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A M ESSAGE FROM K ATHLEEN G OULD L UNDY ,
P RINCIPAL I NVESTIGATOR
To create is to act in the world or on the world in new and significant ways.
John Hope Mason, The Value of Creativity

All ‘I’s on Education is both a research and a development initiative. It looks at teachers’
professional learning from the inside out, seeking to make explicit the journeys that teachers
make as they discover new possibilities in their work with students.
The project has been a dream come true for me. I have been so fortunate to work with teachers
from 10 Ontario school boards alongside my York University colleagues doing what we all love
to do—plan and teach and talk—imagining classrooms where effective integration can occur
and innovative ideas can take flight. It has been the most profound learning experience of my
career—to engage in professional inquiry and research with a group of educators who were not
only creative and thoughtful, but brave, authentic, honest, and incredibly hard-working.
I knew from the very beginning that this project was going to be a once-in-a-lifetime
experience—that something this exciting would never come my way again. I knew in my heart
that I had to embrace the complexities and challenges with a generous spirit so that all who
were involved could be affected in some way.
We witnessed extraordinary things happen—students embodying the elements of a beloved
school forest as they investigated the scientific reasons for its possible erosion; students
mathematically graphing their feelings of stigmatization and marginalization and then
challenging that oppression through artistic work; teachers working in role alongside their
students to provoke critical thought and dramatic response; and more.
Planning and implementing innovative teaching is always exciting. To be given the opportunity
to reflect on and interpret it with valued colleagues is even better. We have all been changed by
the experience.
I want to extend my deepest thanks to my research assistant, Netta Kornberg, and to the whole
research team for their vision, leadership and contributions to this report. They guided the
process from the very beginning. I trust that our findings and recommendations will inspire you
as they have inspired us—in ways that are emergent, creative, and ultimately transformational.
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ABOUT ALL ‘I’S ON EDUCATION:
IMAGINATION, INTEGRATION, INNOVATION
I NTRODUCTION
In September 2014, the Faculty of Education at York University and the Council of Ontario
Directors of Education (CODE) entered into an agreement to study the impact of teachers and
researchers working collaboratively and imaginatively to integrate math, science, and the arts
(dance, drama, music, and visual arts), with the support of technology.
The research project, called All ‘I’s On Education: Imagination, Integration, Innovation, took
place in 10 Ontario schools in the 2014–15 school year. The schools represented a wide crosssection of Ontario. They were urban, rural and suburban; French and English; public and
Catholic; elementary and secondary; and included First Nations, Métis, and Inuit students.
Thirty teachers, three per school, wrestled with ideas, themes, and approaches in the Ontario
curriculum. A team of seven York University researchers from diverse disciplines encouraged,
provoked, and exchanged insights with the teachers. Together they devised and then
incorporated imaginative, integrated, and innovative approaches into their pedagogy. This is an
approach to professional inquiry we have since conceptualized as 3i education.
The research highlights how empowering teachers to be creative, collaborative, and courageous
can transform their professional learning and their students’ learning, as well.

