethnomethodology and Empiricism. By doing so, first second and 

Figure 6. Eight Methodological Zones within Integral Methodological Pluralism (Esbjörn -

Hargens, 2009). Used with permission. 
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third persons are represented across 3 of the 4 quadrants. My research employs a survey 

(empiric, UR quadrant, 3rd person), a weekly focus group (ethnomethodological, LL quadrant, 

2nd person), in-depth interviews (phenomenological, UL quadrant, 1st person) and artefact 

collection (design-based research, LL quadrant, 2nd person). Therefore, this multi-method study 

on teachers and their perceptions of futures meets the criteria for integral methodological 

pluralism since it includes 1st, 2nd and 3rd person methodological traditions over 3 of the 4 

quadrants. 

3.3 Complexities addressed through the Research Design 

 A multi-method approach that includes quantitative and qualitative data was employed to 

explore the research problem, recognizing that a variety of research traditions can be drawn 

together to more completely examine complex phenomena (Creswell, 2012 p. 22). 

Understanding something of teachers’ perceptions and actions regarding potential futures is a 

complex undertaking, and therefore the research design must be sufficiently robust and flexible 

to accommodate the complexity of the phenomena under observation. When data sets are drawn 

together and analyzed in multi-methods research they inform one another, and allow for 

revelations that might have otherwise been missed. This is a complementary and inclusive 

approach to inquiry that is also in keeping with IMP and integral theory as well. 

 Quantitative research relies on empiric methods of enumerating, measuring and 

tabulating what is known (Creswell, 2012). It is very good for analyzing trends in large groups of 

people, and for understanding how variables can influence one another. I used a survey as the 

initial phase in my multi-method study, primarily to get an overall sense for the ways the staff 

thought about futures and futures thinking. The advantage of using a survey is that, in the end, 

the findings can be seen as sufficiently free of researcher bias. The findings can in essence stand 
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on their own, separate from the researcher, and can be accepted as reliable and valid (Creswell, 

2012). 

 Qualitative research seeks to investigate phenomena as they arise and occur, within the 

time and place settings where they are occurring. Qualitative research questions are explorations 

and inquiries into phenomena; they are written more broadly in order to account for a range of 

data to arise within the research process. The eight research questions in this study will require a 

broad range of data to be answered sufficiently. Qualitative researchers are routinely connected 

to and embedded within the contexts where phenomena are arising, and they study more with a 

sense of attachment in order to arrive at understandings of phenomena that are complex and 

dependent upon context. 

 3.3.1 Problems with Pragmatic research methodologies 

 When quantitative and qualitative methods are combined, researchers choose methods 

that will best help to explore the research questions. Drawing methods from these two research 

traditions is understood as a pragmatic approach to research (Fielding & Fielding, 2008) and it 

reflects the holism of integral theory and IMP. The difference is that a pragmatic researcher 

chooses methodologies and methods that lead to a workable research design, which is intended 

to yield practical results to answer research questions.  

 The pragmatic idea of choosing “what works” among methodologies and methods limits 

the potential for novel conclusions since “what works” is chosen to drive toward a hoped-for set 

of results. This is particularly striking for me as one who has researched the ways that teachers 

perceive futures; clearly Action Research (Elliott, 2009) and Design-Based Research (McKenney 

& Reeves, 2012) focus on creating better futures more than on trying to understand the present 

moment. Jacobsen (2014) puts it succinctly:  
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 Design-based research arose out of the need for educational research to better 

meet the needs of educators, to impact practice, to be intentionally interventionist, and to 

focus on interactions and their effect in real-world contexts. In contrast to case study 

research that focuses on “what is” in education, the best DBR is driven by a vision of 

“what can be.” Guided by a vision of yet-to-be-realized possibilities, DBR is 

characterized by emergent goals for learning – goals that arise and evolve in the iterative 

cycle of design and research that focuses on the continual improvement of learning in 

today’s classrooms, with real learners and with real teachers. (p. 24) 

Action research (Elliot, 2009) and design-based research (Bereiter, 2002) (Jacobsen, 2014) are 

examples of research methodologies that begin with an end in mind, and by doing so, they are 

purposefully hopeful and futures-focussed research stances.  

 However, if one researches with the end in mind, or with an envisioned goal that could 

become recognized as an improvement if realized in the present, then the research methodology 

has to prune all other possible futures, including those that are equally hopeful in different ways, 

those that would replicate the status quo, and also those possible futures that could be less 

desirable than the present as well. In other words, there are limits to the potential for novel or 

surprising conclusions if one aims at a particular outcome.  

 IMP differs from Action Research and DBR methodologies in that a practical, problem-

based starting point is not required to begin a study. IMP leaves more possibilities for a variety 

of futures to exist since it does not need to characterize the present as a problem that needs to be 

fixed. Therefore, IMP is a flexible methodological framework that can accept to the possibility of 

novel, surprising and intriguing results since it is a more present-minded methodology. 
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 An IMP researcher chooses methodologies and methods while keeping the integral 

quadrants in mind, ensuring that the phenomenon/situation/problem is researched using several 

methods representing at least three of the four integral quadrants (Esbjörn-Hargens, 2006). By 

choosing methods that reflect a variety of ways of knowing, the findings and conclusions arising 

from the data reflect the research questions in an integrated fashion, and they do not have to 

necessarily solve a problem, or lead to an improvement.  

 In short, pragmatic multi-methods research methodologies like DBR and Action research 

are concerned with “what can be” in one possible future. By comparison, IMP includes three foci 

regarding time: the present-tense “what is”, which is also the domain of case study research, and 

the future-tense expressions of “what works”, and “what can be”, which reflect practical and 

aspirational versions of possible futures. IMP grounds research in the importance of the present 

moment, deeply connected to “what is” while helping to reveal “what works” and “what can be”. 

 3.3.2 Elements of case study research in the design 

 Elements of case study research are clearly apparent in my research design, since the 

research is conducted at one site: Riverview Collegiate. Definitions of case study research vary; 

Stake (1995) defines it as a study of the peculiarity and complexity of a single case, while Yin 

(1994) defines it as “…an empirical inquiry that investigates a contemporary phenomenon within 

its real-life context, especially when the boundaries between phenomenon and context are not 

clearly evident.” (p. 13). An understanding of case study research continues to evolve (Flyvbjerg, 

2006) and broader swaths of the research community are validating research that welcomes 

methodological aspects that combine quanta and qualia approaches. Simons (2009) provides a 

thorough and specific definition of case study:  
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Case study is an in-depth exploration from multiple perspectives of the complexity and 

uniqueness of a particular project, policy, institution, programme or system in a ‘real life’ 

context. It is research-based, inclusive of different methods and is evidence-led. The 

primary purpose is to generate in-depth understanding of a specific topic (as in a thesis), 

programme, policy, institution or system to generate knowledge and/or inform policy 

development, professional practice and civil or community action. (p.21) 

This definition also includes the hopeful, futures-friendly stance that case study research has a 

voice and a say in the development of preferred futures, in that it leads to action in the present 

that will have an impact upon potential futures. Therefore, while case studies are context bound 

both in terms of time and space, they are highly valuable as records of an enacted present. 

 The research design of this study is a detailed record of an enacted present, and certainly 

fits most definitions of case study research since it is bound by one location. Viewing the 

research design as though it is a case study is fine, and while the definition fits, there is more 

going on than an attempt to understand the present moment at Riverview Collegiate. Flyvbjerg 

(2006) also points out that case studies are misunderstood by the broader research community as 

being of limited use for generating theory, and that they suffer from questions surrounding their 

reliability and validity as well. Flyvbjerg (2006) addresses these misapprehensions and points out 

that case studies provide exemplars of theory in practice, and that a discipline that lacks 

exemplars is weak. Flyvbjerg (2006) encourages those in the social sciences to engage in more 

case study research, and not to shy away from seeking the kinds of deep and rich narratives that 

arise from this form of research. Riverview Collegiate is certainly an exemplary high school, and 

the unique trajectory of the school has led to changes in teachers, and in their teaching practices. 
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My research sheds light on the ways that teachers at Riverview Collegiate think about potential 

futures, and how their beliefs about possible futures have an influence on the school. 

 Case study research is a form of multi-method research, and if this study were to be 

understood primarily as a case study, then it best fits Flyvbjerg’s (2006) definition as a 

“Paradigmatic case”, where the purpose of the research is “To develop a metaphor or establish a 

school for the domain that the case concerns” (p.230). Again, the purpose of this study is to 

discover how teachers feel and think about the potential futures for themselves and their 

students, and to explore how teacher perceptions of futures inform and are enacted in their 

teaching practices. The “domain” that this case concerns is the domain of futures thinking as it is 

enacted in the professional lives of teachers. The hope is that the study could aid in further 

developing an understanding of the role that futures studies could play to have an impact and 

transferable findings into the realm of teacher preparation and teacher in-service learning. 

 3.3.3 This study also includes elements of grounded theory 

 Glaser and Strauss (1967) developed grounded theory as a research methodology that 

required the researcher to enter into the research context, to draw out theory from the context that 

valued the significance of  people, the variability of processes in context, and that recognized the 

complexities of life more generally. Goulding (2002) summarized that “theory” arises from 

grounded theory research during the research process itself, and arises from the interplay of data 

collection and data analysis (p. 42). To this extent this study reflects the sensibilities of grounded 

theory, since I entered the context as the researcher and I sought to draw out ideas or proto-

theories based upon an exploration of teachers’ perceptions of futures. 
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 3.3.4 This study employs an explanatory sequential design 

 Creswell and Plano Clark (2011) have developed a typology to identify and classify 

multi-method research designs that is very helpful for sorting out the parameters and dynamics at 

play when combining methods in research. The research design for this study combines methods 

in an established way that Creswell and Plano Clark (2011) classify as an explanatory sequential 

design (p. 69). In the explanatory sequential multi-method design quantitative data collection and 

analysis is followed by and informs qualitative data collection and analysis. Then both of the 

quanta and qualia data sets are subjected to analysis, leading finally to interpretation. 

 Explanatory sequential design is the most straightforward option among multi-method 

research designs (Creswell & Plano Clark 2011, p. 83). Being straightforward is one of the 

advantages to this design since I have to be able to communicate what I want to do and how it 

works to an academic panel at the University of Calgary and also to my colleagues at Riverview 

Collegiate and my employer, the Bison Crocus School Division. Explaining my social science 

methodology to everyone in my life (including my children) is easier to do if, in a sentence, I can 

say “It was a survey that led to small group discussions and deeper interviews, while along the 

way we looked at things we’d made and we learned a bit about how teachers imagine futures.” 

Explanatory sequential design is clear, and although social science methodology can get very 

messy (Law, 2004) it helps to begin with a straightforward research design.  

 Another advantage to explanatory sequential design is the ease of implementation due to 

the phased structure of the design (Creswell & Plano Clark 2011, p. 83). Since the quantitative 

phase occurs before the qualitative phase, one researcher can coordinate each phase as it occurs. 

In multi-method models that require simultaneous collection and analysis of quanta and qualia 

data sets, one researcher is not enough to manage the entire project. Another advantage is that the 
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phased structure lends itself to emergent approaches; the second phase can be developed in part 

by what is learned out of the first phase. 

 Also, the sequential nature of the design infers a clear structure for the final writing of the 

results, beginning with the quantitative data and analysis, moving to the way this informed the 

qualitative research, how they interacted, then to the qualitative data, the synthesis of the two, 

and the findings of the study as a whole. The structure is, essentially, chronological; how fitting 

then for a study about teachers, their times, and the times to come. 

 Figure 7 is a flowchart that primarily shows the phases of the research design. It also 

highlights the recursion that occurred as the results from the survey were analysed and applied to 

the design of the “Teachers and Futures” modules, both for the focus groups and artefact 

collection modules. Similar recursion happened during the qualitative phase of the research, 

since the artefacts submitted by teachers were part of the discussions within the focus group  

sessions, leading to a variety of data about how teachers perceive futures, and the value that they 

place in changing, enhancing or improving the ways that they think about potential futures. 

 Law (2004) points out that method is terribly misunderstood as “…a more or less 

successful set of procedures for reporting on a given reality…” (p. 143). Method is really not that 

at all. Method creates realities, and when methods are employed to understand something they 

are performative, not demonstrative (Law, 2004). This understanding of co-creating realities 

aligns with IMP (Wilber, 2006) and the integral cycle of knowledge creation (Slaughter, 2001) as 

well. I hope that by choosing the most straightforward multi-method research design that I have 

honoured the ontological pluralities of the reality that we co-created, drawing together the 

University of Calgary, Riverview Collegiate, and the Bison Crocus School Division within this 
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Figure 7. Flowchart showing the phases and components in the research design. 
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study. From the outset my initial hope was that the study could be simultaneously complex, 

beautiful, and straightforward. Thankfully, my initial hopes were realized, and the data came in 

mostly according to plan, and on time. 

 The research design of this multi-method study looks like a case study, draws together 

elements from empiricism, phenomenology, ethnomethodology, and to a lesser degree, from 

design based research, action research and grounded theory. It is also an IMP study since it 

draws from research methodologies that meet IMP criteria. Finally, it is also a multi-method 

study that that Creswell and Plano Clark (2011) classify as an explanatory sequential design 

(p.69). 

3.4 Description of the Research Participants 

 All of the research participants were teachers at Riverview Collegiate during the 2015-16 

school year. There were 64 teachers working at the school who qualified for the study. Most of 

the teachers at the school worked there full time or close to full time, while a few part-time 

employees worked less than half of the time at the school. Every teacher was qualified to teach in 

the Province of Manitoba, which typically means they each hold at minimum a 4 or 5 year 

Education Degree and teaching certification from the Province. Several also hold advanced 

certificates and degrees additional to the B.Ed. So, this is a University educated group who were 

all able to successfully complete a degree and launch into a teaching career. Most of the staff was 

of European descent; minorities represented on staff included a few teachers from Indigenous 

and Metis descent and a few from Asian descent. At the school there were no teachers of South 

American, African or Australian descent. There were 38 female and 28 male teachers in the 

group of 64. 
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 Inventory of the research participants: 64 teachers were eligible for the study, 36 teachers 

opted in, representing 56% of the 64 teachers working at Riverview as of September 2015. The 

36 who opted in were then provided with the consent forms and 25/36 teachers completed 

consent forms by the deadline near the end of October. This group of 25 became the research 

participants for the study. In total, 22/25 participants completed the online survey, 6/25 

comprised the weekly focus group that met for 8 weeks on Wednesday mornings, and 12/25 

were individually interviewed. 

 Why study teachers? Studying the perceptions and beliefs of teachers is important since 

teachers pass on their perceptions and beliefs to their students. (Talbot & Campbell, 2014, 

Phillips & Clarke, 2014, Renner, 2009, Pajares, 1992). Also, high school teachers are the final 

teachers that children experience prior to adulthood, so high school teachers talk a lot about 

getting ready for adulthood. This constant churning discussion of “adulthood” is all about 

possible futures for children, who are about to become adults. Since the phenomenon of talking 

about and preparing for the future is abundant among teachers who influence children, the 

teachers should be studied.  

 Finally, this particular teaching staff has been exposed to remarkable changes in 

pedagogy, information technology and educational philosophy through the piloting and adoption 

of a BYOD 1 to 1 approach to schooling. The fact that such a radical departure from traditional 

schooling is working is due in part to teachers who were willing to change. This willingness to 

try new things, to initiate change, is connected to peoples’ dispositions towards possible futures. 

The success of BYOD 1 to 1 is, in part, due to the ways that teachers at Riverview Collegiate 

envision possible, probable and preferable futures. 
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 For teachers to be included in the study, they had to be on staff at Riverview, complete 

the opt in and consent forms, and participate in any of the 3 portions of the study; the survey, the 

recurring focus group, and the interviews. To satisfy ethics requirements, the consent forms 

made it clear that teachers could opt in or opt out of any portion of the study if they wished. For 

example, a teacher could elect to do the survey, but opt out of the focus group. I hoped that a few 

teachers would participate in all three portions of the study, and fortunately, this worked out. The 

six participants in the focus group each voluntarily disclosed that they had also completed the 

survey, and the same six participants all opted to be interviewed as well. So, a core of six 

teachers participated in all three portions of the study. 

 3.4.1 Participant Selection for the Quantitative Survey: 

 Selecting the research participants for the survey began as a typical case sampling; only 

teachers at Riverview Collegiate were invited to complete the survey. The 25/64 teachers who 

completed consent forms for the study were emailed an invitation to participate in the survey. 

The email included a link to the online survey. 22/25 (88%) of the participants completed and 

submitted the survey, representing 22/64 or slightly more than a third of the total teaching staff. 

The survey return rate was very encouraging to me; I took it to mean that my colleagues valued 

the process I was undertaking at the school and were willing to help by taking the time to 

complete the rather long survey.  

 To make it more compelling for participants to complete the survey, teachers were 

entered into a draw for $20 gift cards at the October and November staff meetings if they 

completed the survey. The survey was anonymous, but upon completion each anonymous 

participant was issued a discrete completion code, like a receipt. Participants were asked to jot 

down the completion codes generated by the survey software and to bring them to the staff 
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meeting, where they were used as tickets for the draw. The software generated a list of 

completion codes which I kept for the draw. At the staff meeting I put the completion codes in a 

hat, and had volunteer staff members draw the winners. When a winner was drawn I used the 

honour system, called up the teacher and awarded a gift card. Doing it this way ensured that no 

survey participant was ever linked to a specific completion code. The survey data remained 

completely anonymous, since I did not link any participant to an identifiable set of survey 

results. The gift card draws helped to publicize my study, made it fun for the staff, and provided 

me a way to say thank-you to all of the participants. 

 3.4.2 Participant Selection for the Qualitative Focus Group and Interviews: 

 Every Wednesday morning teachers at Riverview had time from 8:30 until 9:45 to be 

involved in self-directed professional development. Teachers were expected to work in groups 

on subjects of interest, and then to briefly report out to the staff after 8 weeks of meeting. These 

groups were called “Mid-Week Network” groups (MWN). The research participants for the 

focus group were invited to join a MWN group on “Teachers and Futures” that would meet for 8 

weeks. I would present the final report-out to protect participant anonymity. Having a built-in 

time to meet weekly made it much easier to establish and run a scheduled set of focus group 

meetings. Six teachers volunteered to join the MWN focus group on “Teachers and Futures”. As 

it turned out, the focus group included teachers of language, music, visual arts, drama, and a 

student services teacher. This Arts-based MWN focus group met for eight weeks on Wednesday 

mornings. 

  After the focus group was over, it was time to begin the interviews. When selecting 

participants to interview, I employed maximum variation participant selection. The rationale for 

employing maximum variation participant selection was to help capture a wide variety of 
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approaches that teachers have to futures thinking. This participant selection strategy really came 

into effect after the focus group, which was heavy with Arts teachers. Having collected many 

views from the Arts teachers, I worked to find participants who taught other subjects. 

 The six teachers who had participated in the MWN focus group also participated in the 

interviews, and additionally I was able to interview teachers of Physics, Computer Science, AP 

Physics, Home Economics, Student Services, Choir, and a Geography/Psychology/Law teacher. 

Finding a variety of teachers for the interviews helped to provide maximum variation based on 

the subject discipline specialties of the participants. 

 I also employed maximum variation sampling regarding the career lengths of the 

teachers. The range of teaching experience was from 6 to 35 years for the focus group and for the 

group of 12 interview participants. I wanted to capture the ideas of people who were at many 

different stages in their teaching careers to see if there was any difference between the ways that 

teachers talked about possible futures depending on how long they had taught. 

 Using maximum variation sampling was a way for me to capture a wide range of ideas 

and to include elements of grounded theory in the study (Bloomberg & Volpe, 2012). The 

research design included elements of grounded theory, which was initially developed by Glaser 

and Straus (1967). A longer discussion of the various methodologies included in the research 

design can be found in section 3.3. The study is designed to go beyond the description of a case 

and to aid in the development of a theory about how teachers perceive and enact futures. 

3.5 Description of the Research Site 

 Riverview Collegiate Institute (RCI) is a high school in Winnipeg, Manitoba. Riverview 

is located in the southeast portion of Winnipeg and was established in 1964. Riverview is a 

public high school and 1147 students were enrolled in Grades 9 to 12 on September 30, 2015 
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(Manitoba Education and Advanced Learning). There were 226 grade nines, 265 grade tens, 272 

grade elevens, 317 grade twelves and 67 Special Education students enrolled. In September of 

2015 there were 64 teachers on staff, approximately 35 clerical, custodial and educational 

assistant staff, 3 Vice Principals and a Principal. 

 Riverview is unique in the Province of Manitoba because of the mandatory computer 

ownership and use that is expected of all students. Riverview is a 1-to-1 BYOD public high 

school. The BYOD program at Riverview began as a Bison Crocus School Division pilot 

program in 2010, and has grown since that time. Each successive academic year since 2011-12 

the new class of Grade 9s entering the school was required to bring their own computers to 

school as an expected school supply. Each year approximately 300 more students became 

involved in 1-to-1 BYOD education at Riverview, and by September of 2014 all students were 

bringing computers every day. 

 Riverview prides itself in being an inclusive, innovative and progressive school. 

Academic, artistic and athletic opportunities abound, including dual-credit and university 

entrance courses, fully fledged musical, theatrical and visual arts programs, and over sixty extra-

curricular sports teams represented in the top tiers of the Manitoba High School Athletics 

Association. Social and civic awareness are encouraged and promoted through the many school 

clubs such as Youth In Philanthropy, Habitat for Humanity, the Gender and Sexuality Alliance, 

the Black and Gold student volunteer society, and many others as well. Students at Riverview are 

encouraged daily to join any one of a myriad of teams, clubs and groups that reflect the health of 

the school culture, and the focus on being as inclusive, innovative and progressive as possible. 

Riverview is truly a dynamic, healthy and growing school with a valued and important place in 
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the community. It served as an excellent research site to explore the ways that teachers envision 

potential futures. 

3.6 Choosing and using methods 

 The four methods included within this study involve a survey, a focus group in the form 

of a Mid-Week Network group (MWN), interviews with selected teachers including those from 

the MWN, and the collection of documents and artefacts from the school. Figure 7 illustrates that 

the order of employing the methods (survey/focus group/interviews/artefacts) allows for a 

funnelling effect as the methods first provide a broad perspective that deepens, and becomes 

more intensely focussed by moving through the MWN experience and into interviews. The 

collection of documents and artefacts is the culminating step in this funnelled approach to multi-

methods research that Creswell and Plano Clark (2011) identify as an explanatory sequential 

multi-methods research design. Taken together, this funnelling effect should allow for a rich and 

deep set of qualitative data that draws together in complimentary ways in order to address the 

eight research questions. 

 3.6.1 Survey 

The survey was a self-developed multiple-choice instrument designed to reveal teacher 

perceptions of futures. The survey was mostly based upon the research the UNESCO “Visions of 

the Future” heuristic (Fien & Hicks, 2010) which was itself based on aspects of integral futures 

methodology. The other significant source of questions was the Pew Research Center (Pew) 

telephone survey and report entitled U.S. Views of Technology and the Future (Smith, Rainie & 

Dimock, 2014). The questions in Section Two of my survey mirror those from the Pew survey, 

and were only changed slightly to reflect the Canadian research context (i.e. replaced “U.S.” with 

“Canadian”) and to work as an online survey instead of as a telephone survey. The Pew 
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questions were well crafted and helped to measure the kinds of futures that people found more or 

less probable. Also, including the Pew questions allowed me to compare the results of my survey 

with the Pew survey, to compare the teachers at Riverview to a larger group of 1001 respondents 

from throughout the United States. I sought out explicit permission to include the Pew questions 

within my study, and received email from Aaron Smith (A. Smith, personal communication, 

March 10, 2016) affirming that it was perfectly fine for me to use Pew’s questions. Aaron also 

provided me with a link to Pew’s use policy as a reference. 

After designing the survey, I piloted it with the other Doctoral students in my Ed.D. 

cohort at the University of Calgary. I also piloted it with a group of friends and family members. 

In total, eleven people piloted the survey. Almost all of the feedback I received from those who 

volunteered to pilot the survey was positive: they found the format and the questions to be 

straightforward and easy to understand. The pilot group expressed three concerns: 1) The survey 

did seem a bit long, 2) they felt somewhat confined by the multiple choice options on some 

questions, and more interestingly, 3) two members of the survey pilot group found the process of 

thinking through ideas about the future to be unsettling and unpleasant. I followed up with these 

two and each of them explained that they tended to purposefully not think about the future very 

much at all; that they were present-minded people. It made me wonder if one reason why people 

practice present-mindedness is because they find it better than thinking about potentially fearful, 

worrisome and potentially chaotic futures. While this started to open new lines of inquiry for 

perhaps another study, the pilot survey mostly helped to confirm that my instrument was sound 

and would help to map the dispositions of teachers regarding possible futures. 

The survey was divided into six sections: 

Section 1: “The ways I think about possible futures”.  11 questions. 
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Section 2 “Popular ideas about possible futures”.   13 questions. 

Section 3 “Possible futures and my work as a teacher”.  12 questions. 

Section 4 “Pitfalls, perils, and possible futures”.    8 questions. 

Section 5 “Healthy and hopeful possible futures.”    8 questions. 

Section 6 “Demographic questions”        7 questions. 

                   59 questions in total. 

The demographic questions asked participants about age, gender, work life and family structure. 

Taken together, the six sections provide sufficient data for a basic trend analysis to form an 

initial summary exploration of the breadth of futures thinking among the teachers at Riverview 

Collegiate. For more about the analysis see section 3.7, and the survey findings are found in 

Chapter 4. 

 The survey was administered on-line and 22 participants completed the survey, 

representing 22/64 teachers, or 34% of the teaching staff. Having slightly more than a third of all 

teachers respond to the survey allowed it to be credibly used to represent the opinion and 

sentiment of the staff as a whole. Surveying a range of Riverview teachers at the outset of the 

study helped to reveal the breadth of futures thinking within the teaching staff at Riverview.  

 The survey was created using software I bought under licence from Simple Survey, 

which is a Canadian company based in Quebec. Simple Survey was chosen as the preferred 

commercial survey service since their servers are located in Canada and they offer a high degree 

of security for the data. After purchasing a licence, I was able to develop the survey and provide 

it to participants through a web link to the survey housed by Simple Survey. Once survey data 

was submitted, the software provided me with raw data and a limited suite of reporting functions 

for basic analysis. Exporting the data to an Excel spreadsheet was ultimately the best way for me 
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to do the basic quantitative analyses that led to the findings in Chapter 4. The survey instrument 

is provided as Appendix E. 

 3.6.2 Focus Group 

The MWN structured time for teacher meetings is newly established at Riverview. It is a 

divisionally supported and funded professional development opportunity that allows teachers to 

create their own study groups and to learn from one another. Known officially as the “Mid-Week 

Network”, students simply called it “late start Wednesdays”. Classes at Riverview start at 9:45 

on Wednesdays instead of the usual 8:30 on all other school days. The time on Wednesdays from 

8:30 to 9:45 was a perfect fit for an exploratory focus group that generated incredibly valuable 

data for the study. 

Over the past few years teachers at Riverview have warmed to the idea of school based 

teacher groups as a valuable source of peer to peer professional development, beginning with 

school and school division Professional Learning Community (PLC) initiatives that began circa 

2010. The new MWN groups are an extension of the PLC idea, embedding groups into the 

Wednesday morning schedule instead of providing release time for meetings. Teachers establish 

groups early in the school year and then seek out members to join, so most teachers in the school 

choose their PD from a menu of MWN groups. The motive for teachers to join the “Teachers and 

Futures” MWN focus group was mostly to gain a richer understanding of their own perceptions 

of the future, and to learn how those perceptions may agree with or differ from their colleagues. 

After the survey was over, participants were invited to join a MWN focus group that was 

explicitly connected to this research study. Sequencing the research tasks one after the other is 

part of explanatory sequential multi-methods research design (Creswell & Plano Clark 2011, p. 

83). In this group participants became co-investigators into their own perceptions of possible 
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futures and into the perceptions of their colleagues as well. The content of the MWN focus group 

was derived from the Futures Studies literature, in particular as it connects to systems of 

education and teacher practices.  

Over the eight meetings teachers were introduced to, reminded of, and challenged to 

consider possible probable and preferable futures, the OECD/CERI SfT scenarios, and to view 

videos by two prominent futures thinkers: Hans Rosling (Clinton Global Initiative, 2015), and 

Ray Kurzweil (Big Think, 2009). The participants were also asked to review a portion of the 

Phase One survey results, as the breadth of the survey began to inform the greater depth of 

responses in the focus group. Finally, participants were asked to bring artefacts that had a literal 

or symbolic connection to their conceptions of time, and future time in particular. The 

researcher’s scripts and question sets for each of the eight MWN focus group sessions are found 

in Appendix F. 

At the outset of the focus group, teachers were explicitly told about the research purpose 

of the MWN group and all members completed consent forms to meet the ethical research 

requirements of the University of Calgary. Demographic forms were also completed, collecting 

information about the age, gender, work life and family structure of the participants. This MWN 

ran in the same manner as all other MWN groups at Riverview, except that, by agreement, the 

identity of teacher participants was withheld from the Principal and the school division.  Also, 

the final oral report to the staff about this MWN focus group was presented by me, the 

researcher, and none of the participants were identified or named. Throughout the process, every 

reasonable step possible was taken to ensure the anonymity of the focus group members, 

including reminders to the group that they were not to disclose the identities of group members 

to anyone outside the group. The participants in the MWN focus group understood and abided by 



 

68 

this appeal for confidentiality in order to retain the greatest possible degree of participant 

anonymity.  

An added benefit for participants was that they got to experience what it was like to be 

involved in a research project, and they learned a bit about how focus groups can work in a 

school. Each week that the group convened the discussion was facilitated by me, based on a set 

of questions specific to the topic scheduled for that week. The question sets were used with some 

flexibility during the sessions, but helped to provide some structure in the conversation and to 

keep the group on topic. The rich narratives and discussions in the MWN focus group provided 

excellent data for the study. All sessions were audio recorded and transcribed. Also, the MWN 

focus group helped to develop teacher capacity by modeling sound research practice at a school 

where further research could very well take place by other teacher/researchers over the next few 

years. 

3.6.3 Moving deeper into individual interviews  

 Interviewing participants is the third research method I used. The point of interviewing 

participants was to yield deep and rich sources of qualitative data that could also be compared to 

the data from the survey and MWN focus group. Twelve participants were interviewed once 

each, for approximately an hour each. While not exhaustive as a sample, this interviewing 

schema provided enough depth to reveal the beliefs of teachers regarding potential futures and to 

explore how that connects with their work as teachers. The interview data also provides the 

phenomenological perspective necessary to explore the research questions in keeping with the 

sensibilities of the UR quadrant of IMP. The interviews began after the eight week MWN focus 

group sessions concluded in order to align with explanatory sequential multi-methods research 

design (Creswell & Plano Clark 2011, p. 83). 
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 As explained in section 3.3, all of the teachers who participated in the MWN focus group 

also agreed to be interviewed. With these six teachers on-board, I sought out a variety of other 

teachers to interview in order to establish maximum variation among the interview participants. 

Ten of the interviews took place during the school day and two were conducted after school 

hours. All twelve interviews were conducted at Riverview Collegiate. Interviews during the 

school day were scheduled to fit into the participant’s schedules in the least obtrusive ways 

possible. 

  Once all twelve interviews were completed, I provided each participant with a simple 

“Thank-You” card and a $20 gift card for a local book shop. Participants did not know ahead of 

time that I was planning to do this, so it was not an incentive for them to participate, it was 

simply a way for me to recognize their time and contribution to the study. The first interview 

occurred on February 18, 2016 (two weeks after the MWN focus group concluded) and the final 

interview occurred on March 7, 2016. 

 The interviews were structured to follow a three section scaffold of questions adapted 

from Irving Seidman’s Interviewing as Qualitative Research (4th ed. 2013). The first set of 

questions was a “Focused Life History”, followed by “The Details of Experience” and 

concluding with “Reflection on the Meaning”. All twelve interview participants were surveyed 

using the same scaffold so that it was easier to compare their responses during analysis. 

Appendix G provides the questions that I used as the interviewer during the interviews. 

 The “Focused Life History” questions required participants to think back to when they 

were very young in order to try and recall how they learned about the passage of time. Since 

futures are a sub-domain of time, having participants begin by thinking about their conceptions 

of time was an easier entry point than having the first few questions about their dispositions and 
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ideas regarding futures. Once participants had thought through where they got their notions of 

time, then they were asked about planning, hoping, and dreading, which are connected to future-

time and serve as basic forms of prediction. The final questions in the first section were about 

how much participants trusted forecasts and predictions, and how they went about planning for 

their own potential futures. 

 Having established a decent impression of their conceptions of time and futures, 

interview participants were next asked about “The Details of Experience”. This set of questions 

required participants to describe the specifics of their work at Riverview Collegiate and to 

identify the people they interact with on a daily basis. Having participants describe what they 

actually do required breaking down responses such as “I teach physics” into smaller semantic 

bits. Follow up questions such as “When you teach, what would I see you doing?” and “Can you 

tell me how you define or think about physics?” and “Where are the students when you are 

teaching?” helped to break down large concepts embedded in short answers. Closer to the end of 

this section, participants were asked about the future relevance and impact of their work, and 

also to speculate about how much they change the future due to their work in the present. 

 The final section of the interview was a “Reflection on the Meaning” and invited 

participants to compare their responses from sections one and two (early conceptions of time and 

futures, compared to time and futures in their practice as high school teachers). The purpose of 

these questions was to reveal ways that participants’ beliefs about the future impact their work 

with children. Participants were also invited to consider how often and how purposefully they 

include references to potential futures in their discussions with children. When given some time 

to reflect some participants also talked about the validity of their own deeply held ideas about 

futures, questioning themselves about planning more, or thinking further ahead. The final 
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question in each interview was “How would you define the whole idea of ‘the future’?” which 

allowed participants to provide summary definitions based on their ideas of futures and the 

interviews they had just experienced. The final question helped to cap the interviews and draw 

them to a close, but also provided explicit participant generated definitions of futures that 

directly addressed some of the research questions. Participant definitions of futures are discussed 

more fully in chapters 4, 5 & 6. 

3.6.4 Document and artefact collection 

Document and artefact collection was the fourth data collection method used in this 

study, to compliment the data coming from the survey, focus group and interviews. As a 

companion methodology, it played a small but important role in generating data for the study. 

 At various times from September of 2015 to August of 2016 I collected artefacts and 

documents generated by the teachers, the school, and the school division. Unlike the other three 

data collection methods which were sequential, document and artefact collection was quietly 

going on throughout the duration of the study, from beginning to end.  

 For clarity, I have defined a document as piece of written text, such as a form, a lesson 

plan, a school policy written in a handbook. I have defined an artefact as an object that conveys 

meaning, but not predominantly through text, such as an hourglass, a lock on a door, a coffee 

mug, or a framed portrait. When it occurred that an object could fit both categories (such as a 

clock, or a scoreboard in a gym) I arbitrarily chose one of the two categories for the object based 

on where it seemed to be a better fit.  

 Finally, while I agree with Silverman and Rader (2012) that the world is a text, the 

particular texts of interest here are the documents and artefacts coming from two sources: those 

offered by the teacher/participants themselves and those created by their employer, that is the 
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school, the school division and the Province of Manitoba. This delimitation sets the scope of 

documents to those who have political and social power over the participants in their roles as 

teachers. 

 Participant generated documents and artefacts. Seemingly these are more subjective, 

because the participants themselves have made these things, but once they have been made they 

become objective, and stand apart from the participants. Participants were encouraged 

throughout the study to submit artefacts they had made (such as sample assignments, copies of 

summative tests) to help them explain their own futures perspectives. I was then able to make 

comparisons between the documents and the other data from the study. As such, they serve as 

records of a subjective reality, which is the UL quadrant domain. 

 Participant supplied documents and artefacts. These were provided by participants but 

generated by others. For example, participants referred me to a website that was connected to 

their ideas of futures or a class plan made by another teacher. Since they were constructed by 

others and used together, the communal sense of sharing reflects the LL quadrant of integral 

theory. These reflect what teachers value, be it utility, practicality, or excellent description of 

content. These documents aid in understanding the kinds of touchstones or reference points that 

participants found useful in guiding their sense of possible futures. 

 System generated documents and artefacts. These tend to describe conditions and 

permissions for teachers and schools, and more objectively represent the social, political and 

economic systems and complexities. These documents helped to show the context of the study, 

and to trace some of the contours of the systems at work over which the teachers had little input 

or control. The focus on systems and complexity help to connect document and artefact 

collection to the LR quadrant of integral theory, which is the exterior collective quadrant (see 
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Figure 4). IMP aims to assess the objective exterior collective quadrant by considering the social, 

political, educational, legal, and economic circumstances that a teacher must deal with when 

thinking about possible futures. 

 3.6.5 Policy Governance leading to more power for local decision making. 

 The Bison Crocus School Division moved to a policy governance (Carver, 2006) model 

of systems organization in 2014. See Appendix N for a briefing on the Divison’s “Governance 

Journey”.  Legacy policies were kept as administrative guidelines, but are now only employed to 

advise leaders in their decision making and are not binding. As such, the BCSD school board has 

deliberately generated no documents in recent years that are binding in schools, except for 

collective bargaining agreements with various unions and the annual budget. 