PROJECT DELIVERABLES
In the contract between CODE and the Faculty of Education, York University, we committed to
producing the following four deliverables:
• a live performance where the teachers would tell stories about their own professional
learning
• a research report (this document)
• a professional inquiry guide connected to the school-based inquiry projects that took
place in All ‘I’s On Education: Imagination, Integration, Innovation
• a dedicated website that tells the story of the project, highlights teacher voices, and
inspires further professional learning (www.aioe.ca)
We also assembled a gallery of student work to display on the evening of the live performance.
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Learn more at www.aioe.ca
The All ‘I’s on Education website includes this report, the professional inquiry guide,
video highlights from the live performance, the recorded voices of the teachers who
were involved in the project, photographs from the gallery of student work, and more.
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R ATIONALE FOR THIS WORK
The benefits for students of inquiry-based cross-curricular learning have been established
through research (Drake & Reid, 2010). But less is known about how teachers build their
capacity for collaborative cross-disciplinary teaching. That became our focus in this artsinformed research project.
Arts-informed research is a mode and form of qualitative research in the social
sciences that is influenced by, but not based in, the arts broadly conceived. The central
purposes of arts-informed research are to enhance understanding of the human
condition through alternative (to conventional) processes and representational forms
of inquiry, and to reach multiple audiences by making scholarship more accessible. The
methodology infuses the languages, processes, and forms of literary, visual, and
performing arts with the expansive possibilities of scholarly inquiry for purposes of
advancing knowledge. (Cole & Knowles, 2008, p. 59)
We wanted to involve teachers in a professional inquiry process that would honour their
experiences and ways of knowing, and that would extend their teaching practices in daring ways.
In other words, we were interested in beginning where the teachers were at in their
understanding of curriculum and pedagogy so that we could re-imagine other possibilities with
them. As we worked with 30 teachers from across Ontario, we would encourage them to
consider teaching through many lenses: personal, narrative, embodied, artistic, and aesthetic
(Cole & Knowles, 2008, p. 55), and then to imagine innovative ways to implement integrated
inquiry projects with their students.
Ontario’s Renewed Vision for Education (2014) is supported by an action plan that includes the
following strategies:
• Invest in innovative teaching practices and instructional methods enabled by
technology to more precisely engage and address the learning needs of all students.
• Promote the value of the arts, including the visual and performing arts, in developing
critical and creative thinking skills that support success in school and in life.
Teachers need permission to invent and use creative, authentic teaching methods where the
context for learning motivates their students to gain the skills and knowledge to understand the
material in significant ways (Deasy, 2009; Dweck, 2015, September 22; Lundy, 2008). Our goals
were to encourage reflective practice (Shön, 1983) by having teachers pay attention to artistic,
complex, and authentic ways of teaching (Berger, 2003). We knew that we needed to honour
the teachers’ stories and subjectivities in the inquiry process. We also were intent on using
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performance in our research design—both as a way to deepen the teachers’ professional inquiry
and as a way to share our findings with education leaders.
Link to Imagine a School…
The idea of giving teachers the stage was a long time in germination. The seed was
sown in 2006 with Imagine a School, a performance project produced by the Canadian
Education Association. Imagine a School shone a spotlight on the learning lives of 27
high school students from Vancouver, Toronto, and Halifax (Lundy, 2006). The
students told stories about their everyday experiences of school in ways that
captivated and profoundly challenged education leaders from across Canada.
Commitment to change requires winning hearts as well as minds (Lai, 2015, May 20). We hoped
that the teachers’ final performance, Voices of Innovative Practitioners, would illuminate our
findings in ways that a research report alone could not.
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A BOUT 3 I EDUCATION
3i education is an approach to professional learning that centres on imaginative, integrated, and
innovative pedagogy. Its goal is to enhance student learning by empowering teachers to be
creative, collaborative, and courageous. 3i education supports teachers as they work together
to expand their pedagogical practices. The process asks teachers to be aware of and to
document how the three ‘i’s play out in three stages: planning, implementing, and reflecting.
This teacher-centred professional learning journey involves imagining an integrated inquiry
project through which teachers extend their own practice to new, innovative heights.

THE PROCESS
Stage 1: 3i planning
During this stage, teachers are given the opportunity to “blue sky it”—to share who they are and
what they know about teaching, learning, and the curriculum. They work together with
researchers to discover new things about themselves, their peers, students, school, and
community. They collectively imagine inquiry projects that they might co-create with their
students and with other teachers; suggest or are introduced to innovative teaching ideas and
strategies supported by research; and brainstorm ways to integrate the learning.

Stage 2: 3i implementing
During this implementing phase, teachers and researchers explore various ways of integrating,
including blending curriculum subjects/strands, combining classes and/or grades, incorporating
technologies, and connecting to communities. They make choices—teaching in the moment,
responding to what is going on, imagining differently, and changing direction based on what
their students are doing, creating, saying, and asking. They leave the inquiry project open-ended
enough for students to immerse themselves in the learning and to find the questions that will
guide the process. The innovative nature of the work emerges as teachers and students become
involved in new ways of doing and creating things that they have never done. All the while, the
teachers keep a record of their teaching and professional learning—their 3i pedagogical
documentation.

Stage 3: 3i reflecting and representing
Teachers and researchers continue to reflect on the innovative qualities of their teaching,
adapting their ongoing plans and practices accordingly. They further develop and articulate their
own sense of what has been new for them and their students. They encourage themselves and
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their students to represent their integrated learning in some artistic form. As they continue to
engage in 3i pedagogical documentation, they have opportunities not only to reflect on but to
imagine forward, taking what they have learned into new projects and contexts.
In this way, 3i education is more like a spiral than a circle. One can begin again at stage one; but
fresh insights mean that one never produces the same project. The approach is ongoing and
generative.
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K EY FINDINGS AND RECOMMENDATIONS FOR TEACHERS ’
PROFESSIONAL INQUIRY
These recommendations are aimed at all educators—principals, district leaders, professional
learning providers, course directors at faculties of education, as well as teachers themselves.
The recommendations are grounded in two convictions:
• Professional inquiry is an effective, teacher-centred approach that has a direct impact
on teaching.
• Performative inquiry—integrating performance art into the inquiry process—can
profoundly deepen the learning for teachers, their students, and the audiences they
reach.