 At first, this move away from a large and rigid policy handbook set by the school board 

(which had described appropriate student behaviors, the conditions necessary for student 

suspension, and all such policies) was more disorienting than freeing for school leaders, but as 

all became more accustomed to the ability to make local decisions in the absence of a required 

policy was empowering. 

 The “Governance Journey” document (Appendix N) explicitly envisions School Division 

success 7 years into the future, relying on a 7 year historical timeframe as well. So, the present of 

2013, back 7 years to 2006, and ahead 7 to 2020. Changes in the governance model of the BCSD 

were directly connected to beliefs that a new policy governance model would make the BCSD 

more adaptable and responsive to the rapid changes anticipated in the 7 years ahead. Essentially, 

the school board recognized the increasing complexity of the challenges facing the BCSD, and 

responded by leveraging a sufficiently complex governance system that was flexible, dynamic, 

and capable of responding to the complexities it envisioned in the present and near future. 
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 As far as systems generated documents are concerned, the new BCSD policy governance 

model is the clearest proof that futures thinking is at work within the BCSD, leading to a 

governance model allowing much greater local control within schools, and requiring more 

school-context problem solving to occur for Principals and Teachers alike. For Riverview 

Collegiate, this means that local decisions about how to envision and prepare students for 

preferable futures has been liberated by employing a system of governance that allows for a 

greater degree of complexity. 

3.7 Analysis leading to the findings 

 Analysis and interpretation of the data from the qualitative phase followed the six step 

method described by Creswell (2012). Step 1 was to organize the data and transcribe it. A great 

deal of the work in a qualitative study revolves around this step, and this was certainly the case 

in this study. From November of 2015 to March of 2016 I recorded eight focus group sessions 

and twelve interviews, for a total of 20 transcripts. The recordings were transcribed by a 

transcription service described in section 3.8, and then I reviewed and corrected the transcripts 

by comparing them to the initial audio recordings. As I re-read transcripts and listened to the 

recordings, I also kept notes on paper about words or themes that seemed to appear most often, 

or which had significance for the participants.  

 Step 2 of Creswell’s (2012) six steps involved coding the data, and in my case involved 

the use of a computer software program to aid in the coding. I opted to use NVivo as a data 

analysis tool since it was available to me as a University of Calgary Graduate Student, and since 

it also had a solid reputation among those who use CAQDAS on a regular basis. Using NVivo 

was relatively straightforward; input the transcripts in an organized fashion, employ a variety 

query functions available, and develop a coding structure based upon the transcripts, recordings 
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and experience of the interviews and focus groups in the light of the eight research questions 

guiding the study.  

 During this time I also developed the “12 Word” and “15 Word” measures based on a 

combination of key word frequency queries, my own notation based on the data, and my initial 

coding. The initial “12 Word” and “15 Word” measures provided a way to apply the same 

analytical measure to each of the transcripts. This form of analysis helped me to see significant 

differences between respondents, particularly when the measures were presented as charts. The 

charts are included as appendices N and O.  Creswell (2012) points out that “The object of the 

coding process is to make sense out of text data, divide it into text or image segments, label the 

segments with codes, examine codes for overlap and redundancy, and collapse these codes into 

broad themes” (p. 243). The broad themes began to emerge out of the “15 Word” measure, 

which then informed the next step of my analysis. 

 In Step 3 (Creswell 2102) of my analysis I used the codes I had developed to build 

description and themes. Trying to decide which ideas should be drawn together under one code 

or split apart over two or more codes was difficult at first. After more study, I learned about the 

“lumping” and “splitting” functions of codes in the works of Tracy (2013a) (2013b) and Saldana 

(2011). I also developed a coding structure of 4 code types, including Descriptive, Process, 

Emotion, and Structural codes (Saldana 2009). Thinking about the data through these four 

coding lenses helped me to finish my analysis of the data. 

 Creswell’s (2012) Steps 4, 5, and 6 are about representing and reporting the findings, 

summary and interpretation, and considering the accuracy of the findings in a study. Chapters 4, 

5 and 6 of this dissertation are based on the themes and descriptions that are emerging and 

understood in the light of the eight research questions and complete Creswell’s (2012) steps. 
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Furthermore, the tables, diagrams, charts, which I have constructed and include in the appendices 

aid in understanding the analysis and conclusions which make up chapters 5 and 6. 

3.8 Ethical considerations 

 This study was approved by the Cojoint Faculties Research Ethics Board (CFREB) and 

the Bison Crocus School Division after a thorough research proposal ensured that: 1) the study 

required the informed written consent of participants, 2) the privacy of participants and the 

school would be protected by masking all identities of persons and institutions with pseudonyms, 

3) the risk of harm to participants was negligible, and 4) plans were in place to address potential 

harm that could not be foreseen. 

 To establish informed written consent, all 64 teachers at Riverview were first provided 

with an opt in/opt out form to complete (see Appendix K). Those who wished to hear no more 

about the study either opted out or ignored the form. 36 opted in, and were provided the consent 

forms for the study (see Appendix M). 25 completed the consent forms and became the 

participants in the study. 

 Protecting the privacy of participants was a concern since I was well known to all of the 

participants, and we all worked together daily in one school. One of my roles as the researcher 

and colleague was to regularly remind all participants to respect the confidentiality of the process 

and to understand that it was impossible for me to guarantee participant anonymity. There were 

no privacy concerns reported during the study, possibly because it was made clear to the 

participants and the staff on the whole that the research process was private, confidential, and 

anonymous. Riverview is a large school with over 100 adults on staff in a variety of roles, but it 

is also a small enough community that it was possible that other people working at Riverview 

could discern who was involved in the study if they had an interest. I was careful to discuss this 



 

77 

limitation of the study with participants prior to the focus group and prior to each interview as 

well. In discussing this limitation of the study with the participants there was consensus that even 

if their anonymity could not be guaranteed, that the potential for benefit or harm from being 

identified with this study was negligible. In short, while they appreciated my efforts to respect 

their privacy, they generally did not think my efforts were warranted. 

 In fact, most participants would have been happy to go “on the record” with their actual 

identities attached to the focus group and interview data. Only in one case did a participant re-

confirm with me post-interview that all the names would be anonymized. While the participant 

was not concerned about potential for harm, she did characterize herself as a very private person, 

and wanted to ensure that the discussion would not be linked back to her. 

 Pseudonyms have been given to the twelve participants who were involved in the focus 

group and interviews. The school and the school division have also been given pseudonyms. 

Doing so helps to preserve the privacy and anonymity of all who participated in the study. All 

participants were given an option to choose their own pseudonyms, and 4 of 12 did so: “Joan”, 

“Danny”, “Anne”, and “Remy” chose their own pseudonyms. I chose for the other eight, giving 

them the pseudonyms “Bob”, “Randy”, “Laura”, “Wade”, “Kim”, “Julia”, “Heather” and “Paul”. 

The three pseudonyms chosen for the school are “Riverview Collegiate Institute”, “Riverview” 

and “RCI” for short. The two pseudonyms chosen for the school division are the “Bison Crocus 

School Division” and “BCSD” for short. This set of pseudonyms is used throughout the entirety 

of this dissertation. 

 Data custody was maintained during the study by storing files on two hard drives; the 

primary drive in my computer, and an external hard drive which served as a back-up. The survey 

was created using software I bought under licence from Simple Survey, which is based in 
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Montreal. Simple Survey was chosen as the preferred commercial survey service since they were 

a Canadian company that offered a high degree of data security. The focus groups and interviews 

were transcribed using Rev, which is a transcription service based in San Francisco. Rev was 

chosen as the preferred commercial transcription service since all electronic files were uploaded 

to secure servers as encrypted files and transcriptionists working for Rev were required to sign 

confidentiality agreements to not share uploaded files. In summary, I was able to ensure a high 

degree of data custody by using my own two hard drives along with two encrypted, secure on-

line services for hosting the survey and transcribing the audio recordings. 

 Throughout the study all participants were reminded that they could opt out or retract any 

portion of their data if they wished, but this never happened. All participants were comfortable 

with me as the researcher and with the information they provided during the study. If any 

participant had reported any form of anxiety, discomfort or uneasiness with anything to do with 

the study then he or she would have been put in touch with the Employee Assistance Program, 

which is a counselling service provided as a service to teachers by the Manitoba Teachers’ 

Society. Also, data from that participant would have been removed from the study. Fortunately 

these contingency plans were not required. Participants were also reminded that all of the data 

collected would be destroyed after five years in accordance with Canadian research ethics rules. 

 In preparing for this study, I completed the required TCPS II ethics course, which was a 

helpful and required primer into the responsibilities of researchers who intend to conduct 

research on human subjects. Throughout the study I kept in regular contact with my supervisor to 

discuss any ethical issues arising. Overall the study was conceived and accomplished in a 

manner meeting or exceeding the ethical standards set by the terms in the CFREB ethics 
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approval (Appendix H). More informally, in every decision I took throughout the study I sought 

to protect the privacy and anonymity of all participants and to do no harm. 

3.9 Trustworthiness 

 The design and implementation of this study make it trustworthy in that it is credible 

(Lincoln & Guba, 1985) and readers can confidently use it when making decisions (Tracy, 

2013a). The study was carefully constructed and carried out using a sound research design which 

led to logical findings. The findings were subjected to a clear and explainable set of analyses, 

leading to results and conclusions that address the initial set of eight research questions. The 

study is also credible according to the definitions crafted by Tracy (2013a) and Bloomberg & 

Volpe (2012) due to my significant connection to the research context over the past 12 years. 

Teaching at the school for 12 years has helped me to provide an insider’s view of the futures 

thinking that teachers practice at the school. 

 Since the research design required using multiple methods for data collection it also 

provided an opportunity for crystallization (Richardson, 2000) (Ellingson, 2008) of multiple 

forms of analysis. Combining forms of data collection strengthened the findings, which further 

enriched the credibility of the conclusions in Chapter 6. The study as a whole is also dependable 

because of the careful collection and analysis of the data from all sources: the survey, focus 

group, interviews and documents. The details of my methodology are found in section 3.6, and 

illustrate the careful, planned, sequential, methodical approach I took to data collection.  

 The transferability of the study depends greatly upon whether or not those who read this 

work can see how the findings and conclusions may or may not align with the futures thinking of 

teachers in other high schools. While Riverview is unique in many ways, it is also similar to 

other Canadian high schools with a student population of about 1000-1200 students. Arguably, 
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the unique story of Riverview and the growth of a viable BYOD 1 to1 program make the 

findings, analyses and conclusions less transferable. However, if researchers, teachers and 

leaders from other schools read this study not so much to confirm present realities, but more to 

look at possibilities for their teachers and schools, then they are likely to find information that is 

transferable to their contexts. Tracy (2013a) explains this form of transferability as “naturalistic 

generalization” pointing to the work of Stake & Trumbull (1982) and illustrating that readers 

intuitively make comparisons between a study and their own reality in order to make valid and 

helpful connections. Therefore, if readers approach this study with the question “How could this 

study help our teachers and our school?” then they are likely to find the study to be practical, 

useful and transferable. Transferability, like beauty, is in the eye of the beholder. As such, the 

subjective nature of transferability means that while this study was never meant to be all things 

to all people, it certainly will be some things to some people. 

 If anyone anywhere ever reads this and finds that, yes, there are important transferable 

truths for your teachers and your schools based on what I learned in this study then I would truly 

love to hear from you. You would, I think, find that I am friendlier and less formal than what the 

tone and style of this dissertation suggests. From my perspective as the researcher, the most 

highly transferable findings and conclusions in the study regard teacher capacity development by 

way of enhanced opportunities and skills for longer term futures thinking. But clearly this 

foreshadows the conclusions found in chapter 6. 

3.10 Limitations and delimitations of the study 

 Limitations: This study includes limiting conditions which created the boundaries of the 

research. Firstly, the study is bound to one location. The entire study took place at Riverview 

Collegiate between September and June of the 2015-16 school year, and as such it can be seen as 
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a case study. Therefore, it has the inherent advantages and limitations of case study research in 

that while it provides a thick description regarding teachers and futures thinking the findings and 

conclusions are also bound by the context and may be less transferrable. However, the overall 

trustworthiness of the study is not harmed by this limitation, and is addressed more fully in 

section 3.9. While this can be perceived as a limitation, the credibility of the study is borne out 

by a logical and sequential research design that led to lengthy, rich and detailed qualitative data 

sets that reflect the conclusions and recommendations of the study. 

 Furthermore, case study research provides exemplars to emerging fields of study, and can 

also provide the beginning steps of theory development as well. To this end, the data arising 

from the quantitative survey in phase 1 and qualitative explorations in phase 2 were used to 

discern trends that aided in the development of theory, which is the focus of chapter 6. 

Understanding more about the linkages between teachers’ perceptions of futures and their 

effectiveness as teachers is the basis for a theory of enhanced teacher capacity via development 

of futures thinking among teachers. 

 Fullan and Langworthy (2014) also point out that there are very few available measures 

for the kinds of deep learning pedagogies that teachers in technology-rich contexts are 

developing (pp 38-40), so this study provides some of the seeds for a theory connecting new 

pedagogies for deep learning to futures thinking. 

 The second significant limitation is that I was the only researcher involved in the study, 

and I also work at Riverview Collegiate as a teacher. While there are advantages associated with 

practitioner research (Coupal, 2005) it can also be seen as a limitation, since researcher bias 

could lead to findings and conclusions that are less objective than studies where the researcher is 

new to the research site and has no pre-existing relationships with the participants. To address 
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this limitation I frequently reminded participants about the two “hats” I wore, that of researcher, 

and that of teacher. This limitation was not that difficult to manage, since the research 

participants were all consenting adults, and I had no authority, power or control over them in my 

work at Riverview. Conducting this sort of research in my own work context would have been 

much more limiting (or perhaps even impossible) if this study was about the ways that students 

think about futures. Such a study would have to take place outside of my work context, since I 

am in a position of authority, power and control over students, and it would be a conflict of 

interest. Conversely, teachers had very little to gain or lose by being involved in the study, and 

they had no reason to fear reprisal or expect reward from me, since I had no power over them in 

their workplace. 

 Thirdly, there were practical limitations to the study as well. The participants were very 

good about attending all of the MWN focus group sessions, but could not consistently schedule 

time to be involved in every meeting. Sometimes meetings went ahead with five teachers if 

someone was away. Fortunately, having meetings built in to the school schedule on Wednesday 

mornings helped to alleviate the problem. Scheduling of the survey and the interviews was easier 

to accomplish, and was not a significant limitation to the study. 

 Delimitations: As the researcher, I delimited the study in a variety of ways. Firstly, I 

chose that the teaching staff of Riverview Collegiate would be the only participants. This was a 

reasonable delimitation since the 1-to-1 BYOD pilot initiated by the Bison Crocus School 

Division was housed at Riverview Collegiate. Secondly, the study employed integral 

methodological pluralism, thereby including a variety of ideas and components from various 

research traditions. Thirdly, the scope of this study was delimited to an exploration of the 

perceptions of teachers. A further exploration of how the perceptions of teachers may or may not 
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influence students and their perceptions of potential futures would require a follow up study as 

part of an integral program of research. 

 Based upon the bounds set by the limitations and delimitations the study stands as a rich 

description of teacher beliefs about possible, probable and preferable futures in a publicly funded 

school where new pedagogies and information age technologies are readily employed every day. 

Furthermore, it proposes a theory that links enhanced teacher capacity to futures thinking that 

developed within the bounds of the limitations and delimitations. 

3.11 Conclusion 

 The methodologies that I have combined using IMP (Esbjörn-Hargens, 2006) and 

explanatory sequential research design (Creswell & Plano Clark 2011, p. 83) worked together to 

explore the beliefs of teachers regarding possible, probable and preferable futures. Exploring 

what teachers believe is a valuable research area, since beliefs greatly influence the decisions 

that teachers make (Pajares, 1992). More to the point, the beliefs that teachers have about 

possible, probable and preferable futures are especially important to explore since the daily work 

that teachers do with children is done in the anticipation that children will grow up. Futures 

thinking is at the core of teaching, since teachers in the present are continually preparing young 

people for the times to come (UNESCO, 2010) (CERI, 2010a). 

 Exploring futures thinking with high school teachers who are the final teachers that 

students see before leaving school makes all the more sense, since these teachers have the added 

role of trying to help children enter adulthood. Conducting this study in a high school that has a 

proven history of being progressive, inclusive and forward thinking further provided a rich 

context for the work, while my role as researcher was enhanced by my 12 years of experience at 

the school. Looking back on the research plan and how it rolled out, data collection went pretty 
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smoothly, yet I was reminded a few times of the messiness of method (Law, 2004). Fortunately, 

the IMP framework was helpful for arranging and organizing overlapping methodologies to 

include a variety of aspects from various social science research traditions while also reflecting 

perspectives from three of the four quadrants (Wilber, 1995) of integral theory. 
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Chapter 4: Findings and Initial Analysis 

4.1 Introduction 

 This chapter includes the findings and initial analysis of the data. Following this brief 

introduction is a reminder of the data collection timeframe (4.2) and a research site description 

(4.3) that set the context for the findings. Since this multi-method study leads to multi-method 

findings, a rationale for the ordering and layering of the findings follows (4.4). 

 Three discrete sets of findings follow, from the survey (4.5), the focus group (4.6), and 

the interviews (4.7). The findings from each discrete set are presented, then initially analyzed, 

discussed, and compared to one another, illuminating strong correlations and revealing 

discrepancies that ultimately enrich and solidify the key findings. A culminating summary of key 

findings (4.8) is presented, leading to the conclusion of the chapter (4.9) which serves as a 

launching point for the second-level analysis of the findings, found in Chapter 5. 

 The purpose of this study is to discover how teachers feel and think about the potential 

futures for themselves and their students, and to explore how teacher perceptions of futures 

inform and are enacted in their teaching practices. To fulfill this purpose, the study took place at 

Riverview Collegiate with a group of teachers as the research participants. Data was collected in 

the ways explained in Chapter 3.  

 In the autumn of 2015 an online survey was conducted and 22 of 64 teachers responded, 

capturing the opinions of 34% of the teachers as a representative sample. After the survey, a 

group of six teachers met weekly for eight weeks as a recurring focus group called the “Teachers 

and Futures” Mid-Week Network group. All conversations were recorded and transcribed in the 

focus group. Individual interviews were then conducted with each of the six teachers from the 

focus group and an additional six teachers were also interviewed from the staff, yielding 12 
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interviews in total. All interview conversations were recorded and transcribed. Artefacts were 

also collected, in the form of documents and objects provided by teachers. Collected artefacts 

also include school division documents that reveal something of the ways that the division the 

school, and individual teachers perceive and enact beliefs about possible futures. 

4.2 Data collection timeframe 

 Getting the timing right mattered since this study employed explanatory sequential 

research design (Creswell & Plano Clark 2011, p. 83). Collecting the data went smoothly; the 

survey began on October 19 and was completed by November 13, 2015. Then, the focus group 

started on November 25, and after 8 weekly meetings, it adjourned on January 27, 2016. Finally, 

12 teachers were interviewed once each between February 18 and March 7, 2016. Artefacts (i.e. 

documents from teachers and from the school and the division) were collected throughout the 

study period. 

 Overall, the study was viewed positively by the staff and supported by the Principal and 

school administration by providing time to make announcements and do the research. Working 

with a positive and interested group was a continual encouragement to me. 

4.3 Research site description 

 Riverview Collegiate Institute (RCI) is a high school in Winnipeg, Manitoba. Riverview 

is located in the southeast portion of Winnipeg and was established in 1964. Riverview is a 

public high school which had 1147 students enrolled in Grades 9 to 12 on September 30, 2015 

(Manitoba Education and Advanced Learning). There were 226 grade nines, 265 grade tens, 272 

grade elevens, 317 grade twelves and 67 Special Education students enrolled. In September of 

2015 there were 64 teachers on staff, approximately 35 clerical, custodial and educational 
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assistant staff, 3 Vice Principals and a Principal. For a more detailed description of the research 

site please see Chapter 3.5. 

4.4 Ordering the findings 

 It was important to sort and order the findings, particularly since this is a multi-method 

study with a variety of data sets to consider. In this chapter the findings are discussed in a 

chronological order, reporting first on the survey, followed by the focus group, and then 

followed by the interviews. 

 Chronological order also respects the research design, since the survey yielded the 

broadest range of findings from the largest group of participants. Essentially, the survey provides 

findings with breadth, but not a great amount of detail, or depth. By way of analogy, the survey 

findings are akin to looking at the land from high up in an airplane; very good to get a general 

sense of the place, but not detailed enough to provide specifics. Also, a broad view helps for 

making comparisons to other similar places as well. See section 4.5.5 for findings that include 

direct comparisons between the survey findings in this study and the findings of the Pew 

Research survey U.S. Views of Technology and the Future (Smith, A., Rainie, L., & Dimock, M. 

2014). Direct comparisons were possible since I provided the same questions and participant 

option responses to Riverview teachers that Pew Research used in their survey. 

 The focus group findings stand on their own, but also build upon the findings drawn from 

the survey. They provide greater depth of disclosure from a group of participants who knew me, 

were known to each other, and who trusted one another in conversation. An appropriate simile 

here is that the focus group findings are like a bridge that connects places, and overcomes an 

obstacle of some sort, be it a river, or a train yard for example. Like a bridge, the focus group 

findings are functional, practical, highly useful, and help to link the survey and interview 
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findings together. The focus group findings provide significant detail, engage in 

problem/solution explorations about teachers, predictions, forecasting, and possible futures. 

 The interview findings are more detailed yet, providing the greatest depth of disclosure 

and insight that I received from participants in the study. If the interview findings were presented 

on their own they would stand as a credible phenomenological exploration of twelve teachers 

and their experiences of time, past, present, and mostly future. The level of disclosure and 

vulnerability was much greater for interview participants than was the case in the focus group or 

survey. These findings are third in the order, since the first two sets provide context and create 

tools for a deeper understanding of the interview findings. If the survey findings are like an 

airplane ride and the focus group findings are a bridge, then the interview findings are much like 

going for a swim, in that they are immersive, can lead to disorientation, and while potentially 

very deep are manageable with care and attention. 

 Throughout the study documents and artefacts were collected, and these are discussed 

with the findings for the focus group since most of them were provided by the focus group 

participants. Documents generated by participants and documents they use with students served 

to amplify previously established ideas about futures. Documents generated by the school, school 

division and Province served mostly to provide licence or to define a practice or boundary for the 

teacher/participants regarding their understanding and practice of futures thinking. In short, the 

findings from the document and artefact collection were informative, and complimented the 

findings of the survey, focus groups and interviews. 

 Taken together, the order of the findings helps to provide a structure for sense-making 

that allows each set of findings to be seen as a whole in and of itself, while also being a part of a 

greater whole which is the culminating summary of key findings found in section 4.8. The idea 
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of simultaneously being a “whole” and being a “part” is yet another echo, a further connection to 

and inclusion of Wilber’s (1995) interpretation of the holon, or the whole-part. Each set of 

findings is a whole-part, and together they tell the story of what I found out about teachers and 

their ideas and experiences with futures thinking at Riverview Collegiate. 

4.5 Survey Findings and First Analysis 

 4.5.1 Major survey findings 

 Teachers at Riverview are optimistic about the future, anticipating great changes in 

science and technology over the next 50 years (see Figure 8). They also believe that human 

beings have a great deal of influence over future events, and that thinking about the future is a 

good use of personal time. They viewed planning for futures as a productive part of Professional 

Figure 8. A majority of the teachers are optimistic about possible futures. 
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Development, and a necessary part of the work for school boards, especially where budgeting is 

concerned. However, their predictions are also dire, warning that there are problems such as 

famine, warfare, and increased flooding due to global warming that will continue to plague 

humanity over the course of the next 50 years. See Appendix A for more detail. Teachers at 

Riverview are optimistic about futures, (see Figure 8) with only 4% identifying themselves as 

pessimistic. 41% identified themselves as both optimistic and pessimistic, while a majority 

(55%) indicated they were either optimistic (41%) or very optimistic (14%). Half of them plan 

their vacations a year in advance, showing significant capacity for annual futures planning, while 

only 4% of them think a month ahead when buying groceries. This lack of long term planning 

Figure 9. 46% rarely think more than 5 years into the future. 
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about gathering food suggests that the food supply is secure and abundant, which is no surprise 

since the teachers were located in a major Canadian city. 

 The teachers at Riverview were not at all a cohesive group regarding how rarely or how 

often they think about longer term possible futures. When asked “How often do you find yourself 

thinking about plans or events that are more than five years into the future?” (1.11, see Figure 9) 

division lines in the group were revealed. Given a simplified logarithmic scale of time intervals, 

18% think more than five years into the future every day, 18% every week, 18% at least once a   

month, 28% at least once in a season, 9% at least once a year, and 9% indicated that they almost 

never think that far ahead. Finding this variety of dispositions towards futures thinking came as a 

surprise, especially since it also indicates that close to half of the teachers at Riverview rarely 

engage (once a season or less) in futures thinking. 

 4.5.2. Attitudes toward predictions and those making predictions 

 Teachers were asked about how much they trust a variety of professionals who regularly 

make predictions about possible futures. Teachers trust the predictions made by Medical 

Doctors, Scientists and Weather Reporters, and to a lesser degree they have confidence in 

predictions made by banks and investment firms in the financial sector (see Figure 10). Teachers 

were the least likely to trust Psychics, Mediums, and Ministers of Religion. This array of 

trustworthiness was discussed later in the focus group when the participants had a chance to 

reflect on the reasons why they would trust some predictions more than others. Participants 

developed a set of indicators for the trustworthiness of predictions that included 3 parts. The 

person making the prediction should 1) be an expert in the field 2) rely on past data as a ground 

for prediction 3) have no vested interest or conflict of interest regarding the prediction. If all 

three of these conditions are met then the predictions are likely to be more trustworthy. Also, the 
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focus group indicated that short-term predictions were generally thought of as more accurate and 

useful than long term predictions. More about the indicators of trustworthy predictions is found 

later in this chapter in the focus group findings. 

 Teachers clearly trust positivist and empiric forms of prediction since they trust the 

scientists, doctors and meteorologists who employ empiric and positivist methodologies when 

making predictions. Applying integral theory, teachers are more likely to trust predictions that 

are based in the UR quadrant. Conversely, teachers are least likely to trust predictions based 

Figure 10. Teachers trust predictions based on science and empirical evidence. 
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upon interior individual (phenomenological, UL quadrant) and interior collective (cultural, LL 

quadrant) ways of knowing. Psychics, mediums and ministers of religion more often base 

their predictions on these ways of knowing, and therefore the predictions of psychics, mediums 

and ministers of religion are perceived as less trustworthy. This finding identifies that the 

teachers at Riverview exhibit a prediction bias for the “infinite ahead” at the expense of the 

“infinite above” which was initially addressed by Slaughter (1998) as he developed the field of 

integral futures. From an integral perspective, Riverview teachers may be missing out on several 

powerful tools for making predictions since they give clear preference to the UR quadrant. Doing 

so predisposes them to be sceptical about predictions that arise from the other human forms of 

knowing lodged within the other three quadrants. 

 4.5.3 Looking ahead globally: 50 year predictions to 2065 

 When asked about what the future holds between 2015 and 2065 Riverview teachers 

revealed a vision of futures including significant technological advances. The findings revealed a 

majority of Riverview teachers envision futures that will include new energy sources that replace 

fossil fuels, organ replacement surgeries using human organs grown in laboratories, the 

discovery of extra-terrestrial life and a willingness to try riding in driverless cars. All of this 

certainly aligns with the optimism that participants sensed for the future (1.1) and aligns with the 

“Technological miracles” scenario from the UNESCO heuristic, provided as Appendix C. 

 Given that Riverview is a school that has done much to embrace current technology and 

apply it to education it is not surprising to find that there are aspects of a technological future that 

the participants view positively (2.1, 86% “mostly better”). Even some of the more imaginative 

predictions garnered significant support from the teachers. For example, 27 % of Riverview 

teachers envision a future where computers create significant works of art (2.2), 36% think that 
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colonizing another planet is likely and as Figure 11 shows, 37% are in favour of getting a brain 

implant to improve memory or cognitive function (2.13). Furthermore, 45% of them predict that 

synthetic blood will be common, bringing an end to blood collection by 2065 (5.6). It is clear 

that some of the teachers at Riverview are very imaginative thinkers that are not at all afraid of 

technological change. However, Riverview teachers also predicted that some technical 

challenges will not likely be conquered through technology. For example, 73% indicated that 

controlling the weather (2.5) and teleportation (2.6) would still be impossible for humans by 

2065.  

 Predictions about social changes over the 50 year window to 2065 were much less 

optimistic and imaginative than the technological predictions made by the participants. 

Figure 11. Riverview teachers are warming to futures that include brain implants. 
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Riverview teachers do not predict that strong peace treaties and resource sharing will bring an 

end to war (5.2) 95% or that famine will be eradicated via new food sources and better 

distribution (5.1) 82% (see Figure 12). The also predict that global warming will raise ocean 

levels, flooding major cities (4.2) 82% and that a global virus pandemic will occur and kill over 

250,000 people (4.4) 55%.  

These survey questions were designed to reflect the human potential to change things for the 

better, assuming that war, famine, global warming and virus control are within the fringes of 

human control if social changes occur. In each case, teachers chose the less hopeful option, 

predicting that terrible things will happen, and that positive change is impossible. It seems that 

while teachers predict great innovations in science and technology they predict modest to 

minimal innovation in the cultures and societies of humanity. 

 The most positive social change predicted by teachers was that war would remain in 

check, predicting no significant warfare in North America, and no global nuclear war. Riverview 

teachers predict a future civilization that is technologically innovative, socially mature and 

relatively unwilling or unable to solve the problems of warfare, famine, and global warming. In 

many ways, the description fits current Canadian civilization, and therefore teachers are 

predicting the status quo. 

 4.5.4 Looking ahead locally: 25 year predictions to 2040 

 Riverview teachers also predict a “status quo” future for education systems in Manitoba. 

This conception of futures aligns with the “Business as usual” scenario from the UNESCO 

heuristic (see appendix C), and those comparisons are drawn more fully in chapters 5 and 6. 

Riverview teachers predicted that public education will remain the dominant choice for families 
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over the next 25 years, and that competition from private schools and other emergent forms of 

education will not be significant.  

 Yet the teachers were also divided over two other hot button issues; they were divided 

over whether or not class sizes would rise to an average of 40 students per class, and also on the 

balance shifting away from academic preparation and towards social development in schools. 

Furthermore, when making 50 year predictions, a slight majority envisions further amalgamation 

of school divisions in Manitoba, leading to one Province-wide School Division by 2065. 

 The irony is that even though Riverview teachers are optimistic and believe that planning 

ahead has an impact on future events, almost half of them rarely think about events that are 5 

years away. The teachers seem to indicate that the further ahead the prediction, the lower their 

confidence in those predictions. This is a “long shot” sort of idea. Since long shots do not usually 

work out, people also take them less often, and do not bother wasting energy on things they 

believe are beyond their control. 

 4.5.5. Survey Findings compared to Pew Findings. 

 In 2014 Pew Research (Smith, A., Rainie, L., & Dimock, M.) conducted a telephone 

survey of 1001 Americans from throughout the United States regarding American views of 

technology and the future. Their research topic was akin to the research topic for this study, but 

broader in its scope of participants. When developing my survey for this study I included the 

Pew Research questions as section 2 of my survey, hoping that it would lead to significant 

findings when the two data sets were compared. As it turned out, reasonable comparisons can be 

made between the findings of the two surveys to reveal more about the ways that teachers at 

Riverview think and feel about possible futures and technology. 
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 When the two sets of findings are compared, Riverview teachers are more positive about 

some future technologies than is the American public. Figure 12 illustrates that while just under 

half (48%) of Americans would be willing to try riding in a driverless car a full two-thirds (67%) 

of Riverview teachers would be willing. Riverview teachers were also more willing to accept 

brain implants for improved memory or mental capacity (26% for the Pew survey, 37% for 

Riverview), and fewer Riverview teachers opposed the idea of eating meat grown in a lab (59%) 

than did the American public (78%). 

 Also, Riverview teachers more frequently take a “middle of the road”, or moderate 

position regarding futures than did the American public, even when the futures presented were 

Figure 12. Comparing the positive disposition towards futures indicated by the 2 data sets. 
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quite dramatic. A brief analysis of the moderate position taken by Riverview teachers is telling, 

and highlighted by Figure 13. When responses to questions 2.7, 2.8 and 2.9 are averaged 

together, the moderate response “Both good and bad” was chosen by Riverview teachers 48% of 

the time, while the American public only chose the moderate response 4% of the time over the 

same set of three questions. Teachers at Riverview seem comfortable with moderate responses,  

viewing futures on a spectrum instead of as a binary pair or logical either/or proposition. For 

Riverview teachers, considering futures is not simply a “good/bad” proposition. Instead thinking 

about futures requires a spectrum of positive, beneficial, and good options in contrast with 

options construed as negative, harmful, or bad. 

Figure 13. Riverview Teachers prefer moderate stances toward futures. 
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 The most dramatic example of Riverview teachers indicating a moderate stance towards 

futures and technology is in regard to the future possibility of wearing implants or devices that 

augment reality (2.8). 59% of Riverview teachers indicated a “middle of the road” view, while 

only 6% of the American public indicated moderation regarding implants for augmented reality. 

While 32% of Riverview teachers are opposed to AR implants, over half of Americans are 

opposed, at 53%. Clearly the teachers at Riverview are more willing to withhold their judgement 

of implants for augmented reality until these innovations come into clearer view. The advent of 

Pokémon Go as the first massive augmented reality smart phone game draws the event horizon 

closer for decisions about the harm or benefits of augmented reality implants. 

 While Riverview teachers are much more positive (36%) than the American public (5%) 

about building colonies on another planet (see Figure 11), the Riverview teachers are also far 

more skeptical (73%) than the American public (45%) about computers creating important works 

of art, including music, novels, paintings and movies (2.2). Taken together, these two findings 

reveal that Riverview teachers put great hope in human intelligence while also discounting the 

rising power of artificial intelligence. Sensing that strong AI could pose a threat to the livelihood 

of teachers, it seems that teachers recoil against futures including strong AI.  

 It is telling that a third of teachers accept futures including space colonization while 73% 

of the same group rejects art created by computers. This might have to do with a hope of 

preserving natural intelligence versus futures where culture can is created by what is now called 

“artificial” intelligence. Some form of self-preservation is at play, I think. Teachers have the job 

of nurturing human intelligence, so if teachers sense that human intelligence is replaced, perhaps 

teachers fear they too could be replaced. If the importance of human intelligence declines in 
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cultures, then the importance of teachers may decline as well, and this is reflected in the survey 

findings. 

 Riverview teachers were more strongly negative about futures that replaced human caring 

and nurturing with science and technology. Much stronger negative responses came from RCI 

than Pew on questions about designer babies and robot care for the elderly. A possible 

explanation for this is that teachers are in a caring and nurturing profession, so futures that 

replace care by fixing human weakness and frailty (instead of nurturing to compensate for it) are 

seen as negative. 

 Comparing the two data sets reveals that Riverview teachers are both slightly less 

positive (Figure 11) and also less negative (Figure 14) than the American public where 

technological futures are concerned. This is because they take a moderate view whenever 

possible (Figure 13). The moderate view of futures is striking because it is focussed upon the 

social issues of caring, nurturing and educating. Teachers revealed their moderate views when 

asked about futures with robots as primary caregivers, augmented reality brain implants for 

connectivity, and genetically modified children. This moderate view suggests an openness to 

many possible futures, and a capacity to consider significant change, whether or not the 

outcomes of the innovations are helpful or harmful. 

 Overall, Riverview teachers are very positive on tech, and 86% of them indicate that 

future technological changes will make life mostly better. Riverview teachers were significantly 

more hopeful that technology can improve life when compared with the American public. 

Teachers at Riverview have a hopeful, positive and somewhat cautious disposition towards the 

promise of technology over the next 50 years. 
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 4.5.6 Survey findings and how they help answer the eight research questions. 

 This section is provided as a guide to help map the survey findings back to the research 

questions. A more thorough analysis of the ways the survey findings help to inform answers to 

the research questions follows in Chapter 5. The survey findings clearly aid in directly answering 

four of the eight research questions, and indirectly connect to all eight. In particular, there are 

direct connections between the survey findings and research questions 1, 2, 7 and 8. See Chapter 

1.5 for more details about the eight questions.  

 Regarding question 1, many of the ways that teachers at Riverview perceive futures are 

revealed in the survey findings, but the survey does not address the enactment of futures thinking 

Figure 14. Comparing the negative disposition towards futures indicated by the 2 data sets. 
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in the classroom. The survey findings address question 2 in that an overall trend towards 

correlation with the UNESCO heuristic is clear where futures and technology is concerned, but 

where futures and education is concerned, a “status quo” scenario emerges, which is more 

consistent with the “Business as usual” scenario of the UNESCO heuristic. So, teachers at 

Riverview are generally of two minds regarding potential futures. The envision a changing world 

with incredible technological innovations which help to solve some of humanity’s pressing 

issues, yet as  predict a “status quo” future for education systems.  

 Question 7 is addressed in that teachers at Riverview are clearly more open to a future 

filled with new technology than is the American public, based on the comparison between the 

findings of the two studies. However, this is a “chicken and egg” problem, since it is not clear if 

teachers at Riverview were already predisposed accepting of new technologies, or if working in a 

1 to 1 BYOD environment changed their disposition to become more open. Either way, teachers 

are more accepting of the changes that come with technological futures than average when the 

Pew Research study is used as the baseline for comparison.  