KEY FINDINGS FROM THE RESEARCH
The recommendations emerged from our findings, which we describe in Part 3 of the report
(What we found). Following is a summary of the key findings:
• Identity: Exploring one’s teacher identity is the starting place for building the
relationships that make imaginative, integrated, and innovative education possible.
• Relationships: A strong network of relationships—connecting teachers, researchers,
artists, scientists, students, and communities—creates possibilities to co-construct
deeper, more responsive learning experiences.
• Place: A sense of place (the historical, contemporary, and imagined context of the
school and community) fosters culturally responsive and relevant inquiry.
• Curriculum and pedagogy: When approached with curiosity, the curriculum offers rich
possibilities. 3i education provides a framework for teachers to delve into the
curriculum and make authentic connections with the world.
• Leadership: Leaders play a critical role in permitting and encouraging imaginative,
integrated, and innovative education. Leaders inspire risk-taking and participate in
courageous and thoughtful conversations that deepen learning.
• Artful teaching: When teachers synthesize arts-based and inquiry-based learning
approaches, they transform their classrooms into hubs of creativity (Berger, 2003,
p. 70). In this daring environment, teachers and their students care about the quality
and artistry of their work, and are accountable to an audience.
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RECOMMENDATIONS
1. Start where teachers are at.
Put teachers at the centre of their professional learning by beginning with a shared
understanding of what they know and believe about their personal pedagogical
signatures.” Just as we encourage teachers to differentiate instruction for their
students, we are suggesting that professional learning should start from where
teachers are at. This activates teacher agency and gives teachers confidence to feel
that their own learning journeys will make a positive difference in their students’
learning.
2. Build relationships that inspire trust and support risk-taking in teaching.
Acknowledge that relationships in the school and in the community play a crucial role
in teachers’ professional learning. Time needs to be devoted to developing and
nurturing these relationships so that people can trust each other as they try new
things. Teachers need to develop new relationships with the curriculum that enable
them to make real-world, artistic, and emotional connections to the work.
3. Where possible, involve researchers and others as co-investigators with teachers.
Bringing teachers and researchers together in the places where students are learning
can enrich the inquiry process for everyone. Qualified researchers bring their
experience in qualitative research and ethics, their breadth and depth of knowledge,
their curiosity, professional networks, and more to teachers’ professional inquiry. The
relationship among teachers and researchers should be collaborative and reciprocal.
Researchers should be accountable to share what they learn in ways that inform
education policy and pre-service training.
4. Approach the curriculum with curiosity.
Teachers need to approach the curriculum with curiosity and excitement—finding
ways to draw on it for meaning and to use it as a way to imagine, integrate, and
innovate. Professional learning, therefore, needs to help teachers see curriculum and
assessment with fresh eyes. In well-conceived, innovative, and effective professional
learning sessions, teachers can be encouraged to see curriculum and assessment not
as limiting frames, but as ways to connect the subject disciplines to students’ worlds
and emotions. This approach needs to be supported at all levels in the education
system.
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5. Challenge teachers to make their thinking visible—to record what they are learning
while they work with each other and with their students.
Offer opportunities for teachers to expand what they know about pedagogical
documentation and how they can use it in their own professional learning. Encourage
them to develop a practice we call 3i pedagogical documentation. In this process,
teachers document their teaching choices in the moment. From this information, they
rethink their ways forward. This kind of reflective pedagogy relies upon noticing,
imagining, and artistically representing the work. The 3i pedagogical documentation
captures moments from the past and present, and offers glimpses of the future.
6. Weave artful teaching into the inquiry project.
Professional learning sessions should help teachers become aware of how to weave
artistry into their inquiry-based projects so that they can ultimately share their work
with others. In these sessions, teachers can learn how to make specific artistic
choices in their teaching that deepen the learning and give students an opportunity to
represent their work in beautiful, artistic ways. They can also learn how to make
technological, emotional, and intellectual connections to the curriculum in precise,
authentic, and complex ways.
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WHAT WE DID
Professional inquiry–also known as inquiry-based professional learning or collaborative teacher
inquiry—can take many forms. Within All ‘I’s On Education, it describes a process of teacher and
researcher learning that is co-constructed, that acknowledges teachers’ stories as the source of
insights about teaching, and that recognizes teachers and researchers as fellow travelers on a
professional learning journey which aims to have an impact on student achievement.
In 3i education, teaching and research go hand-in-hand. They challenge and support each other,
embracing the artistry-science of teaching.
This section of the report describes our co-created process.
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D ESIGNING THE PROFESSIONAL INQUIRY
All ‘I’s On Education was driven by our desire to listen to the voices of teachers. Their stories and
questions became the way for all of us—teachers and researchers—to engage with professional
inquiry in a deeply personal way. The teachers shaped the project by bringing their teaching
selves to the table and allowing us into their professional lives.
From the very beginning, we let the teachers know we were intent on being in the moment with
them, encouraging them to be themselves and to start from where they were. We believed in
what they were saying and were interested in the kinds of teaching they were doing. Having
teachers talk from their hearts about their own particular contexts was central to the project
and permeated the work in surprising ways. Our instincts told us there are stories that teachers
are rarely asked to tell, which offer a treasure-trove of insights and understandings about
professional learning and inquiry.