 Question 8 is addressed by the survey findings regarding the frequency of futures 

thinking in which Riverview teacher engage (1.11), and the optimism that they bring to the 

process of thinking about possible, probable and preferable futures (1.1).  

 4.5.7 Survey findings and how they address the purpose of the study. 

 The survey was designed to begin an exploration into how teachers feel and think about 

potential futures for themselves and their students, which addresses the first portion of the 

purpose statement for this study, found in Chapter 1.5. To this end, the survey findings provide a 

necessary voice serving the overall purpose of the study in a way similar to how the principal 

players of an orchestra provide structure within the larger orchestra as they play. The survey 



 

103 

findings do not explore how teacher perceptions of futures inform and are enacted in their 

teaching practices; this portion of the purpose statement is accomplished through the focus group 

and interview findings and analyses. 

4.6 Focus Group Findings and First Analysis 

 4.6.1 Introduction 

 The Mid-Week Network (MWN) focus group on “Teachers and Futures” met on 

Wednesday mornings for eight sessions to discuss ways that teachers think and feel about 

possible, probable and preferable futures. Six teachers participated in the focus group sessions, 

identified by pseudonyms as Bob, Danny, Joan, Laura, Randy and Remy. Demographic 

information about the participants can be found in Appendix B. 

 As the researcher, I moderated all eight sessions, providing questions and content for 

discussion. The moderator’s outline and script for each session is provided as Appendix F. 

Discussion topics were provided to the participants in advance to aid in structuring the group 

meetings. The focus group findings revealed a great deal about how much (and how little), how 

deeply (and superficially), and how favourably (and unfavourably) teachers viewed possible 

futures, and the extent of their role in developing the futures thinking of their students. 

 4.6.2 Presentation of major findings from the focus group sessions. 

 Twelve of the key findings that emerged from the focus group sessions are discussed in 

the following sections. Extensive quotations are used to provide details which support and clarify 

each finding, providing a “thick description” (Tracy, 2013b) in keeping with 

ethnomethodological, interior collective, LL quadrant research approaches (Esbjörn-Hargens, 

2009). 
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 Finding FG-1: Teachers believe there is such a thing as “futures”. 

 All of the participants completely accepted the concept of “the future” as part of a larger 

overall conception of “time” more generally. It was easy for them to imagine a time that is yet to 

come, and they segmented their overall conception of time into the three typical portions of “the 

past”, “the present”, and “the future”. 

 When participants were encouraged to think about conceptions of time beyond a timeline, 

their descriptions of past, present and future exhibited some creative variety, including circular, 

tree shaped, and sausage shaped models for time: 

Roy: Beyond the line, are there other ways that either you think about time, or you've 

heard that other people think about time, beyond just a line? How else do people conceive 

of time? 

Bob: That's hard for me to think about time not being on a line. Because time is, for 

me, it's a chronological thing. 2015, 2016, I can't think of time not on some kind on- 

Roy: On the line.  

Bob: Time line.  

Roy: It's hard to think about time that is not a line. Okay.  

Bob: But, I can think of time as a circular thing.  

Laura: I would say clocks. 

Bob: We're talking about time as a circle than like you're born and it's circular. You 

were born, you wear diapers, you're old, you wear diapers again. Still the same right? 

Roy: Yeah.  

Bob: There's a circle. 

Laura: The circle of life.  
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Joan: Not what everybody wants to hear.  

Randy: So there’s a starting point and end point.  

Roy: We have time as a line and time as a circle. Are there any other shapes? 

Randy: I was thinking of tree. I was thinking that time can be really thought of the 

passage of time and with more experiences, for example. It's going like this so from the 

day you're born, for example, if you think of different experience and it branches on our 

tree and it's always growing like that.  

Roy: Branches out, and out, and out, and out into broader and broader branches.  

Randy: Yes. I think it could serve as a tree thing.  

Roy: Okay.  

Remy: I'm thinking of sausages.  

Roy: Sausages? 

Remy: Breakfast sausages. You got your sausage and it bulges out and you've got an 

event in there that happens. Your kids are born or whatever. Then it kind of recedes in to 

the twist of the sausage and then something else happens. It's linear but it's also 3 

dimensional 

Laura: In that line.  

Remy: It's in a bulge, right.  

Roy: Bulge.  

Remy: It can be a snake eating a turkey.  

Roy: There's a bulge. 

Remy: We bulge, the event happens, and then it recedes.  

Roy: Time has bulges. 
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Remy: Yes. 

Roy: Maybe it's kind of linear but it has these bulges.  

Remy: It's not a flat thing. 

Roy: Time is not flat. Okay.  

Joan: Especially if you're working on something, or some event is happening, and it's 

huge. 

Remy: Huge thing, and then it's over, and it recedes.  

Joan: I kept thinking about my son’s wedding. It's like, "Whoa." There's all these parts 

to it that I didn't even see that it's just kind of getting bigger, more expensive.  

Randy: Time being flexible.  

Roy: Yes, so? 

Randy: I wonder if you think of it as a linear thing but like a linear elastic band. Some 

parts are pulled tighter and some part are… 

Remy: Different sausage.  

Bob: Different size sausages. 

Roy: Time is a stretchy sort of a shape.  

Randy: I also think of something about expanding. Of course, they've now figured out 

that the universe is expanding. That there is no ... It's accelerating and expanding. Not 

only is the universe expanding, so they don't know the end of the universe because they 

know it's expanding. What they figured out it's actually speeding up. It's expanding and 

getting fast as it's growing up. I wonder if time could be thought of like that? 

Roy: I think that has implications for time. Certainly, those elements of physics. 
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Joan: I think as we get older there's many people that has said time goes faster. When 

you’re younger, it is slower, when you're older it goes faster. Maybe that is a way. 

Bob: Wouldn’t that be because as we get older we're busier?  

Laura: There's so much to think about and yes.  

Bob: When I was younger, I wasn't busy.  

Laura: Days were long, yeah. 

Bob: My busy was a different busy when we were younger. This is like, when we're 

busy and when we're older it's a responsibility busy. 

The participants represented futures in a variety of ways, reflecting understandings of clock and 

calendar time, event based time, socially constructed time, time’s arrow, and cyclical time. Since 

the group was creative and forthcoming about their conceptions of time, their conceptions of 

futures were readily expressed as well. The idea that futures branch out and provide several 

options from the present, that futures may provide a cyclical return to corollaries from the past 

and that some futures bulge out, stretch or are otherwise busier and flexible than others all show 

that the participants hold deep and rich conceptions of futures and time that they were willing 

and able to share in the group. 

 Finding FG-2: Futures can be influenced by planning. 

 Building upon this very basic finding, the teachers also believed that planning ahead 

makes preferable futures more likely to emerge into the present. They explained their belief in 

planning using examples from the past, where successful planning led to a positive situations in 

the present. Danny provided an anecdote about the value of planning ahead if a person wanted to 

be wealthy: 
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Danny:  I’ll always remember I had an obscenely wealthy individual, he said to me “So 

when you wake up in the morning, how are you making money?” And I said like “go to 

work and do my job and I make money”, he said, “nobody is making for money for you 

when you get up?” I said, “Well, no”, and he says “Well, if you thought about the future 

and plan to do that, you could be making money while you are having your cup of coffee 

if you are in a position where people are making money for you because you have set 

something up.” 

The idea of setting something up, of planning ahead, was repeatedly brought up and frequently 

connected to the idea of money and wealth. 

 Planning was also frequently connected to education, particularly as the teachers 

discussed future life planning with students. Planning ahead to go to college or university was a 

frequent theme, as evidenced by Bob: 

Bob: I do say this to the students in the class every so often, “whatever you do there’s a 

job for every one of you and good jobs for you” but I tell them, “don’t stop at high 

school.” 

Joan: You can’t anymore. 

Bob: Where I used to say “go to university”, now I don’t say it anymore. I go “just 

don’t stop, go to post-secondary, go somewhere, don’t stop with the diploma from high 

school anymore.” 

Although the group overwhelmingly viewed planning for more education as positive, they also 

recognized that the future for students did not always need to include immediate planning for 

post-secondary education: 
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Laura: I also think that we have the tremendous stress about the future. And our 

teenagers nowadays, I mean, that's just the society we're in. What are you going to do?  

Where are you going to be in five years? Where you going to be? Do you have enough 

money to- 

Danny: “Why” is that it so expensive to get it wrong I guess. 

Laura: It is expensive if you get it wrong. And they're completely surrounded by 

messages, “you got to have this, you got to have the latest phone” You know they've been 

growing up that way, and sometimes I, find dealing with my students, saying “I don't 

know what to do”. I saw a former student yesterday in the mall. And she's just working at 

a clothing store. And her comment was, I'm not sure what I want to do right now, school 

costs too much to get it wrong, I'm just going to work for a while. And I say to all the 

kids now, there is no timeline. There is no rule out there that says you must be done by 

this time or this time, you might be getting those messages from society, but... 

Bob: Yeah. Yeah. 

Laura: It's not real. So maybe relax a little bit, so these Grade 12's take a year. Both my 

guys have taken a year off, or take two, or when you’re ready, when it's the right time. 

Randy: The one's that do better often in post-secondary schools is the older people that 

wanted more... 

Laura: That didn't go at eighteen. 

While planning for a future including post-secondary education was seen as valuable, the idea 

that there is a script that must be followed was resisted by the teachers, instead favouring the 

individuality of the students regarding their planning for preferable futures. 
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They also identified examples where poor planning or a lack of planning led to difficult 

situations in the present. Remy provided a reflection that credited his parents with initial good 

advice for career planning which also provided an example of a lack of planning: 

Remy: My parents’ advice was go to university. Period. That's it. They didn't know what 

choices were out there. For instance, I didn't know there was engineering, yet alone, civil 

and structural, and all that. I didn't even know about engineering. I didn't know what the 

options were. All I knew was get a good education, because they were working class 

people. My dad was a truck driver, right? Now I'm looking back sort of at the end of my 

career, and I'm thinking, "Holy crow, you were right." At age 40 you walk by these guys 

working on construction, and its cold outside, they're out there slogging it, in the mud, 

and in the ice, and snow. We're in a warm building, and I'm doing what I want to be 

doing, right?  

Laura: With benefits, and a decent salary, and a pension, and ... 

Remy: Dental plan, right? So I was the same as these guys. I was a visual artist, and I 

was making it, but I wasn't making it anywhere near the way I'm making it as a teacher. I 

didn't have a house, I didn't have a vehicle. Yeah, you can take their advice or you can 

reject their advice, but it's valuable to look back now and see yeah, yeah, they were right. 

Overall, the concept of planning was positively correlated with preferable futures, particularly 

where personal education and finances were concerned. 

 Finding FG-3: Students need to be taught to plan for possible futures. 

 Teachers also felt compelled to teach their students that planning matters, and in many 

cases helped students to learn to plan ahead:  
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Randy:  I don't think [that thinking about the future] comes naturally. At least to my 

teenage boy. I think we as adults have learned, that if we think about the future more, 

we're happier... 

Laura: In the present. 

Randy: Yeah. We're happier now, we're happier later. Like, we're happier. And that's 

what we try to beat into, sorry, not beat, but to influence kids and children. Like my son 

for example, is not good at thinking about tomorrow, even less, two years from now. 

Thinking about himself now. Feel good now... 

Laura: In the moment. 

Randy: Yeah. I'm happy. So you know, try doing something so your happy a year from 

now. Nope, nope, nope, nope. Why, because I want to be happy right at this moment. It's 

really funny when we're all thinking about the future, the future, future. Let's prepare now 

for the future. I don't think I was like that when I was in high school either. I think I 

thought, more about myself, more about the moment. So I guess it's something we get 

better at when we get older. 

Randy’s comments about his son and about teenagers more generally expressed the opinions of 

the group, that many students do not think ahead or plan very well. While charged with teaching 

children to plan ahead, the participants also expressed some exasperation and frustration as they 

shared examples of lack of foresight, self-centredness, and an over-emphasis upon the present 

that all hinder students who do not plan ahead well. The group discussed the shoddy planning 

that some students exhibit even as they prepare for grade 12 graduation: 

Laura: I think high school grad is probably the one, when other ones are sort of one time? 

University grad doesn't matter. 
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Bob: Yeah, you’re right. 

Remy: It's a right of passage.  

Laura: Yeah.  

Remy: It's like being born and then- 

Laura: Turning 18. 

Remy: Getting your drivers license.  

Laura: Yeah, I think that's probably the biggest one.  

Joan: It's a big deal to your parents and your grand parents.  

Laura: Oh, the whole family. 

Joan: The other thing is, they don't have executive functioning at that important time. 

You have to point that out to them that your grandma has been waiting to attend your 

grad for 18 years and she's still here. Boy, that means an awful lot to them.  

Roy: Because it's social, it's not individual. Where the university grad or getting your 

driver’s license, those things are individual. This is about something that we do together. 

We graduate together and so therefore, the stakes are higher is why? 

Everybody: Yeah. 

Roy: So it’s one time and we do it together.  

Bob: In the high school one, everyone does that. But not everyone goes to university or 

college.  

Laura: Oh, really. 

Bob: The high school one's even more grand because everyone just goes to that journey.  

Laura: Expectation, we are graduating more students now more than ever.  
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Remy: If you get your grad dress, who would care? You get to your grad dress and you 

stand there by yourself. It doesn't mean anything, you know? They got their dresses 

already.  

Laura: They've already booked their hair appointments and if you don't book it now, you 

don't get in.  

Joan: These are the same kids that can't figure out that something is due tomorrow. These 

are the same kids.  

Laura: The shoes are done, or they're on order.  

Joan: It's January.  

Laura: My hair appointment is booked, my nail appointment's booked, I got my tanning 

appointment booked but I can’t get my assignment done for Friday.  

Joan: They get the ticket way before they even think they'll graduate.  

Remy: Can you buy your ticket now? 

Joan: You buy it in April.  

Laura: In April, two months before.  

Joan: They buy them en masse before they even know they're graduating. Some of them 

should not be buying them. 

Roy: Okay, okay.  

Remy: Uh, excuse me, I wouldn’t buy a ticket if I were you. 

Joan: No, we would never say that. 

Bob: They'll never have a sellout situation again! 

Beyond the frustration that comes with teaching children about the importance of solid planning, 

Bob was also able to provide a very concrete example of how he teaches students to plan ahead 
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and meet deadlines, based on how he sets up his class website so that students can use some of 

their less busy time to accomplish tasks that are required of them in the near future: 

Bob: In high school, at this school, we have our exams. I put it right there [on the 

website], nice and early on December first. It's a thing I do on December first, whether 

December first is a Monday or a Sunday, it goes on December first. I can say it's been 

there for over a month. I put this there for all my grades. This year, I was just teaching 9 

to 11. I put it there at grades 9 to 11, which exams run from January 21 to 27. I know they 

will always ask me, "When are the exams? When are the exams? When do they start?" I 

said, "If you'd look at your homework board every day, you would see right there, it's 

always going to be there from December first, the time of your exam."  

 I put it there particularly for the grade 9s, because they're new to Riverview, 

they're new to exams, and are new to that schedule. I put it there for all students, because 

we can all use a reminder, including myself. When I need to remember, "When is it? Oh, 

yeah, 21 to 27, 2016." I put that there. Right at the bottom, I allow my students to redo an 

assignment, three per semester. I put that there, it says, "If you'd like to resubmit 

assignments, up to three per term, the deadline is January 21, 2016. Use the holiday break 

to do this, if you can, while you have some free time."  

 I know they get busy, during exam week, and leading up to exam week. I know 

you get two weeks off. Party hearty the first week, and after that, things start to quiet 

down. Maybe you're a really busy person, you've got hockey, you've got ringette, you've 

got all these piano lessons. Here's where you don't have school. If you're motivated and 

you have time, maybe this is where you might want to say, "Hey, you know that 

assignment I got 2 out of 5 on. I want to redo that one." It gives them a way to use their 
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time productively. It gives them, perhaps, a reminder that, "Yeah, you're a busy person. I 

know that. Maybe is there some time between December first, and January 21 where 

you're not busy? There's got to be some time. Maybe that's where you could invest some 

time in yourself." 

Bob helped his students to learn to plan by giving them a very literal calendar, and also some 

coaching on how to attack the problem of over-due assignments. Both of these practices are 

strong examples of how teachers provide supports and instruction on the benefits and strategies 

of planning ahead to bring about preferable futures. 

 Finding FG-4: Predictions about futures are not all created equally. 

 When it comes to predicting what will happen in the future, the participants trusted some 

forecasts more than others. In Session Two the group had a discussion about what kinds of 

predictions were more or less trustworthy, and developed a checklist description for what makes 

a reliable prediction. Three conditions must be met for a prediction to be trustworthy: 1) it should 

objective, based upon observable data, 2) it should reflect the long term in that the data used 

should have a longitudinal sense, and 3) there should be no self-interest r conflict of interest on 

the part of the person making the prediction. 

 Developing these three points occurred over the course of a discussion about trust and 

trustworthiness that was connected to the survey questions that asked the teaching staff about 

trust. During the conversation, Bob was the first participant to point to data as a factor effecting 

the reliability of predictions: 

Bob: I tend to believe predictions by people who have some kind of data or evidence to 

back up their predictions. Maybe weather people have some data, evidence, I kind of for 
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the most part, believe when the person says it will be +4 tomorrow and sunny. You get 

my ears when your opinion or your prediction is backed up by some kind of data.  

Roy: So that would be a variety of people then. The weather people we talked ... Who 

else has data? 

Bob: Medical people. If they diagnose me with something, I hope you have some kind of 

data that says all right, your diagnosis is right. So medical people, researchers, and 

scientists. 

Bob’s initial comments about the importance of data led to other factors being identified as well, 

as Randy added the need to evaluate the self-interest of the person making the prediction: 

Randy: Somebody that doesn't have anything to gain from predicting the future. There's 

often, I'm just thinking about politicians and stuff, often they will say things that will 

come up. You will sometimes question it because there's political gain if they say it this 

way. That ends up not as trusting sometimes. You just hear the same rhetoric all the time, 

the opposition is saying, "Well this is completely gonna blow up in our faces." These 

people are saying, "Well this is the great thing." After a while you don't know who to 

trust because they're saying it for political gain. I tend to trust people that don't have any 

personal, when they're predicting the future, that don't have any personal gain from it.  

Roy: So they're not going to gain from it themselves. When they do it.  

Randy: Yeah. 

Randy furthered the idea of trust and the potential for conflict of interest in predictions by 

likening the process to going to the doctor or taking a car to the mechanic, both of which leave a 

person vulnerable: 
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Randy: I do question though, like every time I leave the doctor’s office and stuff like that, 

it's the same issue I have when I go and take my car in. I hate that issue, every time I take 

my car in, they always find something, and I don't know what they're talking about. I 

have to trust them, and I hate that. 

Laura: Feel vulnerable.  

Randy: Same thing with the doctor, you're like, "Really, I need this?" 

Bob: Really? 

Randy: You're like, "Uhm, well."I have no clue what you're talking about and I don't 

pretend. I can look it up and try to learn, but I generally have to trust you.  

Laura: I have to trust you.  

Randy: Same with the car people. They're in to make a buck, I know they're in to make a 

buck, and so I've got that in the back of mind, and sure enough, every time they say, "Ya 

know Mr. Smith, you gotta replace this thing on your brakes." I'm like, "What?" Oh yeah, 

yeah, you got to do it.  

Remy: And you feel vulnerable, right?  

Randy: I guess I trust you.   

Remy: You feel like you have to take their word for it.  

Randy: I don't know. 

The idea that a prediction would be motivated by self-interest had to be balanced against the 

expertise of the individual (such as a Mechanic or a Doctor), and vulnerability arises where the 

objectivity of the prediction cannot be confirmed. This idea that trust and vulnerability were 

connected ran throughout the conversation on the nature of predictions, and demonstrated the 

healthy thinking scepticism of the participants while also shedding light on their default 
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inclination to trust their own judgements and predictions over those of others, even when others 

were better versed in the field of concern and certainly more objective in their predictions. 

 Joan furthered the notion of reliable predictions by adding the idea of a 

subjective/objective stance toward the subject: 

Joan: Along those lines, people who appear to be or come out to be, more objective 

versus subjective. There are some people who state their case really well in an objective 

format as opposed to a subjective viewpoint. I think even when hear those folks on TV, 

they always tend to sound more subjective. You just kind of think, "You know, I don't 

quite believe that." Now that person might have a lot of research and they may have a lot 

of data to support their findings, but they come out subjectively, so you think "I don't 

know about that person."  

Roy: Do you mean by subjective, do you mean someone who says, "If you keep doing 

this you're going to ..." and then fill in the blank. That's a subjective approach?  

Joan: Yeah. Or they have a real blanket statement. They start off with a real blanket 

statement that ... Even something about global warming or whatever. This is going to 

happen for sure and we're thinking, "Okay, I've hear some things about that but you're 

going out and saying that, and now you're sounding more subjective than objective."  

Data and objectivity mattered not only in the development of reliable predictions, but also in 

their delivery, as Joan pointed out that the objective predictions made by newscasters on 

television were undermined by their subjective and generalized delivery. So, both the content 

and delivery of predictions impacts their trustworthiness. This idea was furthered as the group 

discussed a former city entomologist, who is a scientist, but whose predictions were not taken 

seriously: 
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Remy: You kind of want to believe people that have some authority as well. If you got a 

guy on the street who's just shooting his mouth off, you tend to not ... You can take it or 

leave it, right? But if there's somebody that has ... he's in a ... he, she is in a position of 

some authority, and expert- 

Laura: Education. Doctor.  

Remy: Some education, yeah.  

Laura: Researcher.  

Remy: He's a professor, or she's someone that has backing, that has research, you tend to 

want to believe them.  

Joan: Except, I find, often we don't believe some of these folks. For instance our 

entomologist, our lovely Mister- 

Remy: [says the name of the Entomologist, changed here to “Leif”] 

Joan: Leif. Okay, like he's bang on, and we keep, every year, trying something contrary- 

Remy: It's his hair.  

Joan:  To something that he said.  

Remy: It's the way he looks. 

Joan: He got to do everything in the city. We had not one bug all summer. Do we 

practice it? Do we repeat that pattern? No we don't. Why don't we do that?  

Remy: People don't take him seriously because he has this amazing curly mop of hair.  

Joan: He doesn't look like a scientist 

Remy: He doesn't look like a figure that he should be. He should have white lab coat, and 

he should, he doesn't look like an expert.  

Roy: He doesn't look like an expert, yeah. He should have a haircut more like mine.  
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Joan: That's the frustrating thing, is when you see those people and you hear these 

people, and then they do something like that, then we choose not to follow their 

recommendations the next year. I'm shaking my head thinking how did we miss this? 

Laura added the longitudinal aspect of data to the mix in order to point out that data by itself is 

valuable, but that consistent data over time was more beneficial and trustworthy when making 

predictions: 

Laura: I would say long term data too. I agree with Bob, but I think it’s got to prove 

itself. If you've just done two or three studies over the last couple of years, maybe not as 

much credibility, but we've been let's say, tracking global warming or climate or 

whatever, for the last 30, 40 years. I think more of that long term piece where some of the 

patterns that emerge. I would tend to believe that more about the future.  

Randy: That's a good point too. 

The group co-created a measure for evaluating the trustworthiness of predictions. Credible 

predictions rely on long-term objective data, are created by experts in the field who have no 

conflict of interest, and the predictions should be delivered in a fashion that underscores the 

credibility and objectivity of the process. This detailed standard for developing and delivering 

trustworthy predictions was one of the significant findings that came out of the focus group 

sessions on teachers and futures. 

 Finding FG-5: Predictions serve mostly to avoid problems. 

 The participants view prediction and futures thinking in general mostly as a way to 

anticipate and avoid problems. The idea that there are problems in the future that people can 

anticipate and plan for in the present emerged in a discussion surrounding insurance: 
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Danny: I've never been in, touch wood, I've never been in a motor vehicle accident, 

but I still pay motor vehicle insurance because MPI is a business that exists on the 

model of people are going to get into accidents. If people stopped- 

Bob: Risk analysis.  

Danny: Getting into accidents- 

Laura: Then they're out of business.  

Danny: They're out of business, but if anybody's bought insurance of any kind, it's you 

have to try to predict the future and try to cover yourself in all reasonable scenarios. 

Insurance, billion dollar industries, and you hope that that's something you're buying 

that you will never use. Which is one of those hard things for me to do. I've tried to 

buy this hoping that I will never, ever, ever have any use for it.  

Laura: Have to use it?  

Danny: Yeah. 

So, in one way, the participants have a largely reactive way of thinking about the future, in that 

their thinking about the future is to react to potential problems that they anticipate just over the 

time horizon. Other examples of this reactive approach to forecasting included health care 

preparations, retirement preparations, and budgeting. All these forms of futures preparation were 

based on predictions that forecast problems ahead unless measures were taken in the present. 

 Finding FG-6: Long term goals and vision statements are beneficial 

 The participants also identified the idea of proactive futures that propose a preferable 

future in the form of a vision statement or long term goal, along with planning to aim towards 

realizing those preferable outcomes: 
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Roy: Any other ideas about how you might be able to affect change in the direction that 

you would like it to go?  

Remy: Well, I think you have a have a vision. You have to have a long-term idea as to 

where you want to go with your program and what's important to you. Then, you've got 

invest 10 years or 15 years in making it happen. If it doesn't happen… 

Joan: That sounds like a business model. 

Remy: Well… 

Roy: You need a long-term plan, is that the idea? 

Remy: Yeah 

Joan: That actually sounds good to me because it sounds like we're actually going 

somewhere in 10 years. 

Remy identified the idea of 10 and 15 year forecasting as a way to bring about those futures 

which are most preferable. When trying to teach the concept of long-term visioning to his Art 

class, Remy discovered that the Grade 12s had a difficult time thinking beyond themselves for 

the betterment of all, and that they were more focussed on the individual Art portfolios they were 

creating: 

Remy: The direct thing about the future was, for the students, it was thinking about 

power, and how can we, how are our lives going to change if power was free, or if we 

could use these solar collectors to develop, to completely change our environment? 

Which is basically what it was. That was the [collective art] piece. How is your 

environment going to change? That's kind of what they were doing. 

Roy: Yeah. How can we power the future? How can we change ecology and so... 

Remy: Yeah. 
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Roy: You have students actually, literally, paint, draw, construct a vision of the future... 

Remy: Yeah. 

Roy: That would be preferable, that would be a good thing. 

Remy: It's based on their location, on their school. It's not way out there. It's a concrete 

thing. This is our road here. How we come into school. The parking lot is all solar 

collectors. The road coming in is generating power.  

Roy: I'm curious. As you were doing it, at any point in the conversation that you recall, 

did times and dates ever come into it? Or was it just that it would be ... Like, it was not, 

"By 2050 it will be," or anything like that?  

Remy: No, it was very ... 

Roy: It was about the idea in the future. 

Remy: In the future. It was not within 2 years or ... 

Roy: Right. 

Remy: What we thought ... We really thought it was going to happen. We really thought 

these people are going to have this.  Part of the project is to develop the solar collectors. 

What would happen if this technology's going to be here, what are we going to do with 

it? 

Roy: It was more hope and focus-based, not goal and process-based. 

Remy: Yeah. Right. 

Roy: The hope and the focus, not the goal and the process to get there.  

Remy: No.  

Roy: Okay. These are different ways that we sometimes ... Maybe we confuse those 

when we're ... 
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Remy: We need to do one. It's usually process-based. 

Roy: Yes. 

Remy: This was really different. 

Roy: This is very much, "It could be this way." 

Remy: Yeah. Which was difficult for a group of students. Plus, it was also difficult 

working. 

Laura: Thinking beyond themselves.  

Remy: Having to work in a group, too. 

Joan: Even though they were grade 12s.  

Laura: Yeah. 

Remy: Well, they thought, especially because they were grade 12s, they thought, "I want 

to work on my portfolio. I don't want to work on something for the good of everybody. I 

want to work on something for myself." Which was tough. 

Roy: Yeah. 

Remy: We didn't. We worked on this. 

Roy: For the good of all. 

Remy: For the good of all. 

Developing one class project with a long-term vision of roads that serve as solar collectors was 

one way that Remy was actually teaching students about envisioning preferable futures for all, 

and not just at the individual level. 

 Finding FG-7: Many problems of the future are too complex for individuals to solve. 

 However, the participants expressed that they felt powerless to change some of the 

significant problems that they could foresee (such as global economic and environmental issues) 
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since the problems were too large and complex for any individual to have any measurable impact 

on solving the issue, even when measured over a lifetime. This general sense of powerlessness to 

change things and to accept the status quo, even though the status quo was flawed, was evident 

in the focus group sessions. Laura identified a general sense of global concern, but recognized 

that Canada is a better, safer place than most: 

Laura: [When you are younger] You don’t really think so much about what the next 10-

15-20 years are going to be. Definitely now, and there is definitely some worry when you 

look at the world the way it is, you look at how competitive it is for this next generation 

of teachers, or my kids are all in their 20’s and still figuring things out, so that’s a bit of a 

worry but still, lucky to live in Canada being where we are. 

The participants also showed a light-hearted but mildly fatalistic sense of humour toward the 

large problems of the present that could lead to very difficult futures: 

Danny: We might be sort of inundated with a negative future prospects. We hear it so 

much we're like, "Well, we're doomed anyway, so really the world's going to heat up, all 

the volcanoes are going to ... We're screwed anyway, so what can we do." 

Joan: Ice caps are melting, avian bird flu, we're just goners.  

Laura: I'm going to drive my gas guzzler. 

Danny: Eat Big Mac's. 

This sense of helplessness in the face of difficult problems that face all people more often led to 

a resigned sense of morbid acceptance than a hopeful sense of finding solutions to problems 

through visioning projects like Remy initiated with his class, as a way to imagine grand solutions 

to global problems. Also, the participants were more likely to retreat into individual futures 

versus advancing hopeful, social or global futures when faced with large and seemingly 
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unsolvable problems. This can be understood as a way for the participants to control what they 

can and to plan for futures that are within their individual grasp when presented with potential 

futures that threaten their lives or their well-being. 

 Finding FG-8: Technology is helpful, but it is not a cure-all. 

 The role of technology in solving the problems of the future was a divisive point in the 

focus groups. While some participants held to the hope that people could invent new 

technologies to address the most pressing problems arising, other participants pointed out that the 

new technologies themselves bring about new problems as well. Randy expressed this in the 

group as they were discussing the optimistic predictions of Ray Kurzweil that rely heavily on 

advances in technology: 

Randy: My take on it is nothing changes. I don't think technology is going to help us but, 

I don't think technology is going to hurt us because there's always this yin and yang. 

[Kurzweil] really pointed it out, for everything that technology good gives us, it gives us 

just as many bad things. There's always this balance and technology itself, he says he 

spends most of his time just working on things to counter all of the bad things that 

technology now can give us with bio-ethics, and new super drugs, and they're battling 

that, then this is cyber defense, they're battling that.  

 Man is always, from caveman days, has always just served as battle. As smart as we get, 

and as great, much great information you and I are looking up on all the wonderful things 

that people like [Kurzweil] is doing, and all the wonderful YouTube videos, there's 

morons out there that are spreading just the same amount of crap. Good crap or bad crap, 

and I think that balance, and I don't think it was any more than there was in the past but, 

it's just out there now and so is all the good stuff. It always just tends to balance in my 
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mind that we will always, I don't think things will get better, my thought, but I don't think 

they'll get worse either. I tend to think that there's always this balance. 

Randy predicted that a balance between technical ability arising and difficult problems arising 

would continue in balance into the most probable futures. Technology was certainly not viewed 

as a cure all or savior for the difficulties of humanity in the present, and this measured view 

usually led back to the idea of how to best prepare for the future, and the participants usually 

pointed to the importance of education as the best preparation for the challenges and 

opportunities that people will face as the future unfolds into the present. 

 Overall, the group was positive about the role of emerging technologies to aid in bringing 

about preferable futures. Danny pointed out the potential for technologies to transform deserts 

into cities: 

Danny:  Abu Dhabi 50 years ago was a desert. Then with the use of high technologies, if 

you look at Abu Dhabi now it is world class metropolitan [area]. [It is an] example that if 

we continue, and that's obviously reliance on the resources, but we have the technology 

now to take sort of a barren- 

Laura: Wasteland. 

Danny: Wasteland and make it a world Metropolis. I think that we have by use of 

technology solved a lot of those problems and we're able to make a lot of places not only 

habitable but a lot more economical than [in the past]. We're taking these areas that used 

to be desert and making them amazing in the world now. 

Laura pointed out the potential of technologies to help improve air quality in Beijing: 

Laura: Well the technology to, as I just said, they have to have a cleaner way to power 

themselves. Whether you're going to go solar, whether you're going to go wind, I mean 
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there's a lot of technology out there that sometimes has been squelched by the oil industry 

but, their huge emphasis on coal in China, they have to use the technology to get rid of 

that. 

Joan shared an example of the power of technology now and into the future in order to help 

people with significant learning delays, illnesses, or injuries: 

Joan: I think on a practical note, I've had the opportunity this year to work with a little 

girl with a brain injury and ... That has been totally fascinating with me. What she can do, 

what she can’t do- what she did last week, what she did 3 months ago, what she's doing 

now. We're trying to set up meetings and kind of predict where she's going to be at. When 

[Kurzweil] made the analogy [in the video] that they're looking at the functions of the 

brain, how it works, because that really is very intertwined with the whole computer 

futuristic thing, you have to understand the brain but, we don't understand the brain.  

 We're making predictions and I'm reading doctor's reports, and I'm reading this, and I'm 

reading that, and there are comments- they're flooding it and I've got paper, paper 

everywhere from this girl alone. Fascinating reports, thinking, well we predict this, and 

right now she can't speak. They're using some tech- very interesting technology to do the 

voice box. Do some electrol- it's like an electrolysis type of thing on her vocal cords and 

that whole thing to try to stimulate the voice box because she knows what she wants to 

say and she has now a stylus and a little- and computers of various sorts. She's got all 

kinds of stuff where she communicates what's in her, what she's thinking, which is fine 

but, what is going on with all of that, like how, why can't she just speak? Because she's 

laughing at all the right moments. If you're talking to her she's making comments that are 

very, she's very cognitively aware of everything that's going on around her but, she can't 
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speak. She'll say to specialists when they come and see her, and I'm sitting in on the 

meetings, "When will I speak?" And she's writing it down.  

Roy: So you saw a real connection between the brain science and then the technology 

that Kurzweil was talking about. Bringing those things together could help. For example, 

this girl and so many others. Right? 

Joan: So many others, so many that are trapped within this body because as we know 

their brain controls all our movements, all our thoughts, everything. If it can control her 

ability to speak and her ability to eat. She just started eating too, very exciting, so now 

she can actually eat some very small pieces of pizza, that was huge, and well but a 

chocolate- 

Roy: A start eh? 

Joan: It's just, but it's little, little steps bit it's just something you don't realize until 

you're confronted with it. 

Health care technologies, environmental and energy technologies, water purification and urban 

planning technologies were all referenced positively within the group, and all of them move 

away from the typical definition of technology that is bound to a description of information and 

communication technology (ICT). 

 The participants were well versed in ICT in both their personal and professional lives, 

and they all used ICTs daily. The pervasiveness of ICT in daily life even prompted Laura to 

describe her phone as a fair symbol for her general conception of time: 

Laura: I think I probably use my phone because it has everything in it. I was one that 

who didn't think, "Oh, I don't really need a smart phone. I have my little Blackberry. It 

was all good." Then, got the iPhone and it’s like, it's all about the time because the 
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calendar. You know, you're messages pop up and it's connected to my email. Your inbox, 

you're always going through it. It's like, that sort of runs my time. Then, what events do I 

have today? What appointments do I have today? What meetings do I have to get to? It 

becomes a symbol of how I'm spending my time.  

Roy: A record of that too, I suppose.  

Laura: Yes, a record. I'm asking, please email me so that I'll remember to bring an 

artifact next week, because there are just too many things to try and get through. 

Roy: Okay.  

Laura: Love it and hate it, but yeah, there it is.  

Roy: That's how you manage your time.  

Joan: Everything is computer and phone. 

Laura: Computer, can do everything. Technology.  

Joan: Everything is tied together now.  

Laura: I don't even carry it around with me like all day. I actually do leave it in the prep 

room and I know a lot of people, it's in their pocket. 

Joan: Yes.  

Laura: Every single moment. I've even tried, no I don't want to do that. I know some 

days, I'll have it on my desk because someone is waiting for a message or something, 

yeah. 

The prevalence of ICT use at Riverview mirrors the prevalence of ICT use in the culture more 

broadly; teachers and students alike frequently carry at least one, and possibly up to three screens 

with them on a regular basis, between a wearable device, a smart phone and a laptop or tablet 

computer.  
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 The group judged that ICT use also needs to be kept in balance, and that students require 

specific and direct instruction regarding ICT, as Joan and Laura pointed out when discussing the 

“digital footprint” of students: 

Roy: Probably most of us don't teach explicitly about the future. It's not like you have a 

unit, and it's worth x marks, and it's on the future. But, how do you find the ways that you 

think about the future coming into your practice as a professional teacher? 

Joan: For me it's definitely digital footprint.  

Roy: Oh yeah? 

Joan: That's big grade nines, and that's the conversation that I have to have all the time. 

Because they don't think about it.  

Roy: Their digital footprint now will, has an effect... 

Joan: Effect their future. 

Roy: Okay. 

Laura: What are you posting? What? Yeah. 

Joan: Absolutely. I mean, it's out there.  

Roy: And again that's... 

Joan: You can't control it... 

Randy: You’re right it goes back to my point where it's like they're not, they're thinking 

about kinda like, this is great now. 

Joan: Yeah. 

Randy: What? I'm going to be twenty-five, or thirty-five, or forty-five someday? 

Danny: That Snap Chat didn't go away? 

Laura: Right. 
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Joan: Yeah. 

Joan: And what I do with my friends at fifteen maybe wasn't the greatest idea? 

Randy: Yeah. 

Roy: How many of you have found that you've had that digital footprint, or digital 

contact conversation with students. 

Laura: Oh definitely. 

Randy: Oh yeah. 

Bob: We all have. 

Randy: I have. 

Laura: But look at our last federal election in where it came out the number of people in 

different parties who had to drop out. Because of their past. One tweet, one bad tweet. 

Look at [name of local politician], who ran for [office], and what was his real downfall? 

The comments his [relative] made four years ago, five years ago, still there. And that was 

kinda the turning point for him, like. So to have these conversations with students, and 

again, it’s not really the English unit, but, when those things come up, and... 

Randy: Spend a few minutes... 

Laura: Spend a few minutes. Look what happened. People that have been fired. And we 

just have kids here in our neighborhood, in our community, kids that have posted things 

online and all of a sudden they got fire from their job at McDonald's. What happened? 

You know. And sometimes I think they don't think the adults are online or on social 

media. Some of them just again, they don't think about it. But yeah, it's out there in the 

world. And do you not think that when you go for a job interview that they aren't going to 

search? 
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 Joan: Oh they will. 

Laura: Yeah. Your background, and your account. Of course they are. That's the way of 

the world now of days. What are you putting up there? 

 Even though the participants were concerned that children did not understand the 

potential for social media to impact their futures, they were more inclined to help students to 

think it through than to attempt a ban on the technology. The participants were positive about the 

power of social media to draw the world together in ways that were otherwise impossible, and 

pointed to the Arab Spring and political changes in Egypt as an example of the power of social 

meadia in the world.  

 Beyond using ICT to communicate with other people, the participants were also generally 

positive about ICT and the development of artificial intelligence (AI). The idea that people 

would connect more directly with AI through ICT seemed novel and imaginative, as this 

exchange about Siri illustrates: 

Danny: Siri, now on the new iPhone, I know it's algorithmic but you can have 

conversations with her and they're cheeky responses. I've done it and I find myself 

stupefied by the fact that I've just had a real conversation-  

Laura: With my phone. 

Danny: With my phone. I know it's not a real conversation but- 

Laura: It's compelling as smart as we are- 

Roy: Why is it not real? 

Danny: Again, because it's algorithmic. Based on the nature of responses that have been 

anticipated and it's not a conversation like I would have with you where the possibilities 
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are infinite. There is a finite amount of responses that Siri will be able to give me, that 

has to filter those ... I suppose there's- 

Laura: What if it becomes infinite in 2029? 

Danny: There's this possibility- yeah, I realize the inability to answer certain questions 

and Siri will say I can't answer that. Maybe there will become a point where that is no 

longer a roadblock and Siri will be able to answer that. 

Laura: For you, an educated person with a university degree, what about the millions of 

people again, who don't have that knowledge who don't have that education, they've got 

this. If everything, your knowledge is always coming from this and what kind of sites are 

you visiting. That's what's influencing.  

Remy: My boys, if they're talking to Siri and she can't answer the question, they'll 

rephrase the question. 

Laura: Instead of going to you.  "I'm not asking dad anything." 

Roy: They'll ask Siri a few ways? 

Remy: They'll ask her a different way. They'll rephrase it so that she can- 

Joan: Will they usually get an answer then? 

Remy: Yeah, they'll get an answer then. 

Roy: The same way that we grew up with a human being, if we ask them a question and 

that person didn't answer then we might try another way. They are treating Siri as though 

Siri… 

Laura: She has the answers. 

Remy: She has the answers. 

Danny: I want to check something.  
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Roy: What do you want to check? 

Danny: (Danny pulls out his iPhone) Hey Siri, I love you.  

Siri: Impossible. 

Roy: Interesting. We get the Siri demo word.  

Remy: So they've already... 

Joan: Put that in.  

Remy: Put that in there.  

Joan: She didn't say, I'm gonna think about it, or something that she does. She said it 

right away. 

Danny: She knows it's impossible to love a machine. 

Roy: I find this interesting that Danny wants to talk to Siri about this.  

Danny: I needed to ask her. 

The participants frequently mentioned their connections to the online world, both in their 

personal and professional lives, and viewed the further development of ICT as a reality to be 

navigated into the near and distant future. 

 Technologies of many sorts factor into the possible, probable and preferable futures of 

the teachers at Riverview. However, the net benefit of these inventions is debatable within the 

group, and caution was encouraged at every step forward. Technologies of any sort were not 

viewed as the cure-all for the problems of the near and distant future, and instead, better 

education of young people rose as the best hope for solving problems and bringing about the 

most preferable personal, social, and global futures. 
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 Finding FG-9: Education is the best way to tackle the problems of possible futures. 

 The participants were very clear that teachers are in the “futures business”, because 

education is all about preparing young people for the times which are yet to come. Teaching 

people about the lessons that civilizations have learned in the past, about conflict, resource 

development and sharing, and about how to manage disease are the best option for humanity to 

face many possible and uncertain futures. The central role of futures thinking in high school 

teaching was summed up by Remy: 

Roy: So it sounds like we think a lot about our students futures as we have opened up this 

line of inquiry. 

Remy: That’s the business that we are in, we are in the futures business. 

Laura: And they are like our kids, they are our sort of daytime kids. 

Randy: Exactly, and as educators we have to prepare them for the future and instead the 

why I think in our school division our school in particular too that we spend a lot of time 

with technology and stuff too it’s a very, we are so more advanced because we are trying 

to think about what the kids are going to need in the future. 

Randy further developed the centrality of futures thinking in the teaching profession, pointing 

out that developing the character of students actually matters much more than delivering course 

content: 

Randy: I think we are still in the business of, when we are dealing with young people, it’s 

sort of all about their futures and its interesting coming from a bunch of teachers at the 

table here that teach a lot of arts courses that are not job oriented. Like, I'm perfectly 

aware that when I teach my course, that the kids are not going to get a career in my job, so 

what I'm I doing? What I'm I setting them up for in the future? Because, 
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Roy: That is a present thing. 

Randy: Yeah, a present thing. So I have to take a whole different outlook about what my 

course teaches and I came up, I came strongly to that idea years ago, I had sort of an 

epiphany moment in my teaching. When I first started teaching then I thought I was 

teaching them to go on and be professional musicians, and it wasn’t until a few years later 

that I thought “No, that’s dumb. There are only two of them that are going to do that in my 

career.” So that’s the wrong way to go, and I know there is still a lot of young teachers 

that kind of think that way. But, no, I think about quality of life I think about futures of 

our kids, I try to have the kids leave my program treating each other better, having a better 

quality of life learning to work together, lots of those softer skills that are a little harder to 

measure, which is kind of silly again when it comes down, so I always think about grading 

too, then it goes to like what I'm I measuring in my class? If that’s my goal, 

Laura: Exactly. 

Randy: What I'm I measuring that they can play a chromatic scale? I could care less 

whether they can play a chromatic scale really. 

Laura: But does he not poke his friend when he does that? 

Randy: Exactly, It’s very interesting, so I think about the future I think in the education 

business we should be thinking about the future a lot with kids because it’s all about 

sending them out, it’s like raising children that aren’t our kids but we are raising children 

we are sending them out every year, graduating new bunch comes in we are trying to 

prepare them for the future, make them better people. 

 Beyond the importance of individual character development, the participants made a clear 

connections between educating people and solving the most challenging global problems. Randy 
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clearly views that educational investment in people is far better than investment in technology 

for solving problems: 

Randy: I don't know if you're next question is about people. I don't know whether 

technology can, I think that the danger with focusing again on, because I always think 

about this with the 21st century whenever we had this here. How our 21st century model 

was always 99% based on technology and yet, when you asked admin or somebody at the 

board office they're like, "No, no it's all about working together. That's 21st century. Now, 

let's get back to technology." Then they'd start, then all our in services were on 

technology, technology, and we're talking about technology. I think we as humans, we can 

see that the technology is going to be fine. It's building exponentially. I think we need to 

spend more time on the people. I think the obvious, and we're seeing that now in the 

world. The fact that we're not very good at communicating with each other or maybe still 

the same but, we could definitely get better at it with the technology. I'm not too sure 

whether the technology itself will be able to fix things. 

Technology itself is only seen by Randy and the majority of the group as a tool in the hands of 

intelligent, well educated people.  

 In fact, the group is more prone to trust well educated people when it comes to 

predictions about the future as well, based on the definition for trustworthy predictions that the 

group created, and illustrated in these comments regarding the substantial education of medical 

doctors: 

Roy: Why do we trust doctors? 

Joan: I think it's the hope concept again. We are hoping that they know everything- 

Laura: What to do.  
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Joan: And what to do when we need them most- 

Laura: And how to take care of us.  

Joan: Because that's our most vulnerable point. Our health is our most vulnerable point.  

Roy: Okay, so that's why- 

Danny:  It's education based. You can go in and say, "But I looked it up on WebMD, this 

is what I have, treat me." They go, "Well let me have a look at those symptoms, because I 

kinda went to school for at least eight years." 

Laura: I have experience, and I've seen this before, and we place a lot of trust in that- 

Bob: Yep. 

Joan: Mmm-hmm (affirmative) 

Laura: ... Through their experience. 

So medical doctors are trusted due to their education, and the vulnerability of the teachers is 

linked to their lack of education regarding medicine. The linkage between ignorance and 

vulnerability bolsters the need to educate people in general, since teachers believe that more 

educated people less vulnerable to believing low-quality predictions about possible futures. Even 

so, education also has its limits, so the need to trust, to hope, is still the default when facing the 

unknown. 

 Finding FG-10: By 2030 Education in Manitoba will reflect SfT scenarios  

 2a, 2b, and 3a. 

 Regarding the possible futures of education systems, the participants had much to say 

about the six Schooling for Tomorrow (SfT) scenarios (CERI, 2010b). The SfT scenarios for 

school change pose a wide range of potential futures, from the complete melt-down of school 

systems, to incremental improvements in the status quo, to learner/participant models of life 
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coaching that strengthen social and cultural capital. See Appendix D and Chapter 1.2 more about 

the SfT scenarios. 

 The SfT scenarios were the topic of discussion on January 13, 2016. The participants 

were provided with a handout of the six SfT scenarios and asked about how realistic each 

scenario seemed when considering a time horizon of 2030. Doing so elicited responses about the 

possible, probable and preferable nature of the futures presented in the scenarios. 

 Scenarios 1a and 1b are scenarios where the status quo continues without significant 

change to education systems. 1a is a very strict status quo scenario, and 1b proposes a major 

crisis of teacher shortages brought on by low pay, low morale, and an aging teacher population 

that is difficult to replace. A mix of these scenarios seemed plausible to Randy:  

Roy: The question is: How realistic do those 2 scenarios, 1A and 1B, seem, if you think 

ahead to 2030? Do you think that could be the case?  

Randy: Yeah, for sure, for sure, for sure. I think because of money. [These 2 scenarios] 

talk about funding and if they seek to resist pressures to change, I think the funding will 

get cut from schools, generally because they're looking to save money in governments. I 

think the economic, might not be great for North America in the future, so schools I think 

will have to scratch and claw. I agree with both of these sort of systems. If nothing 

changes, then, 

Roy: Yeah, so you see a little bit of A and a little bit of B 

Randy: A little bit of a meltdown 

Roy: A, and a little bit of B, so maybe we do have some teacher meltdown and maybe 

we do have some… 

Randy: It's a bit of a spiral. 
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 Randy saw how the two scenarios were linked, and that the problems with 1a would feed 

into the problems of 1b, creating a spiral for education systems that would make things worse 

over time. Randy went on to explain further that 1b reminded him of the current situation in 

many American public school systems: 

Randy: One talks about teachers and one talks about the system itself, so they're kind of 

different, eh? Scenario 1B is more about teachers, about teacher shortage and low morale 

teachers. It's sort of what I see as what's happening in the American system. 

Roy: More so than here? 

Randy: It's really hard to find teachers. They don't get paid well. Yeah, 1B is sort of the 

American, you know. 

Bob: 1B sounds more like there's more turnover in the teaching field in the US. 

Randy: They get paid about half as much. 

Bob and Remy further added to Randy’s comments, pointing out that teacher professionalism 

and respect for teachers were also eroding in the USA: 

Bob: Sometimes its not even considered a profession in the US anymore. It's a job. 

Whereas here, in Canada, particularly here in Manitoba we get paid pretty good for what 

we do. Most people that I know, actually everyone I know, if you got a permanent job, 

there's no turnover. You're in all the way to the end, unless you quit.  

Remy: And you're respected. You're respected as, you're a professional and students 

know and parents know, okay these teachers are professionals. This is a career. This is 

something to strive for, whereas you go to Fargo or you know, these guys are not making 

good money and they're working in the summer at a part time job just to make ends meet. 

Plus some of them are working in the evening while they're teaching. 
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Joan was also concerned with the possibility of greater alignment between Manitoban and 

American school systems, and speculated that the “Teacher exodus” 1b scenario became more 

probable with greater alignment between Manitoban and American schools: 

Joan:  We seem to be adopting an awful lot of what they're suggesting, in terms of 

politics and everything else. We seem to be walking alongside of them pretty parallel but 

sometimes going over to the same types of ideas as they do. If we continue to do that, I 

can see this happening. 

 Even though the participants considered scenarios 1a and 1b were as possible futures, 

they were not selected as the most probable or preferable futures of the six scenarios. The 

participants expressed that scenarios 2a and 2b were the more probable and preferable futures for 

education systems in Manitoba to 2030.  

 Scenario 2a re-casts schools as core social centres, with a strong emphasis on developing 

strong social bonds and skills for students, along with significant use of technology for 

communication. Joan identified 2a as a preferable future for Manitoba high schools: 

Joan: I see this and I like a lot of what's in there. Whether that's realistic for 15 years 

from now, I'm not sure. I definitely think that we need to recognize that schools are social 

institutions. I think one of the problems we have in high school is that we're not 

recognizing that in that enough.  

Roy: Okay. Then we have a broader role to play than simply the 30 credits? 

Joan: Yes. 

Remy: The role is to socialize, too. 
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Joan: That's why they're coming, plain and simple. We have to either embrace it and try 

to work with some of these ideas, or it may go that way and we wind up fighting against 

it and having difficulties. 

 Joan’s idea that students are already attending primarily to learn to socialize and to be 

socialized came with the challenge of change; schools must adapt, or they will face difficulties in 

the future because they are resisting changes that they cannot alter or stop. 

 Scenario 2b was attractive to the participants and reminded them of current versions of 

charter schools and private schools. The streamlined focus on schools as learning organizations 

did not seem to fit the multiplicity of roles that large public high schools fulfill. While not seen 

as the most probable future for education systems in Manitoba, Bob chose it as the most 

preferable scenario: 

Roy: Why is it that you like 2b?  

Bob: For one, doesn't sound static for one. 

Roy: I'm sorry. It doesn't sound ...? 

Bob: It doesn't sound static. Right there, schools as focused learning organizations. If 

you're a learning organization then you're not a static organization, right? In some ways I 

think even my tenure as being a teacher, the first part of my teaching I thought it was 

kind of static. Not much was moving, like all right we've got this, but in my last 5 years 

of teaching, I've noticed there's changing in my attitude towards teaching, partly because 

of pedagogy and, if you want, ICT. Again, I guess the long term will determine whether 

what we're doing is good or not. That's always happening to learning organizations. We 

once tried open-concept schools. Let's knock the walls down. This is a good thing, and 

then uhhh, let's put the walls back up. It is a learning organization. I think most 
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organizations or institutions become, I want to use the word pertinent, when they do 

learn. That's why I choose that one.  

 Bob’s conception of “static” described school systems at a stand-still, not learning, not 

changing, monolithic and dead. Bob liked 2b because the entire system itself was actually 

learning, changing and growing, as evidenced by his example from the past, mentioning 

educational experiments with open concept schools. Joan also saw 2b as a preferable, but 

improbable future: “Its like apple pie, right, to me 2b. It's what everybody wants. I don't believe 

that's going to go, though.” Even though Joan preferred 2b, she saw 3a as the most probable 

scenario:  

Joan: …but will it happen? I'd like to think 2a or 2b will happen. Do I think it will? No. I 

think 3a is going to happen.  

Roy: As your prediction, they call you in the direction of 3a? 

Joan:  15 years from now, its 3a. 

Bob could also see how portions of the 3a scenario were probable in Manitoba by 2030: 

Bob: Yeah, I can see some parts happening in 2030. I think some of this is already 

starting to take root, as it were. I like the term here, widespread disestablishment. I think 

things that have been established like school systems, it's hard to disestablish. We still 

have a ... Like I said, it's starting to change. We're talking about flip learning, blended 

learning. People have more flexibility. Yes, that's starting, but I mean, on balance, we're 

pretty established in the sense that we're a lock-step system. You go to grade 9 and you 

go to grade 10, then you go to grade…and so on, right? At this age, you should be at this 

grade. At this age, you should be at this one. That's pretty lock-step and established 
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system. Some of this is starting to happen. Some of this will come to fruition in 2030, but 

I think many of the core parts of school is still going to be like that. 

 Scenario 3a envisions a widespread disestablishment of school systems in favour of 

networked learning opportunities based on a wide diversity of social and cultural priorities, 

interests, and concerns. The large, monolithic public school system will lose its monopoly over 

credentialing, and much smaller, diverse and personalized education programs will rise. 

Participant 1a 1b 2a 2b 3a 3b 

Joan    preferable probable  

Danny    pref & prob   

Remy   preferable    

Randy probable  preferable    

Bob    pref & prob probable  

Table 1. Identified probable and preferable futures based on the 6 SfT scenarios. 

 Scenario 3b envisions the dismantling of public education systems which are replaced by 

private sector business and corporate interests which run education programs for profit. None of 

the teachers viewed 3b as possible, probable or preferable and all were opposed to significant 

private sector involvement in education in the future. Joan pointed out that the private sector is 

already funding some ancillary programming and infrastructure development, and that this 

funding comes with strings attached: 

Bob: If the public thinks that letting corporations come into that system and that system 

will be better, I don't know if that will be the case.  

Joan: We have corporations right now involved in our school. We are going to business 

corporations for our [new infrastructure], because we need… 

Bob: The thing is, they don't have a direct impact on instruction. 

Joan: Maybe not right now. 

Danny: They don’t have, on me right now.  
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Joan: No.  

Roy: So you're saying there's the possibility of… 

Joan: But, I mean, we not only need to get this funding, we need to keep it. One thing to 

attain and then how do we maintain the funding for all the things we're going to have. 

Let's make a deal is alive and well. 

Randy: Absolutely. 

The possibility that private funding could impact the content or pedagogy of classes was a great 

concern for the teachers. The participants recoiled against a scenario where their independence 

for making decisions about how to deliver a government curriculum and work with children 

would be replaced or influenced by private sector inclusion. The basic concern is that private 

sector investment would require teachers to include private sector messaging in classes with 

students, and the teachers did not want to be forced to advertise to children on behalf of 

corporations. 

 While the participants found portions of all six of the SfT scenarios to be possible, the 

most probable and preferable scenarios were 2a and 2b, with 3a following up as probable, but not 

preferable. 

 Finding FG-11: Teachers often find themselves too busy to think about the future. 

 The participants expressed that they have little time during the school year to think about 

possible futures, and that a majority of their time thinking about futures occurred during their 

time away from work, in the summer, at the Christmas break, or in the evening. Furthermore, 

thinking about the future was more likely to occur at home and with family members present 

than at work with students. Bob and Joan made brought out this point effectively: 
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Bob: I find that depending on my frame of mind, if I'm in a positive mood, and things, 

and life is going nicely right now, I tend to think further into the future.  

Roy: Okay. 

Bob: Okay. And if I'm rushed, or if I got three things to do by tomorrow, I'm short 

term. What do I do next? Oh okay. What do I need to do tomorrow morning now. 

Laura: Yeah. 

Bob: So I find that depending on how busy my mind is, it determines how far I see into 

the future. 

Roy: Yeah, or yeah okay. So how far you allow yourself. 

Bob: Yeah. 

Joan: And I think with teachers, you mentioned it earlier right? We kind of live for the 

day as we're working. And that turns into thirty years for some of us. And we're thinking, 

gee, this is how I'm living. I'm living just to get to the next hump. Like just get to the next 

break. To the next. And remember, it is true, you make all those big decisions, big 

meeting with financial advisors, you make them in the Summer. You don't do anything 

during the year.   

Roy: Because you’re too busy otherwise. 

Joan: Yeah. 

Bob also connects feeling positive with not being overly busy, and negative feelings accompany 

the state of being too busy. At busy times, futures thinking is a luxury that is cast off so that the 

needs of the moment can be met with greater focus. This echoes the popular idea of the tyranny 

of the urgent; the importance of a task can be artificially magnified if it is seen as more urgent, 

making people ignore tasks which are actually much more important. 



 

148 

 Danny and Laura found that they were more prone to thinking about possible futures 

when they were with family members, particularly their children: 

Laura: I find that maybe, where my family is right now, with the age of my kids, and 

that. Is that we do a lot of family dinners.  

Joan: That's important. 

Laura: And we're always talking about what's next. All right.  Who's going to be doing 

what. My kids are graduating university, in teaching, and so, what do you plan to do? 

And with [my husband in a new job], there are opportunities opening up for all kinds of 

things. And teachers that maybe want to travel to Germany or Chile and work for a year 

or whatever. So we are always sort of talking about where we're gonna be.  It's sort of our 

future. 

Danny’s reflections on the future are similar, even though his child is much younger: 

Danny:  Being the father of a two year old and when I'm trying to put her to bed, and I 

have that moment where, its just quiet in the room. I'm trying to put her to sleep, and then 

I'm looking at her, so my mind starts going to the future, and how that includes her, and 

what I need to do to prepare her for that. And all those sort of fatherly things.  

Roy: Yeah. 

Danny: So it's yeah. Definitely around 8:00. 

Roy: When you’re tired as well. 

Danny: Yeah. 

Roy: So when you are fresh, and ready to face the day- 

Danny: No. 

Roy: But... 
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Danny: No. There is too many things when I get up I don't have time to think about the 

future or even think about the right now future. 

Roy: That “8 p.m. thing” is a longer reflection right? When she's an older child. Or 

when she's growing up? 

Danny: Yeah. Absolutely. 

Teachers are surrounded by children all day, but as Bob, Danny and Laura explained, thinking 

about possible futures is a reflective activity that requires time away from the busy-ness of the 

school, and it is enhanced by being around the youngest members of one’s own family. 

 Finding FG-12: Teachers have hope for the future, but with a few strings attached. 

 The teachers were hopeful about the future, but their hopes were qualified and kept in 

check by the significant and difficult challenges that they easily identified. Global warming and 

environmental concerns more generally were the greatest damper on their hopes for the future, 

but even there, Bob pointed out promising work that had just occurred at the 2015 United 

Nations climate change conference in Paris: 

Bob: The first time from a policy perspective change where I've seen that they're 

looking at the present to change the future, would be that previous Paris Climate 

Convention. They've had these conventions for 50 years and people have been telling 

people for 50 years, "This is going to happen," and no one cared. "No, no, no. It's going 

to be bad for the economy to come." This Paris one was the first one where a bunch of 

people- 

Laura: We better get real over here. 

Bob: Yeah. That said, "You know what, the data is pretty strong. Yes, we know we've 

been saying this 50 years but I think, people are actually scared." Said, "We need to lower 
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the temperature over the next 50 years by 1.5 degrees. Whatever. If we don't, this climate 

change thing is going to like kill us basically." This is the first convention that I've 

observed that people want to, at least they're committed to take action. Whether they do 

or not, who knows? They're all committed and they're all pledging but pledges and 

commitments don't mean anything until action takes place. 

Laura: No. We used to have countries that wouldn't even do that.  

Bob: Mm-hmm (affirmative). 

Laura: Canada was one of them.  

Bob: Steven Harper didn't want to do that.  

Laura: Steven Harper didn't step up. 

Remy: What has changed now is people are realizing, this affects us personally. We have 

to look at reducing our own consumption of resources. We have to buy a smaller car. We 

got to buy a smart car. We got to buy electric cars- 

Laura: We got to get off oil. Yeah. 

Remy: We have to put this money into research for solar, for wind. We cannot just be 

burning all the oil and all the coal like we used to. Right? 

In this exchange, hopeful futures were expressed at the international, national and personal 

levels. Bob highlighted the international willingness to focus on the issue of climate change, 

while Laura pivoted the conversation to the national level, and Remy furthered her point, with a 

vision of greater resources for the development of alternative energy sources to gas, oil and coal. 

 Laura expressed her hope for the future by connecting it to the power of social media to 

help a new generation talk with one another in ways that have never before been possible: 
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Laura: We've seen examples of that, look what happened in Egypt; a whole revolution 

based on social media. I think this next generation-  

Randy: But They say it's gone back though, they say all those Spring things were great for 

the first year and then- 

Laura: Maybe it didn't sustain but there was momentum to do that. We're starting to see, 

people have been able to do that. Look at some of the other campaigns using social 

media. I'm not saying it's the be-all and end-all but, I think there is power in there. 

GoFundMe campaigns, to be able to help change people's lives. Maybe that kind of 

technology to be able to change people's thinking. It's not so much my generation, it's this 

next generation of kids. How they run their lives is very different than how we run our 

lives. Again, the good and the bad, and I see both but, I think there is potential there. I'm 

an optimist, I usually am. I think the potential there because they do communicate. My 

sons regularly talk with people all around the world; it’s mostly about video games right 

now but who knows, in their 30s and 40s, will it still be video games? That's the bad side.  

Joan: Some of them do- 

Laura: Some of them- one of the TED talks I watched, the one, I can't remember the 

woman's name and I'll find it, she said that people that are playing the games all around 

the world, and that's the technology and the collaboration skills to change the world. If 

they at some point, I don't know if they can, if they can make that shift to use that power 

that they have now because they're talking to people around the world all the time. To 

change the world, she said, we'll win, because we have that power now. It's in the 21 year 

olds. 
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Laura is hopeful for the future even though her optimism is challenged by Randy’s interjection 

that Egypt and other Arab nations have not seen lasting political change, and that video games 

are the topic of much international conversation. When pressed, optimistic examples such as 

“GoFundMe” campaigns and a veiled reference to Jane McGonigal’s (2010) TED talk regarding 

the power and potential of gamification brought her back around to the deeply hopeful point that 

youth shall be served; the 21 year olds of the world have the power to draw the world forward 

into futures that reflect the better angels of humanity. 

 4.6.3 Focus Group findings and how they address the purpose of the study 

 This section is provided as a guide to help map the focus group findings back to the 

research questions. See Chapter 1.5 for more details about the eight questions. A more thorough 

analysis of the ways the focus group findings help to inform answers to the research questions 

follows in chapter five, but in brief, there are direct connections between the focus group 

findings and all eight of the research questions. 

 Regarding question 1, teachers at Riverview perceive futures in a variety of ways. They 

are generally optimistic about long-term futures, placing more of their hope in people than in 

technology. As such, they see the education of people as the primary way to best prepare for the 

widest possible set of futures that may emerge into the present. Therefore, futures thinking is 

deliberately brought into the classroom in the form of assignments that have a focus on future 

events, and on the development of the whole person; the character of students is an important 

parallel concern to content knowledge. 

 Question 2 queries the variety of futures thinking among the teachers and seeks 

correlation to the SfT scenarios. The teachers in the group were in general agreement about their 

approaches to futures, and there was certainly more agreement in the group than disagreement. 
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Having considered all six SfT scenarios, the Riverview teachers prefer scenarios 2a and 2b, and 

view 2a, 2b and 3a as most probable. Furthermore, the teachers predicted that the most likely 

future for education in Manitoba in 2030 would be a mix of scenarios 2a, 2b and 3a. 

 When teachers plan units and share with their colleagues they are expressing their views 

of possible futures with colleagues, which is the focus of question 3. Explicit conversations about 

possible futures are rare among teachers, but practical conversations about planning units, school 

trips, infrastructure projects and long-term goals round out the ways teachers talk with each other 

about futures. Long term futures more than 30 years away are rarely discussed by teachers, 

except in the instance of retirement planning. 

 Question 4 queries the deliberate planning of teachers based upon their perceptions of 

futures. The focus group findings are clear; teachers explicitly plan their professional lives based 

on a cyclical view of futures correlated with the cycle of the school year, beginning in 

September, and ending in June. Times away from school are used for the more contemplative, 

personal, long-term planning associated with raising children, and achieving life-long goals. 

 Regarding question 5, the focus group findings revealed that some teachers rarely think 

about the future at all, and are more inclined to think about the past. The teachers also recognized 

the value of focussing on “the present” as the necessary moment of action, but there was 

disagreement over the value of present-mindedness, especially when it was connected to short-

sightedness in planning, an expression of self-indulgence, or a sign of immaturity. The longest 

views of futures that emerged from the focus group conversations were no more than 

approximately one human life span, or about 100 years from the present. When the teachers 

attempted to think about futures beyond this span, they began to feel that their speculations 
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certainly lacked credibility, and engaging in longer-term futures thinking even as an exercise of 

the imagination seemed to them to be a bit silly, awkward, and pointless to them. 

 Question 6 was addressed in the focus group sessions as teachers expressed how they 

value forecasting, prediction and planning as pursuits of the mind with practical benefits. 

Thinking about futures had led them to avoid troubles they had anticipated and to reap rewards 

due to effective planning and the disciplined execution of those plans. Teachers valued their own 

futures thinking and desired to pass that set of futures skills to students. Teachers judged that 

many students lack forecasting, planning and prediction skills due to their immaturity and 

inexperience with time in general. 

 Regarding question 7, the teachers frequently mentioned how technology was shaping 

their professional lives, particularly at Riverview, and after the 2010 adoption of a BYOD 1 to 1 

student technology initiative and the pedagogies that accompany the shift to using ICT in 

classrooms in an immersive way. Information Technology was identified as making the biggest 

difference between a static and active view toward the teaching profession and towards how 

children learn. Technological change in the classrooms is seen as the biggest single shift in 

education during the careers of the focus group teachers. 

 Overall, teachers are hopeful for the futures of their students and themselves as well, and 

this finding begins to address the eighth and final research question. While there are concerns 

and problems that seem impossible to solve, the teachers offered a sense of optimism and hope 

that there are ways forward and solutions to propose to the worst problems that humanity faces. 

Their hope and optimism are qualified, careful, and based upon the continued education of young 

people. The teachers truly cast themselves in the role of guardians of tomorrow, entrusted with 

the responsibility of educating the children of today.  
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 The eight focus group sessions were designed to explore how teachers feel and think 

about potential futures for themselves and their students, and to explore how teacher perceptions 

of futures inform and are enacted in their teaching practices. Taken together, the focus group 

data, findings and analysis address the entire purpose of the study, which is found in Chapter 1.4. 

The focus group findings provide several necessary voices that further serve the overall purpose 

of the study, in a similar way to the multiplicity of instrument voices within a symphony are 

drawn together to enhance a melody and provide repeating harmonic motifs which develop into 

musical themes. The focus group findings are complete within themselves, but their potential is 

drawn out when they are analyzed in concert with the survey and interview findings as well. 

4.7 Interview Findings and First Analysis 

 4.7.1 Introduction 

 Twelve teachers at Riverview were interviewed for approximately an hour each during 

the spring of 2016. The six teachers who had previously participated in the focus group sessions 

were all interviewed, and are identified by pseudonyms as Bob, Danny, Joan, Laura, Randy and 

Remy. Additionally, six more teachers were interviewed, and are identified by the pseudonyms 

Anne, Wade, Kim, Julia, Paul and Heather. Demographic information about the participants can 

be found in Appendix B. 

 As the researcher, I interviewed each of the participants using the same set of questions 

for each interview, which is provided as Appendix G. The arrangement of questions in the 

interviews followed a three section scaffold of questions adapted from Irving Seidman’s 

Interviewing as Qualitative Research (4th ed. 2013). The first set of questions was a “Focused 

Life History”, followed by “The Details of Experience” and concluding with “Reflection on the 
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Meaning”. The interviewer’s scaffold of questions is provided in Appendix G, and more about 

the interview methodology can be found in Chapter 3.6.3. 

 The interview findings provided rich information about teachers and futures that added to 

the findings from the survey and focus group sessions. The interviews aided a deeper exploration 

of the ways that individual teachers came to their own conceptions of time overall, and of future 

time in particular. The interviews also provided an accounting of the daily work conditions and 

activities of teachers that the focus group sessions and survey did not explore. Of all the data sets 

in this multi-method study, the interviews also provided the most candid and personal revelations 

from the participants. The deeper emotional quality and thoughtful reflections provided by the 

participants greatly added to this overall exploration of teachers and futures thinking at the 

school. 

 4.7.2 Presentation of major findings from the interviews. 

 Seven key findings that emerged from the interviews are discussed in the following 

sections. Extensive quotations are used to provide details which support and clarify each finding, 

providing a “thick description” (Tracy, 2013b) in keeping with phenomenological, interior 

subjective, UL quadrant research approaches (Esbjörn-Hargens, 2009). 

 Finding I-1: Teachers’ ideas about “time” are also connected to “place”. 

 Like all people, teachers inhabit the two essential dimensions of time and space, and 

participants frequently connected the two in the interviews. For example, while it is clear that 

places have generic names, such as “home” “school” and “arena”, times also have generic 

names, such as “birthday”, “vacation”, and “winter”. Connecting generic times with generic 

places helps people to orient themselves to their worlds. Using the examples above, constructs 

like “I left school and went on my winter vacation” are partly about time, and partly about place. 
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The experience of inhabiting time and space makes it difficult to separate the two concepts, and 

artificially doing so may lead to warped interpretations of either. As participants thought about 

past, present and future time, they also brought up past, present and future places. Teachers 

frequently understood one concept in the light of the other. This finding was unexpected, but 

made sense in retrospect. As the researcher, it just took me some time to get to that place. 

 Continuing to try to understand times through the ways we navigate places, imagine for a 

moment that you lost your keys. You would re-trace your steps, essentially trying to go 

backwards in time, in order to find the keys at the last place you left them, even though you are 

unsure about where you might find them. So, going forwards or backwards in “place” is possible, 

by employing time. To an extent, people can go forwards or backwards in “time”, by referring to 

space. When I asked the interview participants to try and remember back to when they first 

began putting together notions of time, very frequently they relied on memories about places to 

express their early understandings of time. To extend the metaphor of the lost keys, I was asking 

teachers to go back and find their oldest ideas about time, and they did so by recalling the places 

where they formed those ideas. Time and place are deeply interconnected, and a further 

exploration into the usage of the idea of “home” further illustrates this finding. 

 Comparing participants’ usage of the word “home” provided a striking example of using 

place to think about the past, present, and future times. Eight of twelve (67%) interview 

participants identified being in a home (a place) and changing homes (places) when asked about 

their early understandings of time. Kim explained that waiting for her older sister to come home 

from school taught her about time. Wade talked about needing to return home between the 

school and the arena (two other places) in order to prepare for hockey, and Bob talked about 

wishing he was at home watching NHL playoff hockey T.V. instead of at church. Bob’s example 
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is clearly a “right time, wrong place” example that combines time and place and illustrates the 

frustration he experienced even as a child when place and time were out of joint. 

  Heather’s explanations of learning about time in connection with home were the most 

striking in the set of 12 interviews. In fact, Heather talked more about the importance and idea of 

“home” than any of the other participants: 

Roy: All right. When you think that to being a little kid, when do you recall really being 

aware of the passage of time? 

Heather: Passage of time. If I think back to very young, I think I linked my connection to 

time through where I resided, where I lived, so for example, my parents owned a home 

that I lived at until I was 3 years old. Did I know I was 3 years old? No, but I do 

remember the home, I do remember the neighborhood, I do remember my yard, I 

remember those things. It wasn't until my parents told me that we lived there until I was 3 

that I understood, "Okay, well that's the first 3 years of my life," so I connected those 

memories to that age, that time frame. 

Roy: If you could think about “that was what 3 years looked like”, when it was 3 years- 

Heather: Correct, and I do remember moving from that home to our next home. We 

changed neighborhoods, it was a little bit across town, I grew up in a small town, and that 

home was where I stayed until I left to go to university, so that was a good chunk of time 

if we reference it that way, so that's where my elementary school years were, that's where 

my high school years were, and that's where I came home after university, so I still came 

back to that space or that home until I was probably about 20, so 17 years I'd say I 

resided in that place, so I would connect I think my place of residence to my years.  
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Roy: Would you use the word "Time?" "That was that time back when I lived in that 

place."? 

Heather: Yes. I think I also connected not only to where I lived but to what I was doing, 

so I mentioned primary school, mentioned high school, university, so I very much ... 

When I think back of memories, if I'm telling a story and some say, "When was that?" I 

go, "What was I doing at that time in my life? I was a university student. Okay, well I 

was playing hockey," and then I go, "Oh, it was 1994," and then I can connect it maybe to 

a year or a date, so when I think back and I go to memories, I usually go to what was I 

doing at that time. What was my, if you want to call it my livelihood, or what was my 

connection to my community at that time? 

Roy: The place, and then outside of that, the action, like "I was in high school" or "I was 

playing hockey." 

Heather: What I was doing, yeah.  

Roy: What I was doing, and then thirdly, the year comes.  

Heather: Right, and also who is involved in my life at that time as well because 

sometimes it's like, was my coach this or was I in education, was I in Phys Ed ... I think I 

connected to people too.  

Roy: People as well. When you were little again, like years and place, those are big. Who 

would have introduced you to the ideas of days or hours and all those things when you 

think back? 

Heather: I think the first person is always a parent, right? It would be my mother. I had a 

stay at home mom and I remember staying at home with her. I remember sending off my 

brothers to school and how excited about when I was going to be to be able to do that and 
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then get the concept of what is school, and why do they go the school “these” days, not 

“these” days, so then I got an idea of what a week is I guess. And waiting for my dad to 

come home from work. He went to work for the day, so he left in the morning, he came 

home in the evening. He also came home at lunch time so I got an idea of, that's how my 

day is separated. Morning, I say goodbye, my dad, my brothers, everybody comes home 

at lunch, we have lunch together as a family and then dad comes back home in the 

evening and we have dinner together.  

 That's how I probably learned what a week was, what different days were, different 

times of the day, and what we did was associated with those times of day, so because I 

had a stay at home mom; I think that was the person who guided me through those things 

first. 

 Heather’s explanation of “home” factoring so significantly in her description of her developing 

ideas about time illustrated how a place (home) gave meaning to time, followed by actions 

(going to school, eating lunch, saying goodbye) in tandem with people (mom, dad, brothers, 

university coaches), and finally ordered against clock and calendar notions of time (3 years, 

1994). This ordered presentation of the development of understandings of time was reflected in 

the majority of the interviews, but Heather’s description was the most ordered and poignant. 

 More significantly as a finding for this study about teachers and futures, the idea of 

“home” was also significant as a “place” when many participants talked about futures. Heather’s 

thoughts about possible futures was also deeply connected to her thoughts about home, as this 

section of the transcript illustrates: 

Roy: How do you go about planning for your future now? 
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Heather: I think personally, there's a lot of things that play into it. One is you always look 

at the financial piece of what you're trying to do and where you're trying to go in life. At 

the age now, I think about things like planning for retirement, I think about things like 

what kind of travel experiences do I want to have. I'm in a transition period in my life 

right now because I've left a relationship, sold a house, moved out, in a new situation, 

like a new environment that I'm living in, so I am thinking about future. I'm very much 

thinking about, "Okay, I'm going to buy a new home. When am I going to buy that? 

When am I going to be ready to buy that? When does it make sense? What kind of home 

am I going to buy? What am I going to do in the meantime? How am I going to save that 

money?" There's a lot of little things that I'm considering.  

Roy: Little things? They sound like big things, any one of them.  

Heather: A big thing, right. 

Roy: Yeah. 

Heather: The short term pieces with the long term. I have a very nice picture of what I'd 

like the next 5 years, but okay, so what do I need to do in the meantime in order to get 

there? Then there's a lot of other things in the back of my mind, like "I still want to do 

this. I want to start my post bac [supplemental university certificate in education]. That's 

going to take money away from the plan to save for this home." I guess finances are a big 

thing but also the personal piece, the passion, the emotions, the things that drive you, 

what really makes you feel good about your life. 

As Heather was managing important transitions in her personal and professional life, the idea of 

buying a home helped to provide focus in what had been a very unfocussed and chaotic time for 

her. When I asked her explicitly about this connection she explained further: 
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 Heather: We teachers have stressful jobs but there's also those personal pieces that make 

life stressful as well.  

Roy: For sure. 

Heather: I can handle work stress. I almost thrive on work stress. I'm good with it or I 

wouldn't be in this profession. I'm at the point now where I know that I've made some 

decisions that have been important decisions for me to start moving towards that future 

ideal that I'm trying to achieve. 

Roy: You see the house. 

Heather: Right, and whatever else might be involved in that.  

Roy: It's neat for me because you saw the house in the past too. You talked about the first 

house for the first 3 years and then the second house. You have a very place based sense 

of your time line.  

Heather: I think so. I think home and the things that the people associate with home. It's 

not just a dwelling, it's not just an actual building; it's the idea of what brings me comfort, 

what gives me peace and harmony and balance. I'm doing things now that I know will get 

me there. I've gotten back to a place of physical wellness, I've gotten back to a place of 

social-emotional wellness, and I've tried to do the things I needed to do to get there. 

So the idea of home as a symbol for comfort, peace, harmony, balance, and wellness is a place-

based reference to Heather’s preferable futures, which, for her, are connected to the both literal 

and non-literal conceptions of “home”. 

 Other place-based understandings of time became evident as Joan and Julia talked about 

life on the farm, the passing of seasons, and watching the work around the farm change. This is 

partly a place-based understanding of time, but it also connects to family, and labour, since they 



 

163 

saw their families doing different tasks at different times. Joan’s recollection of actually moving 

a house on to a farm yard poignantly blends place-based and event-based conceptions of time: 

Roy: When you think back to being a child, what do you first recall or when do you first 

recall thinking about the passage of time? 

Joan: Okay. Way back, I guess when I was a pretty small child, about three, three and a 

half years old, I think about a really big life event which was we moved into a bigger 

house. I had four older brothers and sisters and one younger brother. It sticks in my mind 

and there are pictures actually to prove it where my little brother and I, at three and two, 

where we're standing on a roadway watching this house being moved because we actually 

had a house on a trailer that was moved onto our property. 

Roy: Really? 

Joan: Yes. We didn't move yards. The house was moved. 

Roy: It came to you. 

Joan: It was one of those massive moves, situations like on TV. It was this really, really 

large house. When I think about a lot of my childhood, it has to do with being in this 

house, the passage of time. That's really where I started remembering a lot of things that 

happened to me, was in that newer bigger house. I have just a couple of thoughts about 

the smaller house and that kind of thing. That marked the passage of time, I think, when I 

was little because everything related to that larger house and what happened on the farm 

as I was a farm girl. Different years we had different crops. We had different animals. We 

had ... all related to my life on that big yard. We had everything from free range chickens 

to pigs to cows. 
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 When I was about 10 years old, my brothers built a tree house on the backend of the 

pasture and that was another big momentous thing because that was like our own play 

space up in the tree. I remember some of those things. I was very much ... a lot of my past 

relates to being outside. It relates to growing crops, being in the garden, what we grew 

different years. That kind of thing. 

Roy: I'm hearing two kinds of time. One is the even time like the idea of, "Hey, there's 

a new house." 

Joan: Yes. That came to me. 

Roy: Or, "Hey, there's a tree house." That came to you. 

Joan: Yeah. 

Roy: Then the other is the rhythm of time, different crops in different years. Those 

were things that really cemented the idea of the passage of time. 

Joan: I think as a small child, that was what that was. Because even now, I'll recall, I 

had three special kittens when I was six years old. Then I really enjoyed those kittens or 

whatever. We had pigs at that point. It's, I guess, weird way to think about it.  

Roy: Not really. Everyone has very much their own very unique way. It's interesting for 

me to be asking people these kinds of questions. 

Joan: Then at 14, I moved to a new house in town which was two and a half miles 

away. That presented a whole another era because I was in grade nine, the start of high 

school. Instead of riding on two buses to get to school, I rode on what we call the town 

bus, one town to another. Before that, before I was 14, on this large farm yard, I was on a 

country bus that came for me and then I had my elementary school in the small little 

town. 
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Joan’s early formations of “time” involved the farm as a place, and also the rhythm of seasons. 

The idea of “farming time” was further expressed by Julia: 

Julia: Once I got older, then I started to recognize that there was a farming time and I 

recognized agricultural seasons and there were agricultural seasons took over from the 

school. They were important to the school. 

Roy: How was it that you came to be aware of those? 

Julia: I had to take part in running the farm. We all did. The garden and take care of the 

property. 

Roy: That wasn't until later? 

Julia: Not until we were maybe grade, really started to take responsibility in grade 3, 

maybe 4. 

Roy: What would those early responsibilities look like? 

Julia: Getting water, watering the plants, weeding. We would have been weeding long 

before. Picking strawberries, raspberries, peas. I think during the gardening potatoes. On 

the farm, just running and getting things really. 

The passage of seasons and the shifting nature of work on the farm connects place, time, and 

labour together in an annual cycle that was formative for Julia as she developed her ideas about 

time. 

 Finding I-2: Teachers first learned about time from their families. 

 Eleven of the twelve interview participants identified their mothers as their first teachers 

regarding time. The idea of coming in to eat, because Mom had called kids in from the 

neighborhood, or preparing for an event and having Mom pressure one to get ready were 

common themes. Fathers were less often mentioned, but still significant, as half of the interview 
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participants mentioned the roles of fathers in learning about time. The most frequent connection 

to fathers had to do with waiting for Dad to get home from work, or from an event. 

 Paul talked about being out in the neighborhood and noticing that other adults looked 

older or younger, and asking his Mom and Dad about why the parents of other children parents 

looked different from his parents: 

Paul: I remember looking around the neighborhood and thinking, you know, all the other 

kids should be the same age as me and all the other parents should be the same age as my 

parents and then thinking about it and looking and going, "Well they have gray..." I 

couldn't figure that out because to me every family should have been exactly like, you 

know, the self-centered thing. Everybody else is the same. 

      I guess in some ways, that was a time thing. I remember asking, I think it was my 

mom at one point, saying, "Is Mr. Neufeld across the street," that was the name of the 

guy, "Is he the same age as you?" She said, "No, he's much older," almost as if she was 

insulted by that, basically. I was, getting a sense of... 

Roy: Why do other families look different than my family? 

Paul: Yeah, correct. It was weird though that the assumption was, they must be the 

same age, so why do they look different? Because they can't, they must be the same age. 

Roy: Okay, so you already had some pretty clear assumptions about time, in terms of 

their age? 

Paul: Correct, right. Like I say, I think part of that is that child stage stuff about how the 

world works and everything is in terms of you. I'm a kid, my parents are about that old, 

so that kid must have the same thing going on. 
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Parents also made the teachers think ahead to the future, because as children, they compared 

themselves to their parents, who were so much older and seemed to be somehow “complete”: 

Anne: I remember thinking about being older and thinking that I think my parents were 

in their 30s. I just thought they were so old. I always had this thing in my head of, oh, 

when I'm at that age I'll have everything figured out or I'll know exactly who I am or 

something like that. 

Roy: You looked at them and you realized that there was a difference, and so you thought 

ahead? 

Anne: Yeah. 

Roy: Ahead to that time? 

Anne: That it was so far away. They were so old. 

Roy: At 30? 

Anne: Yeah, in their 30s, yeah. 

Roy: How things change, right? When you thought about them being so much older 

and that being an eventual state, but you also thought of it as being complete or 

something like that, like they would be... 

Anne: Yeah, it was like you're done then. 

Roy: Done, but done was a good thing? 

Anne: Yeah. It's like you were an adult so you're done. There's nothing more to learn, 

there's nothing more to know. Obviously I was so wrong but that's what I thought at 8. 

Roy: At 8 that made sense, right? At 8 that made sense. 

Anne: Like you've got it all figured out or something. 
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Comparing to parents is an early form of futures thinking for children, and as Anne illustrated, 

the comparisons seemed very far away for her. 

 Overall, parents and siblings were the most important early influence on the participants 

as they formed their early ideas about time. However, the role of schools and school systems in 

establishing a sense for time was also very significant. 

 Finding I-3: Pressure to follow a calendar and a clock was learned in school and in 

 sport. 

 Learning about time, time management and planning happened at school for all twelve of 

the interview participants. Bob’s story about procrastination shows the important role that a 

teacher played in his development of ideas about the future: 

Roy: Who would have influenced you with the regard to development of your idea of 

what time was? 

Bob: Probably my teachers. 

Roy: Really? 

Bob: Yeah. I would say in formal education from K to around Junior High, K to around 

Junior High grade 7, I was a procrastinator. My teacher told me straight up I was a 

procrastinator. He used that word on me. I had to look it up because I didn't know what 

that was. Then my teacher explained why it was important to manage your time. If you 

manage your time, your life gets a lot easier in many ways. Of course I was a 13, 14 year 

old at the time. It was important, you know? Yes I'll get the assignment in. I'll get it in. 

I'll get it in by that deadline. I always did but I always did it last minute. 

 Typical perhaps as a teenager. My teacher probably taught me about time. He did it 

explicitly, but he did it in a very tactful joking way. I got it though. I got it. At that 
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moment, I always think back, back where I was sitting, I was sitting right in front of the 

teacher’s desk. My desk was here. His was right there. For whatever reason, that morning 

he decided to tell me about the importance of time management, getting the work done. 

"If you get your work done, everything seems to fall into place." 

Roy: Yeah, you mentioned that time management. That idea. What does that mean 

"time management"? 

Bob: For me time management means to use my time effectively, to make my work 

less stressful and less demanding. If I use my time effectively, my life should be easier to 

manage. Managing time, managing my free time, managing my non-free time and doing 

what I need to do to get my professional life in order which helps my personal life. To 

me, that's what I generally make time management. 

Roy: It's about the use of time. 

Bob: The use of time, yeah. 

Roy: Time management. Sounds like you see time as a like it's a commodity or it's 

something ...you have an amount. 

Bob: Yeah. I think time is the most valuable thing one can have. 

Bob’s understanding of “time management” relies on a sense that time is a commodity, that it is 

scarce, and that it has value. This is a dominant perception of time, and fits in well with a clock 

and calendar understanding of time, and is a UR quadrant perspective. By connecting 

“procrastination” to “wasted time”, Bob’s teacher impressed upon him the importance and value 

of time, while also reinforcing clock and calendar notions of deadlines, and the avoidance of pain 

(your life gets a lot easier in many ways). This rigid perception of time that is reinforced by 

teachers in positions of authority over children was echoed in the other interviews as well: 
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Roy: Given what you've said about your introduction to ideas about time as a little one 

and how this developed, how do you see yourself in the role of a person teaching young 

people about time, about what the past is, about what the present is, about what the future 

is? 

Julia: The value of time. The value of being on time. That's a big expectation. Kids are 

usually on time in my class. That's a high expectation I have. 

Roy: Why does that matter? 

Julia: Why does being on time matter? It's a respect thing. It's a respect of my time and 

their time together and a respect for the people who are in the class already and the 

disruptions that happen and the backtracking we need to make because people aren't on 

time. 

 School is structured that way. We have bells. We have bells for a reason. Life is 

structured that way. Walmart is not open 24 hours a day. You know, if you're not 

respectful of time in our society, you're not going to be a functional person. You're not 

going to be able to get a job. Kids are fired because they're not on time. That is awful. 

Roy: Maybe it's preventable if you can teach them about that here. 

Julia: Yeah, I think time matters. Time really matters. If it doesn't matter, why should I 

be at school? Why are there higher expectations from me as a teacher than we have for 

kids? I expect the same from me as I expect from the kids. 

Roy: Okay. 

Julia: There's classes like my A Slot class right now is having a hard time with time, but 

you know, if they're not on time, they miss the story and they really like the story. If 

they're not on time, they don't get, I've resorted to bribes. They're so poor with time. 
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They're arriving at 9:15, so they get half an hour of classroom teaching, of learning. 

There are kids who struggle already. Time matters. I'm bribing them with a doughnut 

tomorrow. 

Roy: Being respectful of time really matters. It matters due to respect of the person and 

then of time itself. It's like you're talking about 2 kinds of respect. One is, we need to 

respect the person and that person's time, but we also need to respect time itself and the 

planning of that or what went into this together or is it... Have I got that straight? 

Julia: An understanding of what happens in the time that they missed too. 

Roy: They can miss out. Missing out is a problem too? 

Julia: Mm-hmm (affirmative). You never get back that time. 

Wade’s understanding of the reasons for valuing punctuality were somewhat different, and 

focussed upon the potential of missing out if one was late: 

Roy: Making sure that punctuality mattered from a very early age, and that was 

reinforced by your teachers? 

Wade: Yeah, and it's more that if you're ... I didn't grow up with the idea that it's rude to 

be late. I grew up with the idea that if you're late you miss out on some of the stuff you're 

supposed to be doing. 

Roy: Yeah, okay. 

Wade: It didn't really cross my mind that we were ... I wasn't worried that people would 

be mad necessarily that I was late. I just didn't like coming in late because it's disruptive 

to your own state of mind. You got to jump in and catch up. Nobody cares about being 

late if they don't care about the thing that they're going to. 

Roy: That's true. 
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Wade: You know what I mean? 

Roy: Yes. 

Wade: If you care about the stuff you're doing then you don't really want to be late. 

Participants described a variety of ways that punctuality was reinforced, sometimes, by rewards, 

sometimes by punishments, but almost always the requirement to be punctual was external to the 

child, and the need to be punctual was a lesson to be internalized.  

 Anne’s story about skipping school in Grade 1 to avoid the strap completely circumvents 

the rewards and punishments associated with punctuality, and illustrates what happened when 

two children reacted unexpectedly to this rigid way of teaching about time: 

Roy: Do you ever remember someone worrying about you because weren't home on time 

or that you've gone out too late? 

Anne: In grade one I skipped a day of school. I could tell my dad worried about me 

because he was super mad when I got home at the end of the day. 

Roy: How did that worked out that you were able to skip in grade one? Did you go to the 

school and then leave? 

Anne: Yeah, my girlfriend and I walked to school together. We had been told the week 

before that if we were late for school we could get the strap. We went in, there was a big 

room, and it was an open concept room. We went in and “O Canada” and the morning 

prayer was on. Then we were like, "Okay, we're out of here." We didn't get the concept 

that skipping school would actually even be worse. I'm like, "I'm not getting that [the 

strap] so we're gone. We played in the neighborhood. I remembered we laid in the field 

and watched the clouds go by. We ate our lunches, because you had to pack lunch. Then 

when we noticed all the other kids going home from school we went home. 
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 I was in for it because my dad had gotten home in the morning because he worked 

midnights and got the call from the school that I wasn't there, and was worried the whole 

day that we weren't there, so we got in a lot of trouble, a lot. That's where your 5 year old 

brain works. Of course we didn't get the strap even for that but it was like this threat that 

was put out to us that we took very seriously. 

School had a strong influence on Anne’s understanding of time, and her response to opt out for 

fear of the strap followed a form of childhood logic that she outgrew over time. Overall, the idea 

that time is structured according to bells, clocks and calendars was layered on top of the 

participants’ earlier conceptions of time being connected to place, and to family. This set of 

findings is connected to yet another way that teachers consider the times past, present and future, 

and that is via event based time. 

 Finding I-4: Event based time helps to orient teachers. 

 Birthdays, Christmas, and the school cycle from September to June came up as mattering. 

All of these are cyclical events. Other one-off events also marked time for teachers, including 

weddings, deaths, graduations, becoming parents, and first jobs. None of these events are 

cyclical, and they stood out as milestones. Paul was the only participant to use the term 

“Milestone”, a metaphor suggesting a sign that shows a distance. Again, this is a “place” 

reference that indicates a specific “time”. Paul talked a lot about event based time, moving from 

one awesome and exciting event to another. 

 Anne expressed a unique conception of time by anchoring it in a specific person and 

event combination. Firstly, her friend in grade one, and secondly, an elderly man she had met on 

a family trip: 

Roy: You remember getting ready for your first trip? 
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Anne: Yeah, I do actually, but it's because my grandma died and my brother was at Boy 

Scout camp. It wasn't planned. We had to drive out there and get him and everything was 

just very rushed. When I was around 8 I went to, my dad's cousin's daughter was getting 

married. They lived in New York. He was going to go by himself and then I just said, "I 

want to go." We were going on that trip. I remember looking forward to that. That was a 

good time. Then when I was there I actually met this older man that lived in the 

neighborhood that was a friend of theirs, Francis. We just had this bond. Anytime we 

would go there after until he passed away I would look forward to that a lot too. We'd just 

sit in his garage and drink lemonade. Whatever a 60 something year old and a 10 year old 

would talk about we would talk about. I would look forward to those kinds of things. I 

think events where a family was involved, because we were so removed from our family. 

Roy: Right, far, far away. How long will you have been able to track with this older 

man? 

Anne: Only 4 years. 4 to 6 years I think. I had only seen him 3 times. Then the last time I 

went there he was dying. Still, it was weird. He was super meaningful. I didn't have a 

grandpa here. I don't know, he was just a nice old man. He only had a thumb on one 

hand, he was a farmer. He had all the stories. He had lost his fingers in a farming incident 

and his wife was so cute, she'd just bring us out snacks. I don't know, it was just the 

weirdest thing. 

Roy: But a good thing. 

Anne furthered her point by clearly connecting her ideas about the future to a person as well, her 

son, Nate: 
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In terms of future, the biggest thing probably is because I got into teaching. I started 

University when [Nate] was 10 months old. It was essentially... 

Roy: I know who Nate is, but tell me who Nate is. 

Anne: Oh, yeah, my son. 

Roy: Your son, Nate. How old is he now? 

Anne: 23. 

Roy: You got into teaching because? 

Anne: I was a waitress. Nothing wrong with that. Now I had this human being I have to 

take care of and I know that wasn't going to, to be honest there was an older waitress at 

my work who had a child. In my head I was like, I can't be this for my son. No offense to 

her but I need to do something different. I need to get my act together. 

Roy: You did that with your parents too, that same idea that they're 30, they're done, 

they're complete. You could see this. 

Anne: I don't know. I'm sure she wasn't complete but I couldn't do that. 

Roy: You could see this as a model of what could, so you decided. 

Anne: I went to school. He was 10 months old and I went to school. It was good. It was 

hard. Yeah, everything was driven by I've got to be in a position to take care of him. 

Roy: Okay. Obviously he becomes as you mentioned, we got here through “anchor 

person”, the idea that you're connecting time to a person. He's been a very important part 

of this time. Now here he is a young man, what, 23 you said? 

Anne: In terms of that being a motivator to change my life for the better for the future, 

that was the single most important thing. I wouldn't be where I am today if it weren't for 

that. It's pretty significant. 
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Anchoring future time to a person is connected to hope, commitment, and responsibility, all of 

which are further connected to love. Anne anchored her future plans in the person of her son, 

which helped her to do the long term planning required to maximize the potential for preferable 

futures to emerge into the present. Also, anchoring to a person helped to give her the stamina and 

discipline required to do difficult things in the present in order to provide for better probable 

futures. The concept of deferred gratification is connected to futures thinking and a sense of the 

future that is anchored in relationship for Anne. 

 Finding I-5: Planning is highly valued by teachers. 

 All twelve of the interview participants pointed out that planning was a worthwhile 

activity, but most of them only developed annual plans. Longer term planning for investments, 

taking on a mortgage and buying a house were seen as necessary and obvious forms of planning, 

but the participants saw these plans as long-term requirements more than as active decisions they 

were making in the present. The value of planning in order to exert some control over future 

events became the dominant focus of the interview with Kim. Kim’s early connections to 

planning came from writing about planned activities that she was anticipating: 

Kim: I'm a planner. People always realize that about me. One distinct memory I had is 

that for Christmas, even before we moved from Winnipeg, so I would have been less than 

10, I asked for a diary for Christmas and a Bee Gee's album, those were my 2 things, and 

I got them both because as a parent that's the jackpot. You didn't ask for big expensive 

things. That was the first time I started writing things down, like what happened and what 

I was planning to do. I think that that would be my first sort of schedule. 

Roy: You saw the diary as sort of both, it was a representation of the past, but you also 

kind of used it as a planning tool, a planning ahead thing? 
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Kim: Mm-hmm (affirmative). 

Roy: What kinds of things would you plan at that time? 

Kim: Just silly things, like what you're going to do, what you're looking forward to, 

things like that, like, we're going to do this tomorrow. 

Roy: Can you give an example? 

Kim: For these clubs that I was in, if I knew I had my Explorer's group or whatever, or 

I'm not going to write and you have time to write you tomorrow. I'd be talking to my 

diary. I'm going to be busy with this and I'll write again on this sort of date, right? I was 

probably like, 8 or 9. 

Roy: That's anticipating right? It's like planning. I won't be able to write in the diary 

tomorrow because I'm anticipating being at this other event. 

Kim: Yeah, I knew I'd be busy. 

Roy: That's a really early understanding of the future or the whole idea that there's a 

time to come. There's a time coming. 

Kim: I'm not really sure at what point, you do develop that understanding. 

Later in the interview Kim returned to the theme of planning, and how central it is to her sense of 

well-being: 

Kim: When we went into junior high and we got those agenda books, I was one of the 

few people that used it and in fact, I still, my husband laughs at me because I've always 

used a teacher planner book. I've always done that. 

Roy: You enjoyed the agenda book? 

Kim: Oh, yeah, it keeps me organized. I feel that it really does. People know that about 

me and so if they need to know when something is, they can ask me. For me, I would 
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want to know all that. I don't want to have to commit it necessarily to memory, but I want 

to have it organized it somewhere so that I'll know what's going on in my life. I don't 

double book myself. I don't miss something important. 

Roy: If you didn't do that, how would your life change? 

Kim: I would probably feel a little anxious. 

Roy: Yeah. 

Kim: Yeah. 

Roy: How come? 

Kim: I'd be worried that I would forget something. 

Roy: Okay, so you use it sort of as a memory tool? 

Kim: Yeah, a memory tool and just planning for time so I don't miss deadlines, like 

interim reports. I like to be ahead of the game when possible. I'm not a fly by the seat of 

my pants sort of person. 

Roy: Well planned to be ahead of the game. 

Kim: Yeah. 

In her busy and highly planned professional life, Kim finds value in having a well-constructed 

plan and sticking to it. For Kim, a solid plan included contingency planning (Plan A, Plan B and 

Plan C) since not all factors could be anticipated. However, even with this strong focus on 

planning, sticking with the plan, and trusting the plan, Kim also found value in having some 

unstructured time: 

Kim: I also like, in my life too, I just need, it's wonderful to have one day a week where I 

just know I don't really have to do anything. I can do this, or this, or this. 

Roy: You've planned that time? 
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Kim: Yeah. I've purposely not planned that time is more like it. I've planned to not plan. 

Roy: Like a retreat? 

Kim: Yeah. I know that we need that. 

Roy: Opened up some time to rest. Is that the idea, of planning some time to rest? 

Kim: I think so, or of you feel like doing something, do something, but don't sometimes. 

When I was younger, I had a lot of energy when I was younger, but I wanted to do 

something all the time. If you had a day when you weren't doing something, then you 

planned something. Now, I realize the value of having truly a day where you don't have 

an agenda or don't ... I think that's important. I could have used that maybe when I was 

younger but I understand why my parents did what they did, but still, to have more time 

where you have to fill it. 

Kim’s focus on planning helped to keep her life ordered, and helped her to make sense of a 

potentially ambiguous and chaotic futures. 

 Finding I-6:  Thinking about futures leads to thinking about death. 

 The participants found that there was a connection between thinking about futures and 

thinking about their own eventual death, at some point in the future. Therefore, thinking about 

possible futures led to them thinking beyond themselves, since the longer futures belong to other 

people. Thinking about the eventuality of one’s own death was expressed in a few ways. For 

Anne, futures thinking seemed to bring on a low-level ambient anxiety which she connected to 

thoughts about her own eventual death:  

Anne: I pretty much view everything negatively before it happens, and then I...then I 

often find out, that wasn't so bad. 

Roy: Perhaps that's your perspective on more than just the future or time, then. 
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Anne: Anything that I'm anticipating. It's like an anxiety almost. Then it happens and I'm 

like, oh, that was fine. No, in general, just the concept of getting old. The future to me 

was very much connected to my health, which is scary. I think when I was a kid I've 

always thought in a scared way about the future. When I was around 12, and I do this 

still, the whole concept of death and contemplating death. It's just very real to me. At that 

time I never thought I'd be 35 because I was so old. Yeah, it's like I think I view it and it's 

a scary thing. Therefore you've got a plan. Also, you've got to plan to not be there. Yeah, 

it's tricky. 

Early in her childhood Anne linked the concept of futures thinking to her own eventual death, 

and therefore thinking about her possible futures is unpleasant, in the same way that thinking 

about her own death at some point in the future is unpleasant. For Anne, one important part of 

futures thinking is planning to forestall death through diet, exercise and a healthy lifestyle.  

 This idea of the need for futures thinking to forestall death was echoed by other 

individuals as well, at an individual level, and by a few the idea was expanded to consider the 

death of many things, such as extinction events and environmental degradation as well. Randy 

drew the connection between deciding to trust predictions about personal health to the broader 

concept of trusting predictions about global health, using global warming as an example: 

When you're a kid you trust like crazy and then the adolescent years it's all becoming 

yourself so you really don't trust anybody's predictions or plan or that much. Then you 

get back to it again when you get older. 

 It's interesting, I think. It was probably around [your early 20s] when you start to 

hear about, like, trusting people or predictions about, "It's bad to smoke," or, you know, 
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those predictions of doctors or, you know, global warming things or those types of things 

where before, you were young. 

Randy deftly pointed out that as people age, they are more likely to trust predictions about their 

own health (“It’s bad to smoke”) and that this phenomenon also makes them more amenable to 

trusting predictions about the health of the entire planet (global warming things).  

 Later on in the interview, Randy furthered the connection between futures thinking and 

death by creating a metaphor, “The wall of the future”. In describing the wall, Randy 

strengthened the connections between death and the urgency of planning as one approaches “the 

wall”: 

Roy: Now, in your life, how do you go about planning for the future? 

Randy: Every way. It's crazy, right? When you're older it's all you can think about. Think 

about the future with your children, think about the future with your life, with your 

career. The future is, the wall of the future is getting a lot closer. 

Roy: The wall of the future! 

Randy: The wall. 

Roy: What's that? 

Randy: It's where you die. 

Roy: Oh, that's where you die! The wall of the future. 

Randy: The wall of the future is fast approaching, so, the future's not so far off anymore. 

Yeah, you can start to see the end of the future so you can plan more for it. 

Roy: The end of your personal future, right? 

Randy: Right. 

Roy: Yeah, so plan for that to the extent that you can. 
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Randy: When you're younger you don't think, you don't plan so much for the future. It's 

so far away! 

Roy: Yeah. I wonder how much of that has to do with, like, just brain development. The 

whole idea of being able to do abstract thinking and all that. 

Randy: Exactly. It's like trying to picture space. It's just too big. 

Roy: Yeah. 

Randy: It's hard to do it, but when it's this room, yes I can picture this room. 

Roy: I can get space, yeah- 

Randy: In here. 

Roy: In a smaller context. For sure. Maybe the time is the same way. 

Randy: Yeah. 

Roy: You can get time in a smaller context. 

Randy: That's right, but bigger context. Time is hard to see and picture. 

Roy: But there is a wall at the end! 

Randy: Yes, there's a wall at the end. That's right. 

As the metaphor grew, it became a theme in the interview, and came up one more time as the 

interview was drawing to a close. In the final mention of “the wall”, Randy moved beyond the 

urgency of personal planning to the idea that teaching young people about the future was 

important as well: 

Roy: As you get older, do you think it's helpful to think about the future? Or just 

something that happens? 

Randy: I think it's, well it's always helpful, I think, to think about the future. 

Roy: Okay. 
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Randy: Yeah, I think we just realize it a little bit more when we're a bit older. We need 

older people to remind younger people about the future, I think. 

Roy: Yeah. 

Randy: Yeah, for sure. 

Roy: Yeah, 'cause that wall of the future is coming. 

Randy: Yeah, that's right! 

Randy’s confirmation that teaching others about futures is important since the older generation is 

all facing “the wall of the future” sooner than later. The idea of passing the torch to the next 

generation was also apparent in the interviews with other participants as well. 

 Paul was also candid and realistic about his own death at some point in the future, but 

without any sense of sadness or morbidity: 

Paul: There's never a sense for me, and I hope I never get to the day where it's like okay, 

I've learned enough. Let's stop learning. My sense is still unlimited possibilities, future 

stuff. If you do the math on it, chances are my life is certainly more than half over at this 

point, but I don't look at that in any sort of fatalistic kind of way of, "Oh my god, I've got 

25 years, 30 years tops." No, it's like I mean, how awesome could one's life be? Yeah, 

look at all the things we got to get done yet. 

Roy: You are very busy. Lots to do. 

Paul: Correct. Exactly. 

Paul’s approach is mostly about accomplishing goals in the time that he has, which suggests an 

acceptance of the eventuality of death without surrendering any energy to the task of wishing it 

away. Also, his use of the plural “we” as he described the work that was yet to be done points to 

his understanding that there are important tasks to be carried out in his lifetime that will be 
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shared, just as the burden of his eventual death will also be shared. In this case, having a plural, 

community-level mindset helps Paul to absorb the unpleasantness of thinking about his own 

eventual demise. 

Finding I-7: When teaching, teachers are frequently mindful of the futures of students. 

 The teachers at Riverview are most powerfully reminded of potential futures when 

working with their students; the hundreds of children they encounter daily in their professional 

lives. Teachers at Riverview are surrounded daily by over 1100 teenagers; in a typical work day 

of 4 class blocks they will interact significantly with about 80-120 of them. This close contact 

goes on for approximately six hours a day, during 40 weeks of the year. Being immersed in such 

a unique environment, a young group that has been screened by age, so filled with human 

potential, means that teachers cannot help but thinking about and discussing the futures of 

students. 

 During her interview Laura pointed out that the students are a continual reminder of 

futures, particularly the grade 12 students as they head towards graduation: 

Laura: I believe that we have an impact on kids. I think if I didn't believe that, this job 

would be impossible. I think, certainly in terms of students, how we teach, how we reach 

the kids. Which will impact on whether they are going to engage and do the work, earn 

their credits. They're on a credit system. I've got two sections of grade 12 this semester, 

how we get through the next few weeks will certainly impact the future on whether they 

get the credit. They all need this English credit to graduate. So, will they graduate? Will 

they walk across that stage? I definitely see having an impact there for the future. 

Laura sees how the high school credit system forces student to think about their possible futures, 

and it forces teachers to do the same. The idea of processing through a school system of 30 
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credits in four years is easy to grasp, as is the problem of failing to achieve those credits as 

students get nearer to graduation. 

 The overlying requirements of the credit system impose a uniform view of possible 

futures for students, but teachers also think about the individual futures of students as well. 

During her interview, Anne reflected on how she thinks about her students and their adult lives a 

few years into the future. As I was asking her about what I would see her doing in class if I were 

to sit in and watch her teach, Anne shifted the conversation: 

Roy: What would I see you doing with students in class? You can give me an example? 

Anne: I don't know. I think I'm guiding them. Sometimes it's a whole group thing, 

helping one on one. Honestly I feel like I'm pushing them. 

Roy: In what way? 

Anne: I don't know. It's hard to explain. I like to ride the line of being empathetic and 

understanding, but having an expectation. I'm finding that sweet spot with all my kids. 

Like you, every kid has a story. That story can't be an excuse for them not trying to 

overcome it, do you know what I mean? It's trying to find that balance between being 

nurturing but pushing them to try to develop some resilience and not bail on themselves 

or make the situation worse or that kind of thing. 

Roy: Why would it be bad if they bailed on themselves? 

Anne: I think it's like the snowball. If you let one bad thing make you be unsuccessful in 

high school, then that's just going to make it harder for you when you're an adult to get it 

together. 

Roy: You're thinking about them as adults? 

Anne: Yeah. 
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Roy: Would you say that's a regular occurrence? 

Anne: Yeah. I think we're teaching them how to be my R's, responsible, resilient, 

whatever the other ones are that I have in my board. Resourceful? Respectful. It's for 

what they're doing in the future. It's not necessarily the content, although some of it is. It's 

the skills and it's the work ethic and the ability to think and problem solve, all those types 

of things. Manage themselves. 

Anne’s answer about what I would see her doing in class was essentially that I would see her 

teaching children to be responsible, resilient and respectful so that they would be more 

successful as adults later on. The fact that Anne teaches students a curriculum (the content) that 

covers geography, history, and psychology was clearly a secondary concern. 

 Putting children and their character ahead of the content and curriculum was an important 

idea for Anne, but she also expressed the importance of finding the right balance between the 

two. In explaining her position, Anne explained the idea of the small “this” and the big “THIS”: 

Anne: Yes. Don't get me wrong, I love my subject areas. I think when people talk about 

when am I ever going to need this, it's not about the ‘this’, it's about the THIS. 

Roy: There's two “this's” ? 

Anne: I don't even know if I knew that at the beginning of my career. It's something I've 

more figured out. 

Roy: Can you explain those two? I think I know what you mean but I'm not sure. The 

this, the small this and the big THIS? 

Anne: The small this is the content. The big THIS is the process. The process, the habits, 

the attitudes, the effort, that's the big THIS. That's what they're going to need when 

they're out of here. 
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Roy: The big THIS. I want to be a teacher that says that, that just sounds great! The big 

THIS, I like it. That's fun! 

Anne referred to the futures of students by remarking about what they would “…need when 

they’re out of here”, which is also a reference to the systemic, 30 credit, four year system that 

Laura and others also referenced. 

 Overall, the interview participants saw their work as developing resilient young people 

who would continue growing into their adult lives, ready to face the possible, probable and 

preferable futures yet to come.  

 Finding I-8: Teachers believe that teaching children positively influences the futures. 

 The final significant finding that came out of the interviews is that teachers believe that 

their work leads to better futures. Beyond the individual impact that teachers have on students, 

the teachers also expressed that they believe that their work with children leads to a better futures 

more generally.  

 When the participants were asked about the kind of impact they might have on the future, 

many were positive, but they were also quick to recognize that their contribution to a more 

positive future was only one of many. Randy’s quiet acknowledgement that he makes a 

difference is a good example: 

Roy: How much of the work that you're doing now with them will have an impact on 

their futures, do you think? 

Randy: I don't know ... Probably, I don't know. Probably not much. It's a life experience 

that they'll carry with them and ... Again, it's not super tangible. It's hard to measure 

programs like mine because the results are not as, you know, you get this mark in math 

you go on to maths in university, that's very tangible. Again, my course, it's hard to say. 
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 You know, I'm not pretending that the kids are also going to be, "Band was the 

best ever!" Some will, and stuff like that, but most ... Hopefully it will be a very good 

experience for them and they'll have great memories and become a bit of a better person 

or whatever, those types of things from it. How much of an impact I'll make? I don't 

know. The program and playing these things will make, oh I don't know, hopefully it 

makes some; that would be great. That's all you can ask for, make some positive imprint 

and they'll have a better experience whether, like I said, through the team work aspect or 

through listening to music, you know, when they get older and stuff like that. It's great to 

see a lot of alumni come up to my gigs now- 

Roy: Okay. 

Randy: Students that I've taught, and enjoying, you know, Jazz Festival gigs and will see 

me and they're there on their own. I haven't told them to be there. 

Roy: What does that tell you, when they show up? 

Randy: That tells me that, yeah, that I've made sort of an impact and that their quality of 

life is better now. They're having a good time listening to music and that's a good thing 

because that's a positive impact on life as opposed to negative. That's not doing bad 

things or whatever, but listening to music is a good thing and they're doing that. 

Initially, Randy was loathe to admit that he had a positive influence on children, or that his work 

could positively impact possible futures. However, the more he recollected the continued musical 

involvement of former students he could gauge that he had in fact already had a positive 

influence on people in the past that had carried forward into the futures. 
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 Bob also found it challenging to think about how his work in the present would have an 

impact on possible futures, but ultimately, he was hopeful that his work would lead to more 

opportunities for others to “do good work” in their futures: 

Roy: How much of the future changes based on the work you do now? 

Bob: I can't quantify that. How much does the future change based on the work I do now? 

I would like to think that the work that I do now benefits the people I work with. It 

benefits generally the future. From a societal stand point, I do know and hope what I do 

benefits both people and communities but I don't know how much. I don't.  

Roy: You have a hope that what you're doing is beneficial?  

Bob: Sure, yeah. Some educators measure by "Oh gee, how many of my kids go to 

university?" "I guess you're qualified." "Guess what I taught these many students and 

30% percent went on to post-secondary." I guess it depends on your definition of what 

success is or what the good is. 

Roy: That's why I was thinking about changes and the question is, "How much of the 

future changes based on what you're doing now?" You're talking mostly about successes.  

Bob: How much ... Say it again please. 

Roy: How much of the future changes? 

Bob: How much does the future change? This is based on the work I do? 

Roy: Yes. Do you imagine it one way? 

Bob: Maybe I'm answering the same thing in another way. I hope the future is more 

accessible for people that I work with because of the work I do. If I work to define 

“accessible” that might mean people have wonderful opportunities to do ... This is going 

to be general, good work in the future. Whatever their good work is. 
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Roy: Opportunity to do good work. Hopefully that changes the future for them in a good 

way. 

Bob: In a good way. 

Roy: There should be a net positive benefit from your work. 

Bob: I hope so. 

Bob is hopeful that he is having a positive impact, but he was also reticent to quantify the scale 

or definition of the “good work” that people would ultimately do because of his influence. 

 Randy and Bob provided excellent examples of the sort of humility that the teachers 

displayed as they were asked about the significance of their work. For the sake of contrast, Paul’s 

definite and emphatic response shows that he clearly believes that what he is doing certainly has 

a positive impact on possible futures: 

Paul: Well, we're selling the future. We never say or seldom do we say, "When I teach 

you this formula the world is yours." No, you say, "You learn this so you can go on and 

do this. Then eventually you're going to do this. Here's the future story that this 

reverberates with every time. I've told every one of my classes for at least the last 10 

years. I say, "Listen, because of my computer science and my physics that I'm teaching 

you, you are going to go on and some of you are going to become rich. A lot of times 

your teachers say ‘I should see that money because I taught you’. No, here's my rule. 

When you make your first million dollars I want you to send me $5.” Now I have not 

received any 5, but I keep receiving joke $5 things on assignments and stuff, but I'm 

waiting for the day when I first get a $5 from a student. 

Roy: Do you think it will happen? 
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Paul: I guarantee it's going to happen. It's been like a focus. The kids who just started to 

get that, probably that schtick started about 10 years ago, would now just be getting to the 

point where they might be getting to be able to make that kind of money. Some of my 

computer science kids, I'm like, kids are going to be doctors or something. Someone, 

someday is going to come up to me or send me the $5. Here's my $5, Mr. Paul, I 

remembered. That's a joke, but it really is about saying this is the step on a journey that 

you're about to undertake. The joke is that I'm somehow responsible for it all happening, 

and yet it really is that this is the way we're going. 

Roy: It makes that elegant connection between a possible future and the present that is 

known, and the past. 

Paul: Correct. Correct. 

Roy: It ties those things together. 

Paul: That's right. I mean well, look, the other interesting part of our job in terms of that, 

the thing is we all change as we grow older. I think it's certainly fair to say the kids that 

we see right now 20 years from now are going to be changed probably significantly more 

than we are. There's going to be change in our lives, obviously, but not to the degree of 

which the 15-year-old that becomes 35 that's a different change than the 52-year-old 

becomes a 72-year-old. 

Roy: Yes. 

Paul: We're putting well, ‘hope’ is one of the words. We're saying, ‘I'm handing the baton 

to you now. You take this as far as you can.’ I mean I always say to kids some of the 

regular jokes I use like the $5 and the “break it downs” or whatever. I say, "Listen, 
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whoever of you becomes teachers, you need to be doing this schtick." Don't think of it as 

stealing. You can give me credit if you wish or not, but those things- 

Roy: The baton, or passing of the torch, “be yours to hold it high”, all that. 

Paul: Exactly, the torch is going on, exactly. 

Paul’s dynamic lesson and five dollar challenge to aspiring high school computer science 

students is a fitting example of the behavior of a teacher that strongly believes that what he is 

doing in the present will have a strong and positive impact on the futures. 

 4.7.4 Interview findings and how they address the purpose of the study 

  The interviews helped to illuminate the exploration of the participants’ thoughts and 

feelings about possible futures for themselves and their students. Each interview was unique, and 

this helped to show the variety of teacher perceptions of futures at the school. The interview data 

and analysis certainly enriched the study and were in concord with the purpose of the study 

found in Chapter 1.4. Picking up on a musical metaphor introduced earlier, while the focus group 

findings provided several voices (similar to those in a symphony), the interviews provided 

individualized improvisational depth based on the theme of teachers and futures (akin to jazz 

solos, where no two are alike, and creativity is important). While the interview findings are 

strong enough to stand on their own as a research project, they are better understood when they 

are drawn together with the survey and focus group findings as well. 

4.8 Culminating summary of key findings 

 When the survey findings are combined with the focus group and interview findings, 

what emerges is that teachers do think about the future, are generally hopeful that planning now 

can help solve problems that will arise, but that there is little long-term thinking beyond one 
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natural human lifespan. Teachers are hopeful that technology will help to solve problems, while 

realistic in pointing out that new innovations will also lead to new problems as well. 

 Regarding school systems, teachers express a belief that the status quo of a public and 

tax-funded education system that will remain the dominant form of education for at least fifty 

years. Innovations within the system (such as the automation of student assessment and 

evaluation) will occur, but that ultimately the connections between adults and teens will continue 

to be the mainstay of education systems. 

 The teachers at Riverview expressed a realistic optimism for the future, as shown in their 

belief that they were positively affecting the future lives of their students, and that education 

would help to solve the most significant challenges facing humans across a variety of fields. 

Their hope is realistic in that the teachers do not foresee any miraculous technological solutions 

that save humanity from the threats of war, famine, or global warming. Rather, these threats and 

others like them will be faced by educating people, one person at a time, preparing each person 

to face the challenges of his or her own time. 
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Chapter 5: Second-Level Analysis and Synthesis 

 The purpose of this study is to discover how teachers feel and think about the potential 

futures for themselves and their students, and to explore how teacher perceptions of futures 

inform and are enacted in their teaching practices. The findings alone show something of the 

many ways that teachers at Riverview perceive futures, and upon further analysis they inform the 

final conclusions of the study. 

 After compiling the data in nVivo and running a variety of queries, I started to look at 

what was emerging in the findings as I began my analysis. It became clear that the types of 

findings that emerged from the survey were in fact different form either the focus group or 

interview findings, and drawing all three groups of findings together into meaningful conclusions 

would require a logical synthesis. Integral theory provides the underlying backdrop for the form 

of analysis that I used as I moved through the process of drawing information from data, 

knowledge from information, and ultimately arriving at a synthesis. 

5.1 An Integral Analysis of the Survey Findings 

 Returning to Esbjörn-Hargens (2009), by placing each of the findings in the middle of the 

quadrants I was able to again apply the perspectives of the four quadrants to evaluate to 

significance of the finding in question. Furthermore, doing so also helped me to consider other 

core facets of integral theory as they apply to the study findings. In each case, applying all 

quadrants is the beginning, but then also applying all levels and lines aided in fleshing out the 

findings in a way that led to a thorough and illuminating integral analysis of the findings. 

 5.1.1 Quadrants reflected in the Survey findings 

 The survey helped to draw reliable data from a broad spectrum of people and provided 

quantitative data for analysis. As such, the survey tool and the data it produced best reflect the 
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UR quadrant of integral theory, with its focus on the exterior-individual perceptions and realities 

drawn from objective and empiric ways of thinking. 

 In this integral analysis, the survey results clearly show that Riverview teachers operate 

from an understanding of time that includes the three phases of past, present and future. 

Furthermore, they believe that the future is shaped and changed in part by human activity, and 

that individuals can exert an influence in the present that will lead to more preferable futures. 

The survey clearly points to teachers strongly believing in planning, and in the need to teach 

children to plan as well. 

 However, when asked specific survey questions about predicting possible futures, the 

teachers tended to choose the status quo as the most likely future. The logic that things will 

continue to be in the future as they have been in the past, with minimal significant change 

seemed to be the middle ground reflected in the survey data. In fact, logic and science, which are 

the mainstay of the UR quadrant, guide Riverview teachers when it comes to prediction. The 

survey clearly showed that predictions made by scientists, medical doctors and meteorologists 

were trusted the most by the teachers. 

 5.1.2 Lines of Development reflected in the Survey findings 

 The cognitive line of development was the most prominent line that emerged from the 

survey data. The appeal to reasonable and muted predictions about futures reflected the calm, 

sober second look, the careful development over time as the trend for the teachers. Being strong 

in the cognitive and paired with significant emotional development regarding empathy for the 

moral task of educating children showed that the teachers, as a group, also shared a high degree 

of moral and ethical development. Since the teachers generally shied away from the most 

imaginative, catastrophic or fantastic predictions it also showed that they were not, as a group, 
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great risk takers. This was not surprising, since they represent the human portion of a 

government institution that has continued with great stability in Manitoba for the past century. 

As public school educators the participants are stable, upstanding citizens who are trustworthy, if 

not a bit unimaginative and who benefit from a comfortable status quo. As the teachers and 

protectors of children, they are well suited to their work, and are highly developed cognitively, 

morally, ethically, and emotionally. 

 5.1.3 Levels of Consciousness as revealed in the survey findings 

 The survey itself was a limited tool for determining the levels of consciousness of the 

teachers. The most effective way that I found to reflect on the levels was to compare the survey 

to the results of the Pew internet survey. When doing so, the teachers at Riverview more often 

chose an average response, and were less drawn to extremes of prediction when compared to the 

American Public. I took this to indicate that the teachers were cautious, and thoughtful, and were 

functioning at a higher level of conscious than the American public, as represented in the Pew 

survey.  

 The teachers seem to be functioning at a green level, corresponding with the 

Individualist/Pluralist level of consciousness based on the coloured spectrum of levels that 

Wilber (2006) provided in Integral Spirituality. They are aware of and value multiple 

perspectives and the existence of multiple competing systems, which also fits Kegan’s (1994) 

sense of “institutional” consciousness. Of course, this assertion of a green level of consciousness 

averages together several individuals and is filtered through the lens of the survey data only, so 

this is a limited view. 
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5.2 An Integral Analysis of the Focus Group Findings 

 5.2.1 Quadrants reflected in the Focus Group findings 

 The focus group findings arise from conversations shared between colleagues during 

eight hours of recorded discussion about teachers and futures. The findings came out of a 

community, and therefore best reflect the sensibilities of the LL quadrant of integral theory. The 

LL quadrant is the domain of the intersubjective, the shared experiences of people in groups. As 

the teachers shared their ideas about the nature of time, the ideas of past/present/future, the 

efficacy of predictions and the standards for reliable predictions they co-created shared 

understandings of futures that reflected their role in a larger, shared culture of the high school, 

and in the school system as well.  

 The connections to school systems also drew the focus group findings in the direction of 

the LR quadrant, as the teachers expressed limitations within the system that served to orient 

them to being able to discern between fantastical predictions about school systems and more 

practical, workable, and imaginable forecasts for possible schools in the future. The LL quadrant 

is the domain of larger systems, over which it seems that people (individually or collectively) 

seem to have little influence. The public school system itself did, at times, seem so monolithic 

and well established in society that it took on the traits of far larger systems, in terms of its 

seeming permanence and immutability. 

 5.2.2 Lines of Development reflected in the Focus Group findings 

 The focus group was an enjoyable group to meet with over the course of eight sessions. 

All of the members in the group worked in the same school and were known to each other. 

Participants in the focus group seemed to bring with them an interest and curiosity about futures, 

and this led to a variety of engaging conversations which I was able to keep on track through a 
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set of pre-determined focus group questions. All of this revealed that the group was highly 

developed regarding social constructs surrounding discourse, and the sharing of ideas within a 

group. The group was never combative, but differences of opinion were frequently shared and 

received by the group as a relevant and alternative views. The mature social-emotional 

development of the group was clear, as was the ability for the group to think through complex 

ideas in logical ways. 

 The group was almost unanimously optimistic about the future, but not to a great degree. 

Their optimism was muted by the spectres of global warming, possible warfare, and political 

unrest. This form of cautious optimism seems to have also limited the imagination of the group 

where futures are concerned, as evidenced by the general agreement within the group that the 

most likely SfT scenarios were 2a, 2b and 3a. These scenarios re-cast schools as core social 

centres, with a strong emphasis on developing social bonds and skills for students, along with 

significant use of technology for communication. Scenario 3a envisions a widespread 

disestablishment of school systems in favour of networked learning opportunities based on a 

wide diversity of social and cultural priorities, interests, and concerns. These scenarios envision 

schools as smaller, more technologically advanced, and more attuned to the specific needs of a 

smaller number of learners. 

 That the group chose these scenarios as the most probable reflects their student-centred 

approach to learning. A school is not a place where arbitrary standards of skill are presented and 

assessed, and where all students are made to be the same, but rather a place where individual 

young people can grow in a variety of ways that will ultimately benefit the common good. This 

vision of schools of the future reflects the strong line of development that values self-discovery, 
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and self-efficacy. It also mirrors a Piagetian understanding of the learner at the centre of the 

learning. 

 5.2.3 Levels of Consciousness reflected in the Focus Group findings 

 The focus group was a dynamic and highly reflective group. They seemed to operate at 

the teal level, one step above green. This became clear to me early on, as the group 

spontaneously developed a model for determining the credibility of predictions of futures that 

drew in the ideas of experience, scientific backing, a longitudinal sense of credibility, and the 

requirement that the person making the prediction have nothing to gain by doing so. After 

creating this model for trusting reliable predictions, they applied their new construct in further 

focus group sessions when the topic of predicting futures arose.  

 This development of the interrelated details that lead to trusting predictions to a greater or 

lesser degree showed me that they were very capable futures thinkers, and that they were aware 

at Kegan’s (1994) inter-individual level, correlating with a teal level of consciousness. The group 

was a deeply thinking, deeply trusting and creative group, and all members were mutually 

encouraging to one another as they shared their ideas. 

 While they may have operated at a teal level, there were moments of red and orange in 

the group as they wrestled with ideas of energy consumption and immigration, and in the 

occasional joke about student success. These temporary “states” tended to show up guised in 

humour, in order to break the tension around a difficult subject, and then the group would resume 

their discussion (with little overt prompting from me as the moderator and researcher) at the teal 

level. Temporary “states” above teal were not clearly recognized by me, but there were flashes of 

brilliance, as we shared imaginative conceptions of time, and thought about what we could do in 

the present to inspire students to bring about more preferable futures. Tears were shed, and 
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people were moved in these temporary states, but on the whole, the group seemed to function at 

a teal level of consciousness.  

5.3 An Integral Analysis of the Interview Findings 

 5.3.1 Quadrants reflected in the Interview findings 

 The interviews provided the most subjective and personal data about teachers and the 

ways that they think about futures. This deliberate focus upon the individual is reflected in the 

UL quadrant of integral theory, which focusses on the interior, individual experiences of a 

person. As such, the conversations leading to the interview findings were each unique, yet taken 

as a group a set of findings emerged.  

 When the teachers tried to explain their personal conceptions of time, they often sought 

grasping points in their memories that were also connected to places. Some teachers actually had 

difficulty talking about time without also somehow talking about a space, or a place. These is 

understandable enough, since the two constant backdrops to human existence seem to be space, 

and time. One is always in a space, and in a time, so it is natural enough to use one to describe 

the other. This persistent idea was present in many of the interviews, and points to the underlying 

and massive systems that are the domain of the LR quadrant; time and space are impossible to 

escape, and are so bound together in experience that it can be possible to confuse the one with 

the other. 

 Teachers also oriented their understanding of time around events, such as birthdays, 

graduations, marriages, and funerals. While still connected to places, this conception of time was 

more loosely bound by parallel references to space or place. Even based time helped teachers 

orient themselves to other people, which is a clear link back to the LL, social quadrant.  
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 Of course, the dominant conception of time that teachers held was clock and calendar 

time, which carefully measures out time as something of a commodity. This notion of time, as 

numbered seconds, minutes, hours, days, weeks, months, and years is clearly a UR exterior-

individual concept. It is also the version of time that teachers were most able to consider 

possible, probable and preferable futures. 

 Teachers think about futures quite a bit, and most of that thinking they would describe as 

planning. Planning is highly valued by teachers, and the clock and calendar work as a tool to 

leverage the imagination towards a time to come. Teachers, even those who valued living in the 

moment and being present minded, saw the wisdom in planning ahead for the school year, for the 

next summer break, and for longer term events such as retirement. However, few teachers 

interviewed in this study saw value in planning personal goals that were several decades into the 

future. 

 The interview findings are clearly the product of research methodology that fits within 

the UL quadrant, but as the teachers spoke, it was clear that their perceptions of time and futures 

could be mapped over all four of the quadrants. The subject of time is vast, so having interview 

findings emerge in all the quadrants is not that surprising. In fact, the interview findings on the 

whole served to provide a richness and depth to the focus group and survey findings as well. 

 5.3.2 Lines of Development reflected in the Interview findings 

 Of the three sets of findings, the interview findings were drawn from the most emotional 

and raw set of data collected during the study. The emotional depth and the trust that teachers 

placed in me as the researcher was, for me, both a surprise and an encouragement. I was 

honoured that twelve of the teachers who I work with would also be willing to each sit with me 

for an hour of their time while I asked them probing questions about how they came to think 
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about futures in the ways that they do. I was also surprised at the depth of their self-disclosure, 

and thrilled by their complex and enlightened notions of time. 

 The interview findings revealed a developmental line of professionalism, of pride in 

doing a good job, and of caring for and teaching teenagers. The teachers were highly developed 

as professionals, and their level of self-reflection about their work as teachers was displayed by 

the variety of anecdotes they were able to call upon in order to illustrate their ideas about how 

time and futures worked into their classes with students. The level of planning and care that 

teachers take to deliver their lessons to students came out in the interviews, along with their 

belief that teaching teens to be effective planners was also an important part of their role. 

 The teachers also showed developmental lines of empathy, emotional presence, and of 

great abstract reasoning, but these varied from interview to interview depending upon the 

participant. Similar to the focus group findings, the teachers revealed a great degree of 

intellectual and emotional development, bound with a deep understanding of their role in helping 

to shape the lives of the people who would ultimately grow up and replace them. This ability to 

be willing to take a bow and step aside for the young people who were coming was both a 

melancholy and celebrated notion that emerged from the interviews, and the teachers could see 

that hope for the future (if there was to be any) could be placed in the children of the present. 

 5.3.3 Levels of Consciousness reflected in the Interview findings 

 There was no single level of consciousness that came out of the interviews. At times I 

was discouraged that teachers seemed so focussed on the present, and only on the practical 

benefits of planning a season or two in advance while seeing no point in thinking a generation or 

two or three further ahead. Sometimes I was shocked at how red and amber teachers’ levels of 

consciousness seemed to be. However, as the researcher, I listened carefully, and also 
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experienced moments where the ideas expressed seemed to be teal, turquoise and indigo. 

Certainly one teacher in particular, Paul, seemed to exude energy, enthusiasm, and very big ideas 

which he would draw down into crisp English sentences to help me to understand something of 

his brilliance. This range of levels of consciousness is completely understandable since I 

interviewed twelve very different people. I was surprised a bit by the range in levels of 

consciousness, and in the teachers’ general inability to value the practice of thinking about 

longer term futures. From this analysis I have determined that the teachers at Riverview 

represent a wide range of general levels of consciousness, certainly this is true when they are 

asked questions about how they think about time, and more importantly, the times to come. 

5.4 Drawing together a synthesis and revealing interconnected themes 

 Drawing together the three sets of findings leads to a developing synthesis of the many 

ways that teachers at Riverview think about futures, and is illustrated in Figure 15. The teachers 

are a pragmatic group who accept completely that there is such a thing as a future time, and that 

people can change the future by acting in the present. Acting in the present to change the future 

is dominantly understood as the function of planning, and the teachers highly value planning. 

 However, the notion of planning only begins to create a common ground for anyone who 

would want to talk to the teachers about the benefit or need for much longer term planning. 

Planning, for the teachers, is seen as a cyclical process mostly, with an occasional goal that has a 

longer time frame. Teachers are good at thinking in 3-5 year timeframes, and this is due in part to 

the kinds of education programs they took as students and now reinforce as teachers themselves. 

The teachers begin to doubt the value of longer term planning that is a decade out or longer, and 

this is due to the many factors that crowd in, making long term visions, plans and goals seem far 

more improbable as they are forecast further and further into the future. Planning is a start, but 



 

204 

planning alone, even long term planning, is not the kind of hopeful futures thinking that tackles 

problems such as world poverty, global warming, and the advent of robust artificial intelligence 

that can out-perform human intelligence. 

 When the teachers of Riverview do think about the longer term futures, they imagine that 

education systems and schools will continue on into the futures with minimal alteration, except 

that more assessment will be automated and courses of study will be much more focussed upon 

the unique learning needs of students. They do not envision futures where their jobs no longer 

exist, being replaced by either intelligent machines or the chaos of war, economic collapse, 

environmental degradation, or any other combination of factors. The possible futures they 

envision are also preferable for those who work within education institutions, and are hopeful 

and optimistic visions of futures that remain stable, supporting broad systems of state-sponsored 

and tax-funded universal education. The preferable futures the teachers of Riverview envision 

see life continuing on with a high degree of literacy and numeracy, renewals in curriculum that 

respect the lessons of history, and which maintain the central place of teachers as the main 

influencers of children sorted into age and ability based cohorts. This is a “happily ever after” 

vision of the future, to be sure, and I hope that the teachers predictions are accurate. If so, the 

future is friendly and stable. 

 Children under the influence of such teachers learn about the predictable advancement of 

time, and the assumed advancement of all things good, including peace, health, meaningful 

intellectual and physical challenges. Children are reassured that things are getting better, a little 

at a time, across many fields of study, in many ways, in many places. The predictable and 

cyclical school year, the semesters, courses, bells and weekends reinforce the notion that time is 
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ordered, divided, harnessed and under control. The times themselves are not seen as volatile, 

uncertain, complex and ambiguous (VUCA).  

 VUCA futures were invented by militaries to point to conceptions of time that are far 

more terrifying than the visions of futures that the Riverview teachers implicitly and explicitly 

share with teenagers who are emerging into adulthood. In fact, teachers defend against the terror 

of VUCA futures by reassuring students that no matter what the future holds, no matter how 

volatile, uncertain, complex or ambiguous, that the antidote to all of that is a good education.  

 The notion that teachers are purposefully teaching teenagers as a buttress against VUCA 

futures underlies the clock and calendar world of the school, the cellular nature of subject based 

classes, and the order that schools draw out of what would otherwise be chaos. In some ways, a 

well-ordered school is a gem of any civilization, a tribute to order, learning, and good  

government. That teachers would like to keep things as they are, and only accept or reject minor 

changes to the institution is completely understandable. 

 5.4.1 Gaps and contradictions in the futures thinking of teachers 

 Yet, the irony is that in order to keep schools functioning as the best cultural defense 

against overwhelming VUCA futures may mean having to change schools completely. In other 

words, to keep schools the same, they may have to change. They may stay the same as respected 

and necessary systems for educating people, but may have to change to deal with new forms of 

volatility, uncertainty, complexity, and ambiguity that will emerge in the next decades and 

centuries. 

 As Figure 15 shows, the teachers express beliefs in futures that span out across the 

quadrants of integral theory, and the eight interconnected themes hold together to reinforce a 

science-friendly, secular and optimistic view of the status quo with incremental improvements 
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over time. This is a healthy but short-sighted disposition towards futures, and three notable gaps 

in the futures thinking of the teachers need to be addressed. 

 Figure 16 highlights three gaps, or disconnects, in the futures thinking of Riverview 

teachers. The gaps illustrated in Figure 16 represent contradictions that arose regarding futures 

thinking as the eight interconnected themes were superimposed upon the AQAL quadrants. 

Figure 15. Eight interconnected themes superimposed on the AQAL Quadrants. 
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While it is clear that all eight of the themes overlap and are interconnected in the ways that 

teachers think about futures, the three gaps represent ways of thinking about futures that the 

teachers are missing. Considering these gaps and the contradictions they illuminate could help 

Riverview teachers to develop more comprehensive forms of futures thinking. 

 Gap 1 illustrates that while teachers trust scientific predictions, a UR quadrant idea and 

value, this belief is not well connected to their LR quadrant understandings that the futures will 

remain status quo. In particular, great advances in computer science and biology alone are now 

leading to applied science that is already challenging the status quo futures of schools. The 

predictions of scientists (which the teachers most trust) point to revolutions, not evolutions in 

education systems. The dizzying pace of advancements in CRISPR and AI alone illuminate 

possible and probable futures where human cognitive enhancements and replacements challenge 

the most robust theories of human learning and cognition. This gap in the futures thinking of 

teachers is perhaps a form of denial, since upheaval within school systems would likely be bad 

for teachers overall. 

 The second gap illustrated in Figure 16 is that while teachers expect the status quo in the 

most probable futures (LR), they view school system planning as a separate activity (LL). It is 

almost as though planning activities should occur only because they represent the status quo, and 

not because having plans and visions for futures may in fact change things. Teachers seem to 

value school division planning (LL) as a buttress against change forces from outside (LR) instead 

of as a catalyst for change within the system itself. As such, the teachers (and the systems in 

which they work) set themselves up to be the passive receivers of change, ever on the defensive 

against innovations in culture, technology, and teaching practice. This disconnect illustrates why 
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school systems are inherently conservative, holding on to the past, managing the present, and 

preparing defenses against futures that include imposed change. 

 The third gap illustrates is that while personal planning matters, the lack of concern about 

adverse societal change mutes the value of personal planning. The subjective, UL plans a person 

makes are not believed to be important in the LL futures of cultures on the whole. This particular 

Figure 16. Analysis revealed gaps in the futures thinking of Riverview teachers. 
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gap is overcome by the ways teachers link personal planning to their beliefs about personal 

agency, and the value of planning for one and all, but disconnecting “my” plans from “our” plans 

or “our” futures is an area of futures thinking where Riverview teachers could grow. 

 As an example of the third gap in action, a person who needs to get rid of used motor oil 

has an immediate problem (UL). Disposing of the oil into the city sewer solves the problem in 

the immediate for the individual (UL), but disregards the futures for culture (LL), society (LL) 

and the environment (LR). A person who closes the gap between personal planning (UL) and 

potential damage to societies (LL) is less likely to pour the oil down the sewer, and must plan 

ahead to dispose of the oil in a safe way (UR) that benefits all (UL,LL,LR and UR). 

 These three gaps are not intended as damning criticisms of the teachers, but rather point 

to gaps in their futures thinking where the teachers could grow. Creating better connections 

between all four quadrants where futures thinking is concerned would help teachers to develop 

more coherent and comprehensive views regarding the significance of futures thinking. This in 

turn would aid teachers as they perform the critical and vital work of educating young people to 

inhabit whatever form of futures emerge into the present. Much of education is about becoming 

prepared, and in this instance, this study itself can hopefully prepare teachers to consider many 

futures, in order to face whatever is realized in a not-so-distant present. 

 The survey, focus groups and interviews all worked together to confirm that teachers do 

think about long term futures as a form of planning, and see that envisioning long term futures 

has limited practical value, especially when there is so much to do and plan in the short term. Yet 

at the same time, the optimistic notion that the status quo in schools will continue, with 

improvements as the years go by is a version of a long term future that insulates students from 

the terrors of VUCA futures. The status quo vision of long term futures also leads to the system 
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reproducing itself in every generation, as education always advertises itself as the best way for a 

person or a civilization to grapple with the chaos of possible VUCA futures.  

 This form of futures thinking among teachers, one that perpetuates the system and serves 

as the best antidote to chaos and societal melt-down, has worked well in Manitoba (and other 

jurisdictions) since it was established about 120 years ago. Yet the system has not always served 

all people well, and has done great harm in some cases, as any look into the experiences of 

indigenous peoples and school systems demonstrates. The world remains a VUCA world for 

many who do not benefit from the status quo system. 

 Furthermore, the conditions that led to 120 years of improving literacy and numeracy 

within universal education systems have changed. The education systems of the present were 

built upon assumptions about science, technology, culture, religion, human rights, and economy 

that are no longer workable. Civilizations are out-growing out-moded models of economics, 

human rights, and education. As people embrace innovations in science, human rights and 

technology school systems seem more and more like old-fashioned anachronisms, tolerated as 

necessary right now, but also stuck in the past. 

 If the world really is already changing so much that entire countries and cultures are 

being subsumed, then it is certainly a good time for those within education systems worldwide to 

look beyond. Look beyond the status quo, which will no longer lead students to more preferable 

futures. Look beyond the ways we have always done it, look beyond, far beyond, in an effort to 

plan ahead to a new, post-national, post-educational age. 

 If teachers are to have any hand in helping to form this new world, they will need to 

move beyond visions of a status quo future for themselves and their students. The final chapter 
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of this dissertation proposes what could be done in the present to aid teachers in understanding, 

and preparing for the times to come. 
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Chapter 6: Conclusions, Recommendations, and Choices about Futures 

 Human beings have the ability to anticipate the times to come, which is wonderful, but it 

can also lead to a debilitating and morose fixation on one’s own mortality. Thinking about the 

future leads to thinking about one’s own death, and this is reason enough for many people to 

avoid futures thinking whenever possible. However, futures thinking also enables individuals, 

families, cultures and civilizations to envision a grander narrative of past/present/future that 

transcends the brief moment of existence of any one individual. Short term thinking and living in 

the moment are certainly most necessary in stressful and threatening times. Expediency takes 

over, and “what should be” is often replaced by “what is required immediately”. Thinking only 

about what is needed in this moment, however long we wish to define the present moment, is 

practical and calming. It also reduces the potential for worrying about imagined possibilities that 

many never come to be.  

 Unfortunately, the needs of the moment do not always align well with the needs of the 

longer term, and envisioning futures that are positive, healthy and peaceful may mean taking 

decisions in the present that seem counterintuitive. As a very simple example, if it is January and 

I envision running a half-marathon in June, then I should run more and eat less chocolate in 

January. As a far more complex example, if it is 2017 and the leading nations of the world wish 

to limit global warming by 2050, then they should stop mining and burning coal now. Taking 

such a decision seems like too large a sacrifice in the present and impossible to coordinate due to 

a lack of very long term planning and deliberate futures thinking. This sort of trade-off from the 

present for the future is the sort of planning activity that teachers pass on to students. Sacrifices 

in the present lead to greater gains in the future. School systems are built upon the premise that a 

socially functioning, literate and numerate citizenry will be better prepared for VUCA futures, 
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and civilizations worldwide routinely give over the first 20 years educating a person to gain 60-

80 years of vitality later on. 

 The teachers who participated in this study envision a changing world with a status quo 

education system, and share this status quo vision of longer term futures with their students. 

Some of their sharing is overt, as they tell students to plan, to get ready for college or university, 

to stay in school, to prepare for whatever may come next. Some of what the teachers share is 

bound up in the process of schooling; the solid brick building, the regularity of the rhythm in a 

day, a month, and the September to June school year. Generations of children have been taught 

this way. Specifically, Riverview was established in 1964. The graduating class of each year is 

dutifully photographed, framed, and placed on the walls for all to see. Rarely do the students 

consider how many photographs of the dead they pass each day on their way to the gym, the 

library, or the math class. Time is cyclical, but time’s arrow points us all towards our own 

personal annihilation, and we need to find the best ways to prepare the greatest number of us for 

those who will take our places. The best time to think about the future is always the present. 

 This study shows that teachers at Riverview do think about the future, but that long term 

envisioning of possible, probable and preferable futures is an under-valued skill set even within a 

high school staff that is progressive inclusive, and tech-rich. The mechanistic regularity of clock 

and calendar time, further amplified by school bells and schedules, has a way of anesthetizing 

teachers to the incredible economic and social changes that are occurring outside the doors of 

their schools. Everyone assumes that school will end in June, and pick up again in September, 

that the doors will be open, tax dollars will arrive to fund the work, and that parents will trust the 

system to do a good job of educating their children. These assumptions of a cyclical future are 

less credible than in the past, as forces of technology, economy, and a revival of neo-nationalism 
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erode the foundations upon which public, secular, tax-funded universal education systems were 

built. 

 Teachers at Riverview and elsewhere would benefit from specific training in longer-term 

futures thinking. Professional development that focussed on futures that begin 50 years away at a 

minimum would help teachers look beyond the circumstances of their schools in the present and 

would help them to prepare children better for a world where rapid advances in technology and 

rapid degradation of viable living habitat are brought into the equation of education. 

 Teachers who were purposefully trained to think about preferable futures 50-100 years 

from now would also then be equipped to share this sort of longer term thinking with students, 

not as a unit, or a block of study, but as a continual attitude toward the ever-expiring present and 

the continual possibility of better times to come. Learning to think about longer term futures 

would create teachers who were positive and hopeful about the futures, and they would be less 

easily lulled into inaction by the reassuring rhythm of the calendar and the clock. 

 The conclusions I have drawn and five recommendations that follow serve as the 

summation of this study. The teachers at Riverview proved to be caring, responsive, and 

intellectually curious about the notions of time, futures, and potential futures for education 

systems. I was comforted to find that caring and intelligent people are in charge of helping 

teenagers to become young adults. I can only hope that my study reflects them accurately, 

honestly, and provides them some further direction to build into the lives of young people in 

even more dynamic and impactful ways. 

6.1 Conclusions Stemming From the Research Questions 

 Taken together, chapters 4, 5 and 6 provide detailed and involved answers to the eight 

research questions; this section is intended as a reprise to provide a concentrated answers in a 
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direct way. As such, the answers here do not provide the whole story, but are summations. The 

eight questions were purposefully distributed over the four quadrants of integral theory, and the 

answers here are discussed using the same construct. 

 6.1.1 Questions #1 and 2, reflecting the UR quadrant. 

 Learning about the ways that Riverview teachers enacted futures thinking was first 

accomplished by the survey, while the focus group and interview findings further informed and 

augmented the data coming from the survey. Teachers disclosed their practices and beliefs 

anonymously, and a picture emerged of a group that quite uniformly value planning, believe that 

humans have an influence on futures, and subscribe to status quo scenarios of education in 

Manitoba over the next 25 years. 

 When teachers were asked about potential technological breakthroughs over the next 50 

years they anticipate riding in self-driving cars and the discovery of life on a planet other than 

Earth, but doubt that students will learn faster due to biomedical enhancements or that teachers 

will be replaced by AI. In general, teachers viewed futures that challenged or replaced the status 

quo of educational systems as unlikely. This seemed to be a form of denial at play; futures that 

included the demise of teachers, teaching or educational systems were regarded as less probable 

to occur. 

 The survey data also provided the first glimpses of what teachers thought about cultures 

and civilizations, which may also point to their general perspective on human nature as well. For 

example, teachers were more willing to accept notions of massive technological change much 

more readily than notions of massive social improvements. For example, the survey results 

clearly show that teachers believe that famine, poverty and warfare will persist in the futures no 

matter the efforts taken to limit them. If the teachers believe that humans will not or cannot 
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change their proclivity for selfishness and violence it may indicate something of what teachers 

think of human beings more generally. Believing in the possibility of an end to famine, poverty 

and war is linked to the way that people think about people. If teachers think that it is unrealistic 

to imagine an end to famine, poverty and war, and if their beliefs are transmitted to children 

either purposefully or accidentally, then ending these scourges does in fact become less possible.  

 Teachers adhered to visions of futures that envision the status quo, but with more 

technology involved in student assessment, and more personalized and customized educational 

programming for individual students. To sum up, the teachers at Riverview envisioned a future 

much similar to the present, with similar challenges, opportunities, and continued employment 

for future teachers, doing similar work to what is done in the present. 

 6.1.2 Questions #3 and 4, reflecting the UL quadrant. 

 The ways teachers talk about their perceptions of futures and how futures thinking affects 

their lives were explored in the focus groups and interviews. Teachers constructed personal 

narratives about how they became teachers, and about the role that thinking ahead (by 

themselves as individuals and also by their families) and planning played as they faced 

unknowns on the road to becoming teachers. No teacher expressed the possibility that they had 

ended up teaching accidentally, or that they felt either trapped or blessed by the way the universe 

had conspired to doom or destine them to be teachers at Riverview. 

 Instead, teachers told stories of their youth that were filled with the notion of choices, 

weighing options, considering the opinions of family, pursuing dreams, and ultimately becoming 

teachers at Riverview. In some cases, the narratives of the past included the sidebar that teaching 

was not the first choice, but that it had worked out better than expected nonetheless.  
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 In all cases, all focus groups and in all interviews, teachers expressed that they were 

satisfied or thankful or happy with being teachers, and with how things turned out. This 

positivity could be explained by the fact that only positive teachers would volunteer for a 

research study ongoing in their workplace. It is possible that embittered, hopeless, frustrated, 

depressed and despondent teachers work at Riverview, but if so, none of them volunteered for 

this study. If a study could be designed to capture the futures thinking of this possible group of 

teachers it would certainly be worthwhile conducting. 

 The ways the teachers characterized choice as important in past time and present time 

continued as they explained that choices in planning ahead mattered greatly, even if strong 

planning could not guarantee positive futures. The sense was that greater well-being was possible 

through better planning, but that long term futures were always unknowable. 

 Teachers generally expressed that they planned ahead because planning had worked well 

for them in the past. They also explicitly worked to promote the notion of planning ahead with 

students, doing so in many ways. Teachers employ many devices to help students learn to plan, 

including assignment deadlines, a four year goal of graduation, and thirty credits, or courses of 

study to be achieved in order to get there. Learning about priorities in planning (such as passing 

the course before buying the grad dress) provided many anecdotes about how teachers can be 

exasperated by the perceived incapacity of teenagers to plan ahead. 

 The most telling example of a connection between planning, well-being and a positive 

self-concept came in the interview with Kim. As she thought about and expressed how she 

valued planning, she drew the conclusion that planning was not an event-based activity, but 

rather an over-arching construct that guided her moral sense as well. Things in her life had gone 

well, had been good, when she had stuck with the plan. Conversely, when she deviated from her 
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plan, she experienced poverty, isolation, and shame. This notion of planning ahead and following 

the plan as a way to orient oneself to good health, friendship and career success was uniquely 

expressed by Kim, but planning, and not deviating or leaving the plan were ideas that the other 

teachers also addressed. 

 The teachers in this study use short-term futures thinking to orient their lives, and to 

achieve goals they set in futures that are rarely more than a year away. Sticking to the plan is 

seen as a sign of a disciplined life, as is accomplishing a goal that takes several years of planning 

to accomplish. Questions 3 and 4 were answered as teachers expressed their trust in planning and 

admired the discipline of people and civilizations who made big plans and saw them through. 

When I asked them (in interviews) how they responded when plans did not work out, they often 

provided funny anecdotes about failures, and how they picked up the pieces and moved on. 

Further research into the resilience of teachers in the face of strong planning that fails would be 

worthwhile. 

 6.1.3 Questions #5 and 6, reflecting the LL quadrant. 

 The socially constructed nature of time and potential futures were explored mostly in the 

focus group sessions. Here, teachers who had in most cases worked together for many years got 

to discuss their understandings of time and of futures. As the group gelled, they spontaneously 

developed a set of conditions for judging the reliability of predictions about futures based upon 

the credibility of the person doing the predicting. This co-created model of prediction reliability 

helped to set the tone for the group. 

 As the group discussed how Riverview would change over the next 50 years, a careful 

and cautious discussion of race and inclusion developed. All of the teachers in the group were 

Caucasian except for one, and all had roots in Canada for at least two generations, some much 
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longer. Bob was the exception to this, having arrived in a Canada as a refugee child from 

Vietnam. As the group discussed the changing demographics at the school it was clear that they 

were carefully choosing their words, as they obliquely touched upon the significance of race and 

culture among the student population at Riverview.  

 Students come from around the world to attend Riverview, and the number of races and 

cultures represented in the hallways and classrooms is very high. Frequently these students arrive 

in Winnipeg as refugees, but also as immigrants sponsored by families, or as the children of 

business owners. Furthermore, The Bison Crocus School Division also has a strong International 

Student program that sees close to 30 students from around the world take classes alongside all 

other students at Riverview.  

 The teachers had difficulty trying to square cultural and linguistic inclusion with a 

perceived need to teach a Government mandated curriculum that in many cases, is far too 

difficult for the students in class. Teachers found themselves on the front line, caught between an 

influx of newcomers and the rigors of the curriculum. Choosing one over the other led to perils 

of perceived racism if the program is valued over the needs of students, or of lowering academic 

standards to accommodate populations who cannot function in English, and who lack the cultural 

capital or influence to value classroom learning in ways recognizable to their teachers. To put it 

another way, teachers and students seem to be from different worlds, and teachers are not 

entirely sure how to best assert their positional authority to waive course requirements or enforce 

them, and fail or pass students who are clearly trying to do the best they can under the 

circumstances. 

 The ways that teachers envision futures helped them to manage this conflict between 

newcomer populations, the rigors of an imposed curriculum, and their own thoughts on race. In 
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fact, discussing these issues in the focus group helped teachers as they shared their difficulties 

and got advice and help from others in the group. Overall, the consensus was that in the future, 

more students from around the globe would attend Riverview, so something had to give, and that 

would have to be the grip on academic rigor. The teachers could see no long-term advantage for 

the students or for Manitoba by refusing to meet the needs of students in relevant ways, 

providing meaningful lessons, even when that meant that the traditional course material would be 

sacrificed.  

 This sacrifice, argued the teachers, would help the individual students but might also 

degrade the quality of the educational program at Riverview over time, if more coordinated 

approaches to educating newcomers were not planned, funded, and set into motion over the next 

few years. This shared sense of exposing and discussing a problem that might also connect to 

racist presuppositions held by the teachers, and how it could impact the futures for the school 

showed that the focus group teachers trusted each other deeply enough to discuss sensitive and 

explosive issues without fear of being attacked or having their ideas misconstrued. Furthermore, 

their willingness to have me record and report on the conversation showed that they understood 

the issue as transparent, seen by all, and not something hidden. Rather, educating newcomers in 

greater numbers is a problem that Riverview has to grapple with now and will impact the futures 

for the school depending upon how the school and school division respond to the challenge. 

 6.1.4 Questions #7 and 8, reflecting the LR quadrant. 

 Teachers work within systems. Riverview Collegiate is a system of classrooms and time 

slots and human actors which is, in turn, part of a system called the Bison Crocus School 

Division, which is itself subject to urban systems of the Winnipeg electrical grid, gas pipelines, 

plumbing, roads for traffic, which all operate within systems of weather, climate, and seasonal 
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change, which are themselves contained within global systems of energy exchange, the 

gravitational pull of the Earth on the Moon, and of the Sun on the Earth. Teachers are undeniably 

subject to all of these LR quadrant systems, and these are only a few cascading examples of such 

systems, offered here for illustration. Teachers are at the mercy of all these systems, most of 

which are clearly beyond any sense of human control. Even so, teachers are able to live, move, 

and have their being within the constraints and due to the possibilities that these systems present. 

 Human agency seems awfully small and insignificant in the face of systems that seem so 

immune to any human ability to influence, to sway, or affect these systems. Trying to 

communicate with or to understand the complexity of the systems we find ourselves within also 

seems impossible. Human smallness is amplified by the systems and complexities presented in 

the LR quadrant, yet even here, teachers and their sense of futures do have a voice. 

 It is possible that the only place where thinking occurs in the entire universe is within the 

living on Earth. Or perhaps the living on Earth are simply blind to far greater levels of 

complexity, leading them to think that they are the only thinkers present in the universe. These 

two positions lead to opposite assumptions about the point of knowing anything at all. If all 

knowing is human knowing, then anthropomorphism makes sense. This position leads to pride in 

being the most knowing of all. Conversely, if all knowing is insufficient to even be aware of 

what is, at some ontic level, far more real than anything conceivable, then all people are 

somehow being spared from greater dangers than we can ever conceive or imagine. This position 

leads to humility, and seeking knowledge becomes a pilgrimage to understanding, in the face of 

what can never be known. 

 The systems and complexity of the LR quadrant both constrain and empower the teachers 

at Riverview. They work, their needs are met through paycheques, social interaction, sick days, 
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and a pension when they get old. If they are prideful, and overestimate the effect of human 

agency, then they imagine themselves as masters of their own destiny, and they do in fact 

register a change (the significance of which is unknown) upon the systems in the LR quadrant. 

 Conversely, if they act in humility, this too has an influence on the LR quadrant systems. 

Teachers are intelligent enough to know that they do not know everything, and that much of their 

existence relies upon circumstances beyond their control, such as the orbit of the Earth around th 

Sun. Being naturally curious and effusive, teachers share what they do know, and this makes a 

difference in the lives of their students.  

 Is there any benefit or danger in approaching systems as one who is proud? Approaching 

as a leader, one who knows, and who intends to make a difference? Is there any advantage 

gained or lost by approaching systems with humility, understanding that the unknown always 

seems greater than the known?  These questions remain unanswered. And no teacher at 

Riverview operates daily in a fashion consistent with either of the extremes I have illustrated. We 

know that we know, and we know that we do not know, and we do not know as much as we 

desire to know (Tongue in cheek, perhaps some think they already know far too much!). 

 Teachers at Riverview expressed that they think they think more about futures because 

they work in a high school that has embraced computer technology. All students have internet 

connectivity every day, in every class, and the devices to interact with anyone they desire. The 

changes that made Riverview a BYOD school seemed to shake up traditional ideas about how 

high schools should run, and served to introduce new ways of thinking about teaching and 

learning to the staff at Riverview. The teachers are also to compare their experiences as 

educators with their colleagues in other schools, and they are aware that Riverview is very 

different from other high schools in Winnipeg. Have these changes come about because of, or in 



 

223 

spite of the teachers’ views on futures? Either way, the teachers of Riverview involved in this 

study were clear that they are happy to work at Riverview, and would not want to work in other, 

more traditional high schools. 

 Grand systems are at play, rules and the ability to enforce the rules at every level are the 

daily reality for teachers at Riverview. Teachers do see themselves cast in the role of preparing 

young people to take on the challenges of adulthood, and learning to think ahead is certainly part 

of that mandate. 

6.2 Recommendations 

 So what should be done in the present to address the dearth of long-term futures thinking 

among teachers? What can be done to awaken teachers to their critical role in bringing about the 

most preferable of our probable futures? Teachers at Riverview do not accept that their futures 

are predetermined, and they do believe that choices in the present can bring about better futures, 

if they choose wisely.  

 However, people do require empowerment and direction in order to make wise choices. 

By way of a metaphor that has been extended throughout this work, the “doldrums” are a 

windless time and place; perhaps Neurath’s boat seems to be stuck in the doldrums, lacking the 

wind to set a course, to set sail, and to set off. The following recommendations are practical and 

could be implemented with little difficulty, in order to allow teachers at Riverview, in the BCSD 

and beyond to set themselves to the task of forging preferable futures from the advantages and 

challenges of the present moment. 
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 6.2.1 Recommendation 1. Teachers should learn about long term futures thinking in 

 teacher preparation programs. 

 It is ironic that teacher preparation programs imagine all of the things young adults will 

need to teach children at some undetermined point in the future without providing them a course 

in navigating how to think about futures. Such a course would serve to cement the best aspects of 

the current industrial scale models of education in civilizations, while also pointing to the speed 

at which these monuments can fall to nothing. The rise and fall of education systems in Canada 

(the legacy of residential schools) and elsewhere could prepare new teachers to be thinkers in the 

mix and not only cogs in the wheel.  Several modules of study could easily bridge the gap 

between theory and practice, connecting educational futures to School Law, curriculum 

development and how technology is changing the children as well. 

 The teachers in this study clearly value planning and promote it when they are teaching 

students. As Figure 15 shows, the LL and LR quadrants are in play when teachers work together 

to get the message to students that planning for futures is valuable, even though the futures they 

envision are very much like the present. Perhaps the teachers today value planning and know that 

it matters, but really do not value long term forecasting since they become overwhelmed with 

unknowns. In his interview, Wade’s conception of “deep time” pointed to times too far into the 

futures to predict. In their interviews, Wade and the other teachers expressed the limitations with 

planning, and the UL and UR quadrants which reflect an individual perspective, even though 

they enthusiastically teach planning as a group, embracing it in the social context of the school, 

and reflecting the UL and UR quadrants. Teachers need to understand more about the strengths 

and limitations of planning, along with the valuable role that futures thinking can play in helping 

to establish a coherent and holistic perspective on short-term planning and long-term visions. 
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 At the very least, a university course about time, with a focus on educational history, the 

educational present, and educational futures would be a helpful addition to help young teachers 

realize the grand scope of their potential, serving to grow and maintain a civilization that will 

outlast them all. Learning that Education is about “what’s in it for us” far more than “what’s in it 

for me” is an important lesson that new teachers could learn in connection to educational futures. 

 By including futures studies in teacher education programs aspiring teachers would learn 

to focus not only on the smartphone in their hand, the crisis of the moment, the distraction of the 

day, but could instead learn to lift their eyes higher, which is reminiscent of the University of 

Calgary’s motto, Mo shùile togam suas. Translated from Gaelic to English, “I lift my Eyes”, 

taken from Psalm 121 (Keenan). Aspiring teachers need help lifting their eyes beyond the 

tyranny of the urgent and the joy or trial of the moment. Futures studies would help to provide a 

longer view, and aid in solving larger problems as well. 

 6.2.2 Recommendation 2. Practicing Teachers should be given in-service training to 

 learn about long-term futures thinking. 

 Sadly, the pre-retirement seminar is about the closest thing to a futures presentation that 

many teachers receive in their careers. Also, new teachers are usually hired as substitutes or term 

teachers, so the longer term futures are almost never discussed with them because their 

employers consider them as valuable, but temporary help. Even teachers with significant job 

security rarely have an opportunity to envision or imagine futures, and this is because teachers 

are busy people with little time (scheduled or otherwise) to focus too far outside of the present. 

The nature of the work keeps teachers within an operational window of a few days to a few 

weeks, with a calendar to mark to significant events arising over the next few months. 
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 When Riverview teachers were surveyed, they strongly agreed that it is valuable for 

school boards to take time to develop vision statements and long term plans. They also strongly 

agreed that thinking about long term futures would be a valuable use for professional 

development time. The value of thinking very long term is that it also makes people reflect on 

present practice, as they compare preferable futures to what they are doing in the present. 

 The value of deliberate and structured futures thinking as a PD activity for teachers 

actually became part of this study, since the focus groups functioned as a mid-week network 

(MWN) group. The group convened every Wednesday morning for eight mornings, during 

coordinated prep time that teachers were expected to use as personal PD. As the MWN group 

was drawing to a close, the teachers reported that the group discussions had made them reflect on 

futures in ways they had not previously considered, and that doing so with others had been 

meaningful to them. When these eight teachers were also interviewed in the round of interviews, 

the depth of understanding and range of ideas on futures had been enriched by their involvement 

in the MWN focus group on teachers and futures. The possibility of repeating the MWN group 

on Teachers and Futures is being proposed again for the 2017-18 school year. 

 Learning about possible, probable and preferable futures is not the kind of topic that 

teachers can learn at a Friday PD day and immediately implement on a Monday with students. 

Rather, learning about futures invites longer and more involved processes of considering oneself, 

the communities one inhabits, the overall health and welfare of these communities, and the even 

broader groups of communities they constitute globally. Thinking about futures requires a certain 

sort of selfless and communal imagination, since one of the few seeming certainties of distant 

futures is that none of us will live long enough to see them come into being. 
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 Teachers should be thoughtful practitioners of learning, and be able to imagine the times 

to come in ways that serve the best interests of their students in the present and the generations 

who will proceed from them. Doing so may help to perpetuate robust systems of education, even 

as the philosophies undergirding them and the technologies enabling education systems continue 

to shift over time. Thinking about possible futures, being able to anticipate, to extrapolate, and to 

hope for times that are even better than the present are critical aspects of being human, and 

teachers of human beings need to both embody and to share these ideas about the times to come 

with their students.  

 6.2.3 Recommendation 3. Teachers should learn about integral theory as a way to 

 map the many perspectives of their students, colleagues, and themselves. 

 Since this study was about teachers and futures, there was never a need to explain 

anything about integral theory to any of the participants. Therefore it may seem surprising to 

include this recommendation within this study. However, I too was involved with the study as 

the researcher, and as a colleague to the participants. I knew how integral theory was woven 

throughout the study, and I could see how it was very beneficial to me as I tried to understand 

how teachers at Riverview perceived futures. This recommendation admittedly moves in the 

direction of being somewhat auto-ethnographical, bound deeply within the UL quadrant, as I try 

to justify that others would benefit from knowing more about integral theory because of how it 

benefitted me as a teacher and researcher throughout this study.  

 Have I become a zealot for integral theory? Have I come to understand it as an all-

inclusive theory of everything, as Ken Wilber asserts that it is? No, but I can see how it is a 

powerful model for sorting out ideas and trying to understand things on a grand scale. Integral 

theory has its merits, and they are merits that would be of benefit to the teachers at Riverview. 
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Wilber (2003) has asserted that no one can be wrong all of the time, which is a wonderful way to 

accept and include truth claims from all possible fields. I appreciate this inclusivity within 

integral theory. Yet, if Wilber is correct, then it also follows that no one can be right all of the 

time either. If this is so, then there must be ways that integral theory gets it wrong, whatever “it” 

happens to be up for analysis or discussion. Integral theory attempts to be all-inclusive, and 

universal, yet I lack the faith to believe that it is limitless. My own integral journey has certainly 

informed this study as it was created; reviewing three specific ways that this work is an integral 

research study follows. 

 Firstly, integral theory is at the basis of integral futures methodologies, which sought to 

bring coherence to the cacophony of futures methodologies that were spawned in the 1970s and 

80s Richard Slaughter was at the forefront of drawing greater coherence from the field of futures 

studies by employing integral theory to create the integral knowledge cycle and integral futures 

methodologies. More about Slaughter and his work is found in the Literature Review (Ch. 2). 

 Secondly, integral theory informed the research design of this multi-method study, 

employing IMP as a methodological pluralism that included data from a survey, focus groups 

and interviews in a logical process, clearly mapped to the integral quadrants and their specific 

ways of knowing. Employing integral theory as the ground upon which to base a multi method 

study provided a logical framework for understanding how the data sets related to each other, 

and how they could be seen as complete within themselves, yet also parts of the grander whole of 

the study. Each data set is clearly a holon, a “whole” and “only part of a grander whole”. This 

simultaneous completeness and incompleteness is not at all an irony or contradiction when 

understood in an integral way, for all things are in fact as such. 
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 The analysis of data which led to findings, and the analysis of findings leading to 

synthesis and conclusions is the third way that I employed integral theory in the study. By 

considering each finding and how it reflected the integral quadrants, exhibited lines of 

development and suggested levels of consciousness the findings themselves (which arose out of 

an integral methodology) were re-examined with an integral analysis. The synthesis of these 

ideas, and their expression as the conclusions to the research study, arise from the application of 

integral theory to research problem, the development of the eight research questions, the 

literature review, methodology, data collection, findings, analysis, and the conclusions as well. 

 While it is true that integral theory has many detractors, it provides a way of trying to 

understand everything all at once, and all of the time. This ability to illuminate multiple 

perspectives simultaneously without melting ideas down into competing critiques and arguments 

is a great strength of integral theory. Integral theory, like other elegant ideas, is simple to 

understand for the beginner, yet reveals greater levels of complexity the longer that one studies 

how it works, what it means and why it persists. It serves as a theory to aid any and all 

intelligences that would grapple with the ancient ideas of the true, the good, and the beautiful.  

 Integral theory certainly has helped to shape my thinking, and aided me in trying to 

understand the moral, ethical, and intellectual vantage points of others, making me, in turn, a 

more integral person. For these reasons, as an unintentional self-experimenter writing an 

unintended auto-ethnography, I recommend that other teachers learn something of integral theory 

as a way to help make sense of their existence among the existence of others, and in the midst of 

all existence. This idea is large, and my words somehow make it seem silly, or obnoxious, or 

ostentatious. Perhaps this is what comes of earnestly trying to use anything finite to attempt to 

express anything infinite. As a final attempt to explain it, and a way that I explain integral to 
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others, integral theory simply helps people find a bigger big, a smaller small, and a more together 

together. And we could all benefit from a deeper deepness, a more empathetic empathy, a more 

loving love, and a more reflective reflection. 

 6.2.4 Recommendation 4. More study should be done to learn about the ways that 

 students envision futures. 

 This study explored the futures thinking of teachers, and this naturally leads one to 

wonder about the futures thinking of students. The participants of this study, and particularly 

those who identified as parents, pointed out that futures thinking is an activity that seems to 

develop after childhood. The participants perceived that teens exhibit a narrow window of time 

perception, meaning that adults have to do much of the futures thinking for teens. Whether or not 

this is the case bears further exploration. Teens at Riverview certainly are being taught very 

specific notions of futures in the implicit culture and nature of the way the school functions and 

in the explicit messages of teachers who frequently remind students that they are on a march 

towards graduation. 

 Institutional high schools like Riverview treat time as a commodity; it is scarce, has 

value, can be divided up, used, and is renewable. Clocks and calendars are a mask of control 

over the wildness of time, and suggest that time itself has been domesticated, and brought under 

human control. Students who are continually subjected to such unspoken narratives about the 

nature of time are certainly protected from the uncertainties of VUCA futures, but are also lulled 

into a form of intellectual sleepwalking. What is this doing to the futures of students? 

 Time is, fortunately, not so easily domesticated and teens thrive within episodic and 

social forms of time, remembering peak experiences, newness, fears, elations, and deeply 

trusting friends new and old. None of these forms of time are paramount in schools, and are 
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instead recognized as by-products of growing up. More study is required to determine how 

young people understand futures. The adults in their lives expound on the merits of planning and 

the existential threats of global warming, malevolent AI, and thermonuclear war. What messages 

are they receiving, and how are they enacted within students?  

 High school students would benefit from having teachers who were able and willing to 

imagine the next three hundred years over the next thirty minutes. As societies become less 

predictable thinking about futures in purposeful ways is all the more beneficial, so studying the 

futures thinking of young people is a research area currently filled with powerful mysteries.  

 6.2.5 Recommendation 5. Futures Studies material for teachers, including 

 imaginative updated education scenarios, should be developed and employed. 

 One of the main barriers to thinking about distant futures is knowing where to start. The 

teachers at Riverview plan very little beyond a year, and since planning is the least imaginative 

and short term version of futures thinking they have few models for futures thinking that seem 

applicable.  

 Looking back into the history of futures studies, Herman Kahn’s (1960) work On 

Thermonuclear War presents many fictitious, imagined possible futures, and he used the term 

“scenarios” to describe this form of storytelling. Khan’s scenarios were both detached and 

horrifying, but resonated with academics and popular culture alike because they provided a 

means for thinking about what was otherwise unthinkable. The term “scenario” grew in usage as 

futurology and Kahn’s popularity and political influence increased through the 1960s. Scenario 

planning was further developed as a futures studies methodology which is still widely used 

today. In fact, the word “scenario” is arguably the most widely understood futures studies term 

adopted into the vernacular. 



 

232 

 Teachers at Riverview and elsewhere would benefit from exposure to well researched and 

imaginative scenarios about teaching and learning. The work done by OECD/CERI on the SfT 

scenarios has languished, and the baton needs to be picked up and advanced. The same is true of 

the UNESCO work that includes scenarios with a provenance in integral futures methodology. 

Teachers need access to a wide range of scenarios for education systems, including their decay, 

destruction, abandonment, re-invention, renewal, and glorious new zeniths as well. By 

considering many scenarios teachers in turn develop a longer view and they could see a bigger 

picture emerge. Developing the capacity to see education in longer, broader and bigger ways 

could be shared by many teachers, which could serve to check the short-sightedness of decisions 

made in the moment. Increasing teacher capacity in the area of futures thinking would benefit the 

system, but would also benefit the learners as well, as teachers thoughtfully consider the worlds 

that future generations may inhabit. 

 No matter which possible, probable or preferable futures emerge into the present, it is 

likely that adults, in the form of teachers or caregivers, will care for and inform children about 

the world they experience and will inherit. Therefore, in scenarios that consider education 

systems the central role of human and/or AI teachers will care for children. Since teachers are at 

the green and growing edge of learning systems (with the learners, where and when the learning 

happens) they should be equipped in the present with scenarios that perhaps jar them out of the 

lull of the bells, clocks, and calendars. Scenarios are a way for teachers to see education systems 

as separate from themselves, and this objective vantage point is also a calm reminder that all 

teachers are members of incredibly large systems which will likely outlast any one of us. 

  With access to imaginative scenarios teachers could design new approaches to futures 

studies within their courses, or alternatively, embed them as professional habits of mind that 
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work their way into the fabric of their interactions with students. This kind of teacher capacity 

development is in the spirit of Hammersley’s (1999) multi-method boatbuilding metaphor as 

well; all teachers at Riverview could explore their own futures perspectives in comparison to the 

scenarios, the UNESCO heuristic, and their own classroom practices as well. 

 Finally, having teachers spend time thinking about possible futures has a practical 

benefit in the present as well. Teachers who think and plan in longer-term ways also tend to do a 

better job of preparing students in the present. Promoting longer term thinking among teachers to 

develop teacher capacity was one of the initial goals of the OECD/CERI (2006) Schooling for 

Tomorrow (SfT) initiative. My study at Riverview Collegiate also caused teachers to think 

deeply about possible futures, which will hopefully lead them to develop longer term planning 

and strategic thinking capabilities as educational professionals as well. As such, my intent to help 

teachers to grow in their ability to think about possible, probable and preferable futures mirrors 

the intent of the OECD/CERI (2006) Schooling for Tomorrow initiative. Reflecting on this 

process, one clear outcome of this study is increased teacher capacity development at Riverview 

Collegiate. 

6.3 Theory arising: the deep survival strength of choosing hope, and going long.  

 As the calendar rolls over to 2017 many are finding compelling reasons to characterize 

this moment as a dark time. The rise of nationalist and populist movements around the globe 

challenges the narrative of global cooperation for the global good. More people seem to be 

interested in building walls of many kinds rather than bridges of any sort. The keepers of the 

Doomsday Clock moved the hands to 2 ½ minutes to midnight, reflecting the rise of international 

rhetoric surrounding nuclear weapons. The antibiotics of last resort are becoming less effective 
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as bacteria continue to adapt, while an opioid crisis kills people in many lands at an ever 

increasing rate. Undoubtedly there are reasons for fear, and causes for despair. 

 The ancient scourges of famine, poverty, drought, disease and warfare are all alive and 

well, and many suggest they are about to be greatly amplified by global warming, the 

displacement of people world-wide, and weakened international will to help those who are in 

dire need. All of these complex problems are real, are present, and represent a threat to the well-

being and the lives of millions. Problems abound and yet, the capacity of people to survive, 

persist, and to create solutions also abounds. 

 The human capacity to solve the riddles of famine, plague and warfare has been picked 

up recently by Harari (2015), pointing out that far fewer people die from famine, plague or 

warfare now than at any other time in human history. In fact, food, health and peace are 

becoming so common that it is time to re-consider the greatest projects and pursuits of homo 

sapiens. Harari’s work Homo Deus does exactly that, providing new pursuits, including the 

pursuit of immortality, greater and more lasting happiness, and ascendancy away from being 

human, to the point of becoming gods. Harari’s futures thinking is optimistic, but also poses 

questions that perhaps frame the greatest challenges ahead for humans. Harari asks whether all 

life is just highly complex data processing, whether consciousness or intelligence has greater 

value, and about futures that are managed by intelligent but non-conscious AI algorithms. 

Harari’s questions deserve serious consideration, and require a deep understanding of the past 

and present condition of homo sapiens in an attempt to conceive of the most preferable futures. 

 Futures thinking that is useful and beneficial includes all of these threats and worries, and 

looks to the most probable and preferable futures possible given the circumstances of the 

moment. Choosing to persist, to go on, and to imagine a world that is equal to or better than this 
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one is an innate human capacity wound tightly to the will to live. When one wills to live, one 

goes about trying to solve the problems one faces. When one gives up the will to live and loses 

hope of anything ever getting better, then despair and death are soon to follow.  

 Hope is a deep and enduring concept, seen in the more than human worlds as well. Harari 

also points this out in Homo Deus (2015) A lab rat left to drown in a beaker of water will swim 

for 15 minutes in a struggle to survive before it stops struggling. Yet, if the rat is removed from 

the water, dried off, warmed up, given a bit of food and rest, then returned to the water it will 

fight for 20 minutes instead of giving up after 15. Somehow, the rat knows that there is a 

possibility of being removed from the water, and so it persists longer in the struggle to survive, 

because it remembers. Does the rat have hope? It is anthropomorphic to say so, yet a person in a 

similar circumstance who recalls adversity and the ability to overcome has greater hope that 

circumstances can change for the better. 

 Adversity has a way of deepening hope in people. Elite sport teams purposefully include 

veteran players who may be past their prime when they are in playoff and championship runs. 

The veterans have seen struggle, and they have overcome, and they can inspire those who are 

younger and stronger to persist when they would otherwise lose all hope of winning. This deeply 

human longing for a better world is captured well in The Principle of Hope by Bloch (1995), 

which points out that cultures and civilizations universally persist in a struggle to invent better 

worlds, guided by culturally and religiously bound notions and dreams of utopias. For a sports 

team, the championship represents the utopia, and it is achieved through experience, discipline, 

and a willingness to face the unknown future with tenacity. 

 Bloch (1995) was writing in a time when Heidegger’s notions of thrownness were 

ascendant. Unwilling to view Heidegger’s conception of thrownness as sufficient, Bloch pointed 
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to the utopia stories developed by cultures and religions worldwide and throughout history as 

proof that people are innately hopeful, and that cultivating hope need not be a fool’s errand, but 

conversely, a deeply healthy practice for individuals and groups alike. The notion of widely held 

hopes that are sustained communally may seem a stretch, but is easy to see manifested within the 

Olympic Movement, the United Nations, and trans-cultural, trans-national movements to 

eradicate famine, poverty, drought, disease and warfare. The eradication of smallpox by the 

World Health Organization is one of the best examples of how powerful a global and communal 

hope project can be. 

 Hope is innate and irrepressible, as natural as breathing and just as sustaining. However, 

hope can be suppressed, misdirected, misplaced and co-opted. Therefore, as the teachers of 

Riverview make choices about the terrifying uncertainties ahead they would also do well to make 

purposeful choices about what they hope for and how they will go about attempting to fulfill 

their hopes. 

 6.3.1 Going Long 

 When teachers think about longer term futures, it takes their minds off of the concerns of 

the moment, and it also takes their minds off of themselves. However, they are still thinking 

about time (how now might connect to then) and about themselves (as a person in a group, a 

school, a city or culture). This sort of thinking strengthens a person’s ability to look 

unflinchingly at potential unpleasant futures. It also forces one to face thoughts of death, as it 

logically follows that life for billions will go on after one dies. Considering the responsibility (if 

any) that those living in 2017 have for those who will live in 2117, 2300, or 3517 creates a 

perspective on existence that can diminish the most immediate concerns of the moment. This sort 
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of long term thinking is therefore unselfish, putting others before oneself, and is usually 

benevolent, especially when considering preferable futures. 

 Teachers who consider long term futures may in fact become better long term thinkers, 

and not bristle so much at the eventuality of their own demise. This kind of thinking will be 

required to solve some of the most challenging problems that people currently face, such as 

global warming, the threat of thermonuclear war, widespread diseases that does not respond to 

known medical treatments, or even graver, extra-terrestrial existential threats such as a very large 

meteorite hitting the Earth. 

 While it would not be up to any single teacher alone to solve these problems, it certainly 

will be up to the sum total of humanity to do so as the need increases or the crisis arises. For 

school systems to prepare in advance by teaching teachers how to think about the very long term, 

and sharing that with students, possible and preferable futures can be envisioned out of even the 

worst of crises. In short, futures thinking could save the world. And who better to start this 

project of very long term thinking with than the teachers of children? 

 6.3.2 Choosing Hope 

 Hope can be perceived as a choice, something that one can turn on or off, like a happy 

face, a disposition, or an attitude. However, much of hope is completely involuntary. Hope is 

simply imagining that the future could be better than the present. Actions inspired by hope work 

to bring about preferable futures, and this incredibly simple (but powerful) idea is very easy to 

illustrate. For example, why do you open the refrigerator? Perhaps you think that you know what 

is in there, and perhaps you think you are hungry. However, you choose to open the fridge 

hoping that your memory serves you correctly and hoping that there is food there. This is a 

deeply behavioral example, but hope also serves to keep people alive in what seem like 
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impossible situations, and lack of hope, the inability to see ahead to a future of any sort, 

frequently leads to death. 

 People can choose hope, but involuntary hope goes much deeper than a conscious choice. 

Slipping into metaphor, involuntary hope is the mercenary hired to defend the will to live. All 

living things that will to live employ hope to wage war against anything that would snuff out life. 

Fortunately, the teachers at Riverview do not have to fight for their lives daily; their needs are 

met in many ways, and life is generally peaceful. The concept of a warrior-hope can be hard to 

identify when there are no really threats to one’s existence. However, futures thinking 

immediately triggers this involuntary form of warrior-hope, as one tries to do the best in the 

present to ensure that survival needs are met in the future.  

 The recent Brexit vote in Britain and the ascendancy of an American President who 

seems to be determined to undo a generation of attempts at global cooperation have alarmed 

people worldwide. In the streets, a new flourish of warrior-hope is evident in the marches, rallies, 

and uprisings of people who are trying to do their best in the present to oppose what they see as 

threats to preferable futures. The demonstrations also serve in part to bring about better futures.  

 At the dawn of 2017 a deeper, more militant and visceral version of warrior-hope is rising 

in populations worldwide. The previous American President appealed directly to the notion of 

hope as a rally call to unite people in collective actions to improve the lives of all, with great 

success. However, the warrior-hope that is being awakened by the current American President is 

more angry, visceral, and linked to the survival of individuals, institutions, and perhaps the 

country itself. These are darker times than in 2016, so a warrior-hope that envisions possible and 

preferable futures is arising. 
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 One always hopes for a better future when the present is terrible. It is when the present is 

comfortable that it seems like too much effort to think ahead. Comfortable times are short-

sighted times, but they are also the product of long-sighted thinkers who set processes in motion 

long before anyone reaped the benefits of a comfortable life. All it takes is having to ford a river 

once to appreciate a bridge. Bridge builders are forward thinkers. 

 Hope is also like the middle child for the Apostle Paul (1 Corinthians 13:13). Faith, hope 

and love, but the greatest of these is love. Faith gets first billing, but what about hope? Hope is a 

survival mechanism, and choosing hope is only a partial choice at best. One chooses to hope with 

every action intended to improve one’s odds of survival and reproduction. Hope is naturally 

occurring in many life forms, and is most often ingrained more deeply than either love, or faith. 

 Also, hope is naturally connected to future time, for nobody hopes for things in the past 

or even the present. Hope is solidly in the domain of future-time. People hope that things will 

turn out ok, if they plan, and if they have a bit of luck, if they pray, and if God is provident. By 

designing in the present for better futures, the futures themselves may in fact be changed. This 

has been the hope of many futures researchers who also long for a more peaceful and sustainable 

co-evolution between people of all regions and the planet that is ultimately shared by all 

(Hutchinson, 1996). 

 Hope springs eternal and where there is no hope, there is no life. Václav Havel, having 

witnessed the atrocities of war and the inhumanity that comes with it, wrote that hope “…is the 

certainty that something makes sense, regardless of how it turns out.” (1993) For Havel, hope 

was not a feeling of certainty that all would end well, but rather that in the present moment, one’s 

life and work has meaning even in situations that seem impossible (1993). Doing meaningful 

work in the present is a hopeful activity, and helps to bring about our collective and better 
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futures. By Havel’s definition, futures thinking is a hopeful activity, one that works in the present 

to plumb the meanings of many possible, probable, and preferable futures. Human beings are, 

quite possibly, the most hopeful form of life on the planet; the human ability to see our present 

circumstances and imagine how to improve them have led to 7.2 billion of us globally, along 

with countless trillions of other non-human lives as well. 

 The teachers at Riverview Collegiate are hopeful people, and they serve in ways that 

meet the needs of their students daily. Are they focussed on the future? Not always, and when 

they are, that future may only be a calendar page or two away. However, as they explored their 

own futures thinking through a survey, discussions and interviews they were confronted again 

with just how good things are right now. There is no need to awaken the warrior-hope within the 

teachers at Riverview. Instead, they will continue to work with all of the students who find 

themselves at the school, from around the world, and together they will work to maintain what 

has already been gained, collectively choosing to design and hope for futures that are preferable 

for all.
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Appendix A: Teacher beliefs, attitudes and predictions based on the survey. 

A simple majority (50% plus one) was used. The percentage of teachers either for/against is 

recorded next to the question number. Ordered from highest to lowest percentage. 

Riverview teachers believe that: 

 Human beings have influence over future events (1.4) 100% for 

 Personal time spent thinking about futures is helpful (3.9) 100% for 

 A school board spending time creating a budget is necessary (100%, 3.12) 100% for 

 PD time spent imagining possible futures is helpful (3.10) 91% for 

 Technological changes will lead to better futures (2.1) 86% for 

 A school board spending time creating a vision statement is helpful (3.11) 73% for 

 They are optimistic about the future (1.1) 55% for 

 The future will be worse if:  

 Prospective parents can enhance their children by altering their DNA (2.10) 77% worse 

 Lifelike robots become the primary caregivers for the elderly and infirm. (2.7) 55% worse 

 There are positives and negatives about futures that include: 

 Implants that augment reality by providing constant information (2.8) 59% good & bad 

Riverview teachers overwhelmingly trust predictions made by: 

 medical doctors. (1.10) 95% trust 

 scientists. (1.5) 95% trust 

 weather reporters. (1.6) 91% trust 

Riverview teachers greatly trust predictions made by: 

  banks and investment firms (1.9) 77% trust 
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Riverview teachers do not trust predictions made by: 

 Psychics or mediums (1.7) 68% do not trust 

 Ministers of Religion (1.8) 53% do not trust 

Riverview teachers have no majority opinion about: 

 How frequently they think about plans and events more than 5 years out (1.11)  

 Cost/benefit of commercial and personal drone flights (2.9) (6 way split, highest = 28%) 

Given a 25 year prediction window from 2015 to 2040, Riverview teachers: 

 Believe that: 

 public schools will retain their dominance as an educational choice (3.4) 59% for 

 the majority of student assessment will be automated (3.6) 55% for 

 Do not believe that: 

 A.I. systems will replace the majority of teachers in the workplace (3.8) 91% disagree 

 public school systems will be dismantled and replaced (3.5) 82% disagree 

 students will learn faster with cognitive enhancements, tech or drug (3.7) 77% disagree 

 average class sizes of 40 students will become commonplace (3.1) 63% disagree 

 Have no majority opinion about: 

 The shift in schools toward social development and away from academics (3.3) 50% split 

 The emergence of one large Provincial School Division (3.2) 49% split 

 Given a 50 year prediction window from 2015 to 2065, Riverview teachers:  

 Believe that: 

 human organs will be grown in labs for transplantation (2.3) 91% agree 

 global warming will raise ocean levels, flooding major cities (4.2) 82% agree 

 life will be discovered on a planet other than Earth (5.4) 73% agree 
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 new energy sources will largely replace oil and gas consumption (5.5) 73% agree 

 they will try riding in a driverless car (2.12) 67% agree 

 a global virus pandemic will occur and kill over 250,000 people (4.4) 55% agree 

 Do not believe that: 

 strong peace treaties and resource sharing bring an end to war (5.2) 95% disagree 

 A.I. will outsmart humans and become hostile toward humanity (4.6) 91% disagree 

 life expectancy in Canada will rise to an average of 140 years (5.8) 91% disagree 

 global nuclear war will kill 3 billion people or more (4.8) 86% disagree 

 famine will be eradicated via new food sources and better distribution (5.1) 82% disagree 

 a teleportation technology will be invented (2.6) 73% disagree 

 computers will be able to create important works of art (2.2) 73% disagree 

 war will kill over 100,000 people in North America (4.1) 64% disagree 

 oil and gas shortages will lead to widespread societal breakdown (4.3) 64% disagree 

 humans will establish a colony on another planet (2.4) 59% disagree 

 they will try eating meat grown in a lab (2.11) 59% disagree 

 humans will be able to control the weather (2.5) 59% disagree 

 the global economy will grow significantly (5.7) 55% disagree 

 they will get a brain implant to improve memory or mental capacity (2.13) 54% disagree 

 Robots will replace many workers, leading to massive unemployment (4.7) 52% disagree 

 Have no strong majority opinion about: 

 curing all forms of cancer (5.3) 50% split 

 developing synthetic blood, ending the need for blood collection (5.6) 45% divided 

 global famine killing over 1 million people (4.5) 43% divided 
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Appendix B: Demographic information about the Focus Group and Interview Participants 

 

Pseudonym M/F Age Years 

Teaching 

Identifies 

as a Parent 

MWN 

Focus 

Group 

Interview Interview 

visualizations 

provided in 

the following 

Appendices 

Remy M 62 30 Yes Yes Yes Appendix GG 

Bob M 37 14 No Yes Yes Appendix X 

Joan F 55 35 Yes Yes Yes Appendix AA 

Danny M 31 6 Yes Yes Yes Appendix Y 

Randy M 49 16 Yes Yes Yes Appendix FF 

Laura F 57 30 Yes Yes Yes Appendix DD 

Anne F 44 18 Yes No Yes Appendix W 

Wade M 43 11 Yes No Yes Appendix HH 

Kim F 45 22 No No Yes Appendix CC 

Julia F 48 12 No No Yes Appendix BB 

Heather F 41 19 No No Yes Appendix Z 

Paul M 52 29 No No Yes Appendix EE 
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Appendix C: The UNESCO Futures Heuristic 

 

TEACHING AND LEARNING FOR A SUSTAINABLE FUTURE.  

FIVE SKETCHES – COMMONLY HELD VISIONS OF THE FUTURE. 
Business as usual 

This vision is held by those who argue that the future will be very much like today. In other words, there 

will be the usual alarms and excursions, but nothing that cannot be effectively dealt with. The main 

problems in the future will be similar to those of today and solvable in similar ways; in short, the world will 

go on much as it has done before. 

Edge of disaster 

This vision is held by those who believe that we are on the verge of one or more major catastrophes, the 

signs which are already clearly evident. They range from accidental nuclear war, major famine and poverty, 

breakdown of law and order, to environmental pollution and global warming. Life as we know it is on the 

verge of breakdown and when various elements collapse it will never be the same again. 

Authoritarian control 

This vision is held by those who feel that the risk of disaster is so great that the best solution is imposition 

of some form of strict external authority. Only this will be able to prevent major disorder by controlling, for 

example, population growth or the use of increasingly scarce resources. In this way chaos and 

confrontation, whether national or international, can be avoided. 

Technological miracles 

This vision is held by those who believe that the answer to most problems lies in the accelerated growth of 

science and technology. Thus, nuclear energy, computerisation, genetic engineering, lunar colonisation, are 

all seen as offering dramatic rewards, especially for business. 

Sustainable society 

This vision is held by those who believe that the future must involve a major change in direction, away 

from a mechanistic and fragmented view of the world to a more holistic and ecological one. It requires a 

major shift away from the technical and economic goals towards a more humane, and sustainable society. 

http://www.unesco.org/education/tlsf/mods/theme_a/popups/mod03t04s01.html 
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Appendix D: The OECD/CERI SfT Scenarios 

The Schooling Scenarios in Brief 

1. ATTEMPTING TO MAINTAIN THE STATUS QUO – school systems seek to resist 

pressures to change 

 

Scenario 1.a: "Bureaucratic School Systems Continue" 

• Powerful bureaucratic systems, resistance to radical change. 

• Schools knitted together into national systems within complex administrative arrangements. 

• Political and media commentaries are frequently critical in tone; despite the criticisms, radical 

change  is resisted. 

• No major increase in overall funding. The continual extension of schools' duties further 

stretches resources. 

• The use of ICT continues to grow without changing schools' main organisational structures. 

• A distinct teacher corps, sometimes with civil service status; strong unions/associations but  

problematic professional status and rewards. 

 

 

Scenario 1.b  "Teacher exodus – The 'meltdown scenario'” 

• A major crisis of teacher shortages, highly resistant to conventional policy responses. 

• Crisis triggered by a rapidly ageing profession, exacerbated by low teacher morale and 

buoyant opportunities in more attractive graduate jobs. 

• The large size of the teaching force means long lead times before policy measures  show 

tangible results on overall teacher numbers. 

• Wide disparities in the depth of the crisis by socio-geographic, as well as subject, area. 

• Different possible pathways in response to “meltdown” - a vicious circle of retrenchment and 

conflict or emergency strategies spur radical innovation and change. 

 

 

2. RE-SCHOOLING – major reform and renewal of schools 

 

Scenario 2.a "Schools as Core Social Centres" 

• Schools enjoy widespread recognition as the most effective bulwark against fragmentation in 

society and the family. Strongly defined by collective and community tasks 

• Extensive shared responsibilities between schools and other community bodies, sources of 

expertise, and tertiary education. 

• A wide range of organisational forms and settings, with strong emphasis on non-formal 

learning. 

• Generous levels of financial support - to ensure quality learning environments in all 

communities and high esteem for teachers and schools. 

• ICT used extensively, especially for communication and networking. 

• A core of high-status teaching professionals, with varied arrangements and conditions but 

good rewards for all - many others around the core. 

  

 



 

258 

Scenario 2.b  "Schools as Focused Learning Organisations" 

• Schools revitalised around a strong knowledge rather than social agenda, in a culture of high 

quality, experimentation, diversity, and innovation. 

• Flourishing new forms of evaluation and competence assessment. 

• Large majority of schools justify the label "learning organisations" - strong knowledge 

management and extensive links to tertiary education. 

• Substantial investments, especially in disadvantaged communities, to develop flexible, state-

of-the-art facilities. ICT used extensively. 

• Equality of opportunity is the norm, and not in conflict with “quality” agenda. 

• Highly motivated teachers, favourable working conditions. High levels of R&D, professional 

development, group activities, networking, and mobility in and out of teaching. 

 

 

3. DE-SCHOOLING – widespread disestablishment of school systems 

 

Scenario 3.a  "Learning Networks and the Network Society" 

• Dissatisfaction with schools and new possibilities for learning leads to schools being 

abandoned. Learner networks as part of the broader "network society". 

• Networks based on diverse parental, cultural, religious and community interests - some very 

local in character, others using distance and cross-border networking. 

• Small group, home schooling and individualised arrangements become widespread. A 

substantial reduction of existing patterns of governance and accountability. 

• Exploitation of powerful, inexpensive ICT. 

• Specific professionals called "teachers" disappear. Demarcations - between teacher and 

student, parent and teacher, education and community - blur and break down. New learning 

professionals emerge. 

 

 

Scenario 3.b  "Extending the Market Model" 

• Market features are significantly extended as governments encourage diversification and 

withdraw from much of their direct involvement in schooling, pushed by dissatisfaction of 

"strategic consumers". 

• Many new providers in the learning market, with radical reforms of funding structures, 

incentives and regulation. Diversity of provision but schools survive. 

• Key role of choice - of those buying educational services and of those, such as employers, 

giving market value to different learning routes. Strong focus on cognitive outcomes but also 

possibly of values. 

• Indicators and accreditation arrangements displace direct public monitoring and curriculum 

regulation. 

• Innovation abounds as do painful transitions and inequalities. 

• New learning professionals – public, private; full-time, part-time - are created in the learning 

markets. 
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Appendix E: Teachers and Futures Survey Questions 

Teachers and Futures: A survey for the Teachers of ooooooo          

 

1) The Ways I think About Possible Futures (11  Questions)  
 Everyone thinks about the future in some way, even if it is as simple as planning for the rest of the 

day. These questions are about how often, how deeply, how positively and how negatively you think 

about possible futures. 

 

1.1) When you think about the next fifty years, are you generally an optimist or a pessimist? 

Very optimistic  

Optimistic 

I'm both  

Pessimistic  

Very pessimistic 

  

1.2) How far ahead do you plan your vacations? 

I don't usually plan ahead a week 

a month 3 months 

6 months a year 

2 years 

 

1.3) How far ahead do you think when you buy groceries? 

Less than a week  

a week 

a month  

3 months 

6 months  

a year 

2 years 

 

1.4) How much can human beings influence future events by planning and preparing today? 

Humans have a huge influence on future events  

Humans have some influence on future events  

Humans have little influence on future events  

Humans have almost no influence on future events 

 

1.5) How much do you trust predictions made by Scientists? 

Very trustworthy  

Trustworthy  

Rarely trustworthy  

Not trustworthy 

 

1.6) How much do you trust predictions made by Meteorologists and Weather Reporters? 

Very trustworthy  

Trustworthy  

Rarely trustworthy  

Not trustworthy 

  

1.7) How much do you trust predictions made by Psychics or Mediums? 

Very trustworthy  
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Trustworthy  

Rarely trustworthy  

Not trustworthy 

 

1.8) How much do you trust predictions made by Ministers of Religion and Spiritual Leaders? 

Very trustworthy  

Trustworthy  

Rarely trustworthy  

Not trustworthy 

 

1.9) How much do you trust predictions made by the Financial Sector, such as Banks and Investment 

Firms? 

Very trustworthy  

Trustworthy  

Rarely trustworthy  

Not trustworthy 

 

1.10) How much do you trust predictions made by Medical Doctors? 

Very trustworthy  

Trustworthy  

Rarely trustworthy  

Not trustworthy 

 

1.11) How often do you find yourself thinking about plans or events that are more than 5 years into the 

future? 

Every day  

Every week 

At least once a month 

At least once in a season  

At least once a year  

Almost never 

 

2) Popular Ideas About Possible Futures (13  Questions) 

 

 Some books and movies portray a future where technology provides products and services that make 

life better for people. Others portray a future where technology causes environmental and social problems 

that make life worse for people. The following questions are about the kinds of visions of the future that 

we see regularly in popular culture. 

  

 

2.1) Over the long term, do you think that technological changes will lead to a future where people’s 

lives are mostly better or to a future where people’s lives are mostly worse? 

Mostly better  

Mostly worse  

Don't know 

 

2.2) How likely do you think it is that in 50 years from now (in 2065) computers will be as effective as 

people at creating important works of art such as music, novels, movies, or paintings? 

Definitely happen  

Probably happen  

Probably NOT happen  
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Definitely NOT happen  

Already happened  

Don't know 

 

2.3) How likely do you think it is that in 50 years from now (in 2065) people in need of an organ 

transplant will have new organs custom made for them in a lab? 

Definitely happen  

Probably happen  

Probably NOT happen  

Definitely NOT happen  

Already happened  

Don't know 

 

2.4) How likely do you think it is that in 50 years from now (in 2065) humans will build colonies on 

another planet that can be lived in for long periods? 

Definitely happen  

Probably happen  

Probably NOT happen  

Definitely NOT happen  

Already happened  

Don't know 

  

2.5) How likely do you think it is that in 50 years from now (in 2065) humans will be able to control the 

weather? 

Definitely happen  

Probably happen  

Probably NOT happen  

Definitely NOT happen  

Already happened  

Don't know 

 

2.6) How likely do you think it is that in 50 years from now (in 2065) scientists will have developed a 

way to teleport objects – that is, moving objects from one location to another without physically touching 

them? 

Definitely happen  

Probably happen  

Probably NOT happen  

Definitely NOT happen  

Already happened  

Don't know 

 

 

 

2.7) Would it be a change for the better or a change for the worse if lifelike robots become the primary 

caregivers for the elderly and people in poor health? 

Change for the better  

Change for the worse  

Both good and bad  

Don't know 
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2.8) Would it be a change for the better or a change for the worse if most people wear implants or other 

devices that constantly show them information about the world around them? 

Change for the better  

Change for the worse  

Both good and bad  

Don't know 

 

2.9) Would it be a change for the better or a change for the worse if personal and commercial drones 

were given permission to fly through most Canadian airspace? 

Change for the better  

Change for the worse  

Both good and bad  

Don't know 

  

2.10) Would it be a change for the better or a change for the worse if prospective parents can alter the 

DNA of their children to produce smarter, healthier, or more athletic offspring? 

Change for the better  

Change for the worse  

Both good and bad  

Don't know 

 

2.11) If it becomes possible in the next 50 years, would you eat meat that had been grown in a lab? 

Certainly  

Probably  

Probably NOT  

Certainly NOT  

Don't know 

 

2.12) If it becomes possible in the next 50 years, would you ride in a driverless car? 

Certainly  

Probably  

Probably NOT  

Certainly NOT  

Don't know 

 

2.13) If it becomes possible in the next 50 years, would you get a brain implant to improve your memory 

or mental capacity? 

Certainly  

Probably  

Probably NOT  

Certainly NOT  

Don't know 

3) Possible Futures and my Work as a Teacher (12  Questions) 

 

 The work of a teacher changes in every generation, but in some ways, it always seems to stay the same 

as well. The following questions are about possible ways that the work of teachers might change in the 

future. 

  

3.1) How likely do you think it is that in 25 years from now (in 2040) that class sizes of 40 or more 

students become commonplace? 

Definitely happen  
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Probably happen  

Probably NOT happen  

Definitely NOT happen  

Already happened  

Don't know 

 

3.2) How likely do you think it is that in 25 years from now (in 2040) that School Divisions in 

Manitoba are all amalgamated into one, and that one big collective agreement is negotiated at a Provincial 

level? 

Definitely happen  

Probably happen  

Probably NOT happen  

Definitely NOT happen  

Already happened  

Don't know 

 

3.3) How likely do you think it is that in 25 years from now (in 2040) that schools are more for 

supporting the development of favourable social skills than for academic learning or preparation for 

postsecondary schooling? 

Definitely happen  

Probably happen  

Probably NOT happen  

Definitely NOT happen  

Already happened  

Don't know 

 

3.4) How likely is it that in 25 years from now (in 2040) that widespread dissatisfaction with public 

schools leads to greater pressure from private and profit oriented schools to make up a third of all the 

schools in the Province? 

Definitely happen  

Probably happen  

Probably NOT happen  

Definitely NOT happen  

Already happened  

Don't know 

  

3.5) How likely do you think it is that in 25 years from now (in 2040) that public school systems will be 

dismantled and replaced by local networks of government funded shortterm learning and childcare 

options? 

Definitely happen  

Probably happen  

Probably NOT happen  

Definitely NOT happen  

Already happened  

Don't know 

 

3.6) How likely do you think it is that in 25 years from now (in 2040) that computer software will do 

most of the tracking and assessment of student learning and skill development? 

Definitely happen  

Probably happen  

Probably NOT happen  
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Definitely NOT happen  

Already happened  

Don't know 

 

3.7) How likely do you think it is that in 25 years from now (in 2040) that students learn faster due to 

"smart" drugs, memory implants, and other cognitive enhancements? 

Definitely happen  

Probably happen  

Probably NOT happen  

Definitely NOT happen  

Already happened  

Don't know 

 

3.8) How likely do you think it is that in 25 years from now (in 2040) that artificial intelligence systems 

will replace the majority of teachers? 

Definitely happen  

Probably happen  

Probably NOT happen  

Definitely NOT happen  

Already happened  

Don't know 

  

3.9) How helpful or harmful is it to spend time on your own to imagine possible futures? 

Is very helpful Is helpful 

Is NOT helpful 

Is definitely NOT helpful Is harmful 

Is very harmful 

 

3.10) How helpful or harmful is it to spend time on Professional Development days to imagine possible 

futures? 

Is very helpful Is helpful 

Is NOT helpful 

Is definitely NOT helpful Is harmful 

Is very harmful 

 

3.11) How helpful or harmful is it if the School Board Trustees spend time creating a vision statement for 

the school division? 

Is very helpful Is helpful 

Is NOT helpful 

Is definitely NOT helpful Is harmful 

Is very harmful 

 

3.12) How helpful or harmful is it if the School Board Trustees spend time creating a yearly budget for 

the school division? 

Is very helpful Is helpful 

Is NOT helpful 

Is definitely NOT helpful Is harmful 

Is very harmful 

 

4) Pitfalls, Perils, and Possible Futures (8  Questions) 
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 Some possible futures are dismal, depressing, and catastrophic. The following questions are about how 

you rate the possibilty of a variety of worrisome futures. 

  

4.1) How likely is it that there will be a massive war that kills over 100,000 people in North America 

before the year 2065? 

Definitely happen  

Probably happen  

Probably NOT happen  

Definitely NOT happen  

Already happened  

Don't know 

 

4.2) How likely is it that global warming will continue to get worse, flooding many major cities that are 

in coastal regions before the year 2065? 

Definitely happen  

Probably happen  

Probably NOT happen  

Definitely NOT happen  

Already happened  

Don't know 

 

4.3) How likely is it that oil and natural gas shortages lead to widespread societal breakdown before the 

year 2065? 

Definitely happen  

Probably happen  

Probably NOT happen  

Definitely NOT happen  

Already happened  

Don't know 

 

4.4) How likely is it that a worldwide virus outbreak kills more than 250,000 people before the year 

2065? 

Definitely happen  

Probably happen  

Probably NOT happen  

Definitely NOT happen  

Already happened  

Don't know 

  

4.5) How likely is it that a worldwide famine kills more than a million people before the year 2065? 

Definitely happen  

Probably happen  

Probably NOT happen  

Definitely NOT happen  

Already happened  

Don't know 

 

4.6) How likely is it that computer based artificial intelligences become smarter than humans and 

hostile towards humanity before the year 2065? 

Definitely happen  

Probably happen  
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Probably NOT happen  

Definitely NOT happen  

Already happened  

Don't know 

 

4.7) How likely is it that robots replace workers in most manufacturing and service jobs, leading to 

massive unemployment before the year 2065? 

Definitely happen  

Probably happen  

Probably NOT happen  

Definitely NOT happen  

Already happened  

Don't know 

 

4.8) How likely is it that a global scale nuclear war kills more than 3 billion people before the year 

2065? 

Definitely happen  

Probably happen  

Probably NOT happen  

Definitely NOT happen  

Already happened  

Don't know 

 

5) Healthy and Hopeful Possible Futures (8  Questions) 

 

 Some possible futures are positive, creative, and dynamic. The following questions are about how you 

rate the possibility of a variety of hopeful futures. 

  

5.1) How likely is it that stable food sources and distribution networks are created for the entire world 

population, bringing an end to famine before the year 2065? 

Definitely happen  

Probably happen  

Probably NOT happen  

Definitely NOT happen  

Already happened  

Don't know 

 

5.2) How likely is it that strong peace treaties and better sharing of resources bring a global end to war 

before the year 2065? 

Definitely happen  

Probably happen  

Probably NOT happen  

Definitely NOT happen  

Already happened  

Don't know 

 

5.3) How likely is it that almost all forms of cancer will be curable before the year 2065? 

Definitely happen  

Probably happen  

Probably NOT happen  

Definitely NOT happen  
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Already happened  

Don't know 

 

5.4) How likely is it that scientists confirm that life has been discovered on a planet other than Earth 

before the year 2065? 

Definitely happen  

Probably happen  

Probably NOT happen  

Definitely NOT happen  

Already happened  

Don't know 

  

5.5) How likely is it that new sources of safe and clean energy are discovered and developed that 

replace most of the ways we use oil and gas before the year 2065? 

Definitely happen  

Probably happen  

Probably NOT happen  

Definitely NOT happen  

Already happened  

Don't know 

 

5.6) How likely is it that synthetic blood becomes common, meaning an end to blood collection and 

transfusions before the year 2065? 

Definitely happen  

Probably happen  

Probably NOT happen  

Definitely NOT happen  

Already happened  

Don't know 

 

5.7) How likely is it that meaningful employment opportunities arise that keep unemployment low and 

significantly grow the global economy before the year 2065? 

Definitely happen  

Probably happen  

Probably NOT happen  

Definitely NOT happen  

Already happened  

Don't know 

 

5.8) How likely is it that Canadians will live to be 140 years old on average, with adequate quality of 

life lasting to 130 years old before the year 2065? 

Definitely happen  

Probably happen  

Probably NOT happen  

Definitely NOT happen  

Already happened  

Don't know 

 

6) Demographic Questions (7  Questions) 

  

6.1) How old are you? 
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under 20 

2024 

2529 

3034 

3539 

4044 

4549 

5054 

5559 

6064 

65 and over 

 

6.2) Are you Male or Female? 

Male  

Female 

 

6.3) What is your relationship status? 

I am single 

I am married 

I'm in a committed relationship other than marriage 

 

6.4) Are you a parent? If so, how many children do you have? 

I am not a parent 1 

2 

3 

4 

5 

6 

7 

8 or more 

  

6.5) How many years have you been a teacher? 

This is my first year  

24 

59 

1014 

1519 

2024 

2529 

3034 

3539 

4044 

45 or more 

 

6.6) What is the highest level of postsecondary degree that you hold? 

4 year Bachelor's Degree  

5 year Bachelor's Degree 

Currently I am in a Master's Degree Program  

I hold one Master's Degree 

I hold more than one Master's Degree  

I am in a Doctoral Degree Program 
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I hold a Doctoral Degree 

 

6.7) Thinking ahead, how many more years do you think that you will teach? 

I think this will be my last year teaching  

24 

59 

1014 

1519 

2024 

2529 

3034 

3539 

4044 

I will still be teaching 45 or more years from now. 
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Appendix F: Teachers and Futures Focus Group Scaffold for Eight Sessions 

Mid Week Network FOCUS GROUP MEETING #1  Nov 25, 2015 

Engagement Questions: 

1. What is your favourite movie about the future? 

2. Why do people seem to be fascinated by the future? 

Exploration Questions: 

3. When are you most likely to think about the future? Least likely? 

4. What concerns or excites you about possible futures? 

5. How do you teach about the future in your classes? 

6. How hopeful or hopeless are the futures that you most often imagine? 

7. How do high school teachers focus their students on hopeful futures, or do they at all? 

Exit Questions: 

8. Imagine the year 2065, which is 50 years from now: How will learning and teaching have 

changed by then? What will remain the same? 

9. Is there anything else you would like to say about how teachers think about the future? 
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Mid Week Network FOCUS GROUP MEETING #2  Dec 2, 2015 

Engagement Questions: 

1. All sorts of people talk about the future. Whose predictions to you tend to believe the most? 

2. Can you think of a time when someone’s prediction worked out well for you, or worked out 

poorly for you? 

Exploration Questions: Looking at the survey data and the graphs 

3. Even though we’re all individuals, ow much does your future depend on the people around 

you? 

4. What kinds of predictions do teachers tend to make about the future? 

5. When you look at the survey data and graphs are you surprised (positively or negatively) by 

any of the results? 

6. How hopeful or hopeless are the futures based on the predictions made by the ooooo teachers? 

7. How do high school teachers focus their students on hopeful futures, or do they at all? 

Exit Questions: 

8. Is thinking about our shared future valued in our culture? 

9. If you could, what would you like to ask you colleagues to change about the ways that they 

teach? If they changed, how do you predict that this would make things better for students? 
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Mid Week Network FOCUS GROUP MEETING #3  Dec 9, 2015 

Video Intro: Ray Kurzweil on the Coming Singularity 

https://www.youtube.com/watch?v=1uIzS1uCOcE 

Engagement Questions: 

1. Based on the video, what do you think of Ray Kurzweil’s predictions for the future? 

2. How do Kurzweil’s predictions make you feel? Nervous? Hopeful? Confused? 

Exploration Questions: 

3. When you think about the future and technology, what comes to mind? 

4. People make tools to solve problems. What problems do we have now that could be solved 

with better/newer tools? 

5. What is one technology that you would really like to see in the future, just for fun? 

6. How important will technology be for teachers here at ooooooo in the future? 

7. How possible is it that technology could start to replace teachers? 

Exit Questions: 

8. Are there any technologies that we should we stop using in the future? 

9. How much are we shaped by the tools that we use? 
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Mid Week Network FOCUS GROUP MEETING #4  Dec 16, 2015 

Video Intro: Hans Rosling on Preconceptions of Global Population 

https://www.youtube.com/watch?v=kh7nfnUIAvA 

Engagement Questions: 

1. Based on the video, what do you think of Rosling’s predictions for the future and population? 

2. How do Rosling’s predictions make you feel? Nervous? Hopeful? Confused? 

Exploration Questions: 

3. When you think about the future and population, what comes to mind? 

4. In 2011 Winnipeg’s population was about 664,000. Do you think that Winnipeg will ever have 

a population of 1 million? 

5. What things should we change if the population is going to grow? 

6. How will population growth change things for teachers at ooooooo in the future? 

7. Rosling points out that people have preconceived notions about population growth. How 

important is it to challenge these notions and correct them? 

Exit Questions: 

8. With so many important issues to tackle, how important is it for the international community 

to address population growth? 

9. Can you imagine ways that the world will be stronger, healthier or better with 11 billion 

humans than it is now with 7.1 billion? 
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Mid Week Network FOCUS GROUP MEETING #5  January 6, 2016 

 

Engagement Questions: 

1. Why did you get into the teaching profession? 

2. Do you think about the future any more or less than you did when you were younger? 

Exploration Questions: 

3. Do you think that your view of the future makes a difference to the way you teach? 

4. How much does it matter that teachers think about the futures of their students? 

5. Are there ways of thinking about the future that could be harmful to students? 

6. What kinds of futures thinking do students learn by being at oooooooo for four years? 

7. What is the best or most important thing that we teach students about possible futures? 

Exit Questions: 

8. Have you ever had a conversation with another teacher about the future of teaching, or the 

future of learning? What was that like? 

9. How do you deal with the uncertainty and anxiety that can come from thinking about 

unpleasant possible futures? 
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Mid Week Network FOCUS GROUP MEETING #6  January 13, 2016 

 

Looking at the OECD “Schooling for Tomorrow (SfT) Scenarios 

Provided: OECD/CERI ONTARIO MINISTRY OF EDUCATION CANADA The 2nd Schooling 

for Tomorrow Forum BACKGROUND DOCUMENTS ON SCHOOLING SCENARIOS. (2004). 

 

Engagement Questions: 

1. How much has school changed since you were a high school student? 

2. What positive (or negative) things have disappeared in schools now, compared to then? 

Exploration Questions: 

3. How realistic do scenarios 1a and 1b seem if you think ahead to 2030? 

4. How realistic do scenarios 2a and 2b seem if you think ahead to 2030? 

5. How realistic do scenarios 3a and 3b seem if you think ahead to 2030? 

6. Of the six scenarios, which one do you most prefer? Why? 

7. Of the six scenarios, which one do you least prefer? Why? 

Exit Questions: 

8. Are there ways you could act to help steer toward your most preferable scenario? 

9. What other potential scenarios are there that you can envision, beyond the six we have looked 

at today? 
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Mid Week Network FOCUS GROUP MEETING #7  January 20, 2016 

 

Thinking about artefacts, and our approaches to ‘time’ with young people. 

Engagement Questions: 

1. Can you think of a situation when time really flew by quickly? 

2. Why is it that sometimes things go by fast, and other times they go so slowly? 

Exploration Questions: 

3. If you had to bring in an object or a symbol to show how you think about time, what would it 

be? 

4. Besides clock and calendar time, what other ways are we aware of the passage of time? 

5. How do we teach young people about the passage of time? 

6. We tend to think of time as past/present/future, but are there other ways we can think about 

time? 

7. If you compare time to a shape, is it more of a line, a circle, or something else? 

Exit Questions: 

8. What could you bring next week to symbolize your overall approach to time? 

9. What could you bring next week that shows how you have talked about “the future” with 

students? 
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Mid Week Network FOCUS GROUP MEETING #8  January 27, 2016  

*FINAL MEETING* 

 

Practical Application through Sharing our Artefacts. 

Today each person has been asked to bring two “things” 

1. Something that represents your personal approach to “time” 

2. Something that represents the way you talk with students about “the future” 

 

Most of our time today will be about sharing our stories about the “things” we brought. 

 

Engagement Questions: 

1. How hard or easy was it for you to decide what to bring to today’s meeting? 

2. What things did you consider bringing, but then changed your mind about? 

 

Exploration Questions: 

3. What did you bring that represents your personal approach to “time”? 

4. What did you bring that represents the way you talk with students about “the future”? 

5. Do you think that the artefacts you chose this week will still make sense in ten years? 

6. How do we go about remembering important things once their time has passed? 

 

Exit Questions: 

7. Which of the two things was more difficult for you to choose? 

8. What do you think will be your “take away”, the thing you’ve learned from being part of this 

group? 

 

Thanks for being such an awesome MWN/Research Group! 
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Appendix G: Teachers and Futures Interview Scaffold for Twelve Interviews 

Interview Questions: 

A FOCUSED LIFE HISTORY (15 mins) 

-when do you first recall thinking about the passage of time? 

-how were you introduced to ideas about the passage of time? 

-who were the big influences in that area? 

-how did you come to be a teacher?  

-how do you think about the future now? 

-how were you taught about planning ahead? 

-how is it that you started to trust some forecasts and predictions and reject others? Can you 

share a story about a time that plans or predictions worked out well, poorly, or somewhere in the 

middle? 

-how do you go about planning for the future? 

 

B THE DETAILS OF EXPERIENCE (15 mins) 

-what do you do in your job? 

-details of experience, not opinions 

-in context of the social setting 

-who do you interact with? 

-who do you see most often? 

-how much is your daily work connected to plans, promises, forecasts or predictions about the 

time that has yet to come? 

-Will the daily work you do now be relevant or have an impact upon possible futures? If so, how 

“long term” is the impact?  

-How much of the future changes based on the work you are doing now? 

 

C REFLECTION ON THE MEANING (15 minutes) 

-given what you have said about your introduction to ideas about time, how do you see your role 

as a person teaching young people about time, past, present and future? 

-given what you have said so far, has anything struck you as new as you think about the ways 

you think about possible futures? 

-how would you define the whole idea of “the future”? 
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Appendix H: Certification of Institutional Ethics Review 
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Appendix I: School Division Authorization to Participate in the Study 

 

From: ooooooooo 

Sent: Wednesday, June 24, 2015 8:57  AM 

To: Norris, Roy 

Subject: FW: Logo Clearance 
 

SENT ON BEHALF OF SUPERINTENDENT oooooooooooooo: 
ooooooooo School Division supports Roy Norris’s doctoral research project and authorizes the 

use of our divisional logo to be used in the attached  poster. 

 
If you require further clarification, please contact me   directly. 
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Appendix J: School Principal Letter of Support for the Study 
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Appendix K: Initial Contact Letter and Opt In/Out Form Distributed to Teachers 
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Appendix L: Recruitment Poster and Email to Teachers 
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Appendix M: Informed Consent Form for Participants 
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Appendix N: Investment in Governance Excellence Document 
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Appendix O. The Eight Focus Group sessions compared to the 15 word measure. 
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Appendix P. The Twelve Interviews compared to the 15 word measure. 
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Appendix Q: All Focus Groups and Interviews as a Word Frequency chart 
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Appendix R: All Focus Groups and Interviews as a Word Cloud Visualization 
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Appendix S: All Focus Groups as a Word Frequency chart 
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Appendix T: All Focus Groups as a Word Cloud Visualization 
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Appendix U: All Interviews as a Word Frequency chart 
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Appendix V: All Interviews as a Word Cloud Visualization 
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Appendix W: Anne’s Interview Word Frequency and Word Cloud Visualization 
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Appendix X: Bob’s Interview Word Frequency and Word Cloud Visualization
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Appendix Y: Danny’s Interview Word Frequency and Word Cloud Visualization 
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Appendix Z: Heather’s Interview Word Frequency and Word Cloud Visualization 
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Appendix AA: Joan’s Interview Word Frequency and Word Cloud Visualization 
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Appendix BB: Julia’s Interview Word Frequency and Word Cloud Visualization 
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Appendix CC: Kim’s Interview Word Frequency and Word Cloud Visualization 
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Appendix DD: Laura’s Interview Word Frequency and Word Cloud Visualization 
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Appendix EE: Paul’s Interview Word Frequency and Word Cloud Visualization 
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Appendix FF: Randy’s Interview Word Frequency and Word Cloud Visualization 
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Appendix GG: Remy’s Interview Word Frequency and Word Cloud Visualization 
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Appendix HH: Wade’s Interview Word Frequency and Word Cloud Visualization 
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Appendix II: Focus Group Session 1 Word Frequency and Word Cloud Visualization 
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Appendix JJ: Focus Group Session 2 Word Frequency and Word Cloud Visualization 
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Appendix KK: Focus Group Session 3 Word Frequency and Word Cloud Visualization 
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Appendix LL: Focus Group Session 4 Word Frequency and Word Cloud Visualization 
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Appendix MM: Focus Group Session 5 Word Frequency and Word Cloud Visualization 
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Appendix NN: Focus Group Session 6 Word Frequency and Word Cloud Visualization 
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Appendix OO: Focus Group Session 7 Word Frequency and Word Cloud Visualization 
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Appendix PP: Focus Group Session 8 Word Frequency and Word Cloud Visualization 
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Appendix QQ: Copyright permission from Sean Esbjörn-Hargens 

 

 

 

Appendix RR: Copyright permission from Richard Slaughter 

 

Richard Slaughter <rslaughter@ozemail.com.au> 
 

2/1/1
5 

 

 
 

 

to me 

 
 

Hi Roy, 
 
Thank you for your message. It’s good to know that others are using aspects of Integral theory in educational 
settings. I’m happy for you to reproduce the figures from my article with attribution to the original. You may 
also be interested in Integral approaches to the ‘global 
emergency’: http://integralfutures.com/wordpress/?page_id=15 
 
All the best with your work. 
 
Richard Slaughter. 
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