WHAT WE ASKED
We started by taking the time to ask teachers to tell us about themselves. Our approach was to
focus not only on how, why, and what they taught, but to ask for a more layered story. The
teachers spoke about their identities, locations, experiences, and diverse approaches to
teaching. We learned about the people who influenced them, as well as the places where they
had come from and the places where they had decided to stay. We recorded the dreams they
had for themselves and for their students—their desire to be more innovative, to take time to
notice things about their students, and to embrace change.
This research methodology allowed for more candid and nuanced responses, and set the stage
for a very creative approach to professional inquiry. It had the added benefit of lessening
competition among schools because it allowed each group of teachers to ground the work in
their local context.
While the conversations were wide-ranging, the researchers went into the schools with a few
starting points. These were our two overarching professional inquiry questions:
• How might we as a group of teachers, researchers, administrators, and students come
together to provoke imagination, integration, and innovation in teacher practice?
• What conditions need to be in place for innovative practices to be imagined and
implemented?
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HOW WE PLANNED
The researchers and teachers infused 3i thinking in the planning process. We wondered
together:
• how to strike a balance between planning a lesson and preparing an inquiry that would
be highly responsive to students’ ideas and questions
• how to make the integration of technology more innovative
• how to make meaningful connections between math and the other subjects in the
curriculum (e.g., should math be connected to real-world contexts or should it be
taught on its own?)
• how to integrate the arts into the inquiry
• how to assess and evaluate student learning in meaningful ways, but still be open to
innovation and be ready for the unexpected
• how to use project funds to bring artists and scientists into the classrooms
We were careful to encourage teachers to see that their professional learning was connected to
their own particular context and location. For example, each school chose the kind of artist from
the community that they decided would be a good fit for the project.

RESOURCES FOR SCHOOLS
In order to support the professional inquiry work, All ‘I’s on Education provided resources to the
participating schools.
The biggest resource that we gave to the schools was the gift of time. We provided release time
for the teachers to meet together, to meet with the researchers in the schools, and to visit York
University at the beginning and end of the project.
In addition to time, we also provided funds for the following:
• travel and accommodation for two project events at York University
• guest artists and scientists to work in the classrooms, where appropriate
• project-specific arts and classroom supplies
We also purchased 12 iPads for each school, as well as apps requested by the teachers to
support the inquiry. This gave the schools welcomed access to technology and allowed teachers
to experiment with innovative technological practices.
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C OLLECTING AND REPRESENTING THE DATA
The inquiry data was collected under various circumstances and in a variety of forms.

HOW WE GATHERED IT
1. Launch meeting: On November 4-5, 2014, all the teachers and the researchers
gathered at York University to learn about the project. We spent time getting to know
each other. The data we gathered came from a variety of experiences: a dramatic
reading of individual and collective identities; artistic responses to the ideas presented
throughout the two days; arts-based research; initial ideas for developing inquiry
projects; conceptualizations of innovation; and observations about developing
relationships among school teams.
2. School visits: Researchers spent at least four days in each school. In the first two visits,
we did open-ended group interviews with the teachers as we co-planned the inquiry
projects. On the third and fourth visits, we continued to plan as well as observe
teachers implementing the project with their students. In a number of schools, the
principal investigator co-taught with teachers.
3. Research meetings: The research team members met regularly to discuss the work
and move it forward in ways that were responsive to what we were learning. We kept
data about the project process in order to understand the impact of our decisions.
4. 3i pedagogical documentation: Teachers documented the planning and teaching of
their inquiry projects. They also selected which pieces of documentation to submit to
the research team in order to tell the story of what occurred in their school. The
project took a broader view of pedagogical documentation, encouraging the teachers
to document their in-the-moment decisions about what they were teaching and
learning.

WHAT WE GATHERED
1. Image files: Thousands of photographs were collected during the project. These
images are of interviews and planning sessions during the researcher visits, classroom
setup, and students engaging in the inquiries in various environments.
2. Video files: Teachers and researchers captured teaching and learning interactions in
the schools, documenting what teachers and students said and did. Some teachers
also assigned iPads to students so they could record lessons, field trips, community
walks, and more.
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3. Audio files: These were recorded by the research team and were a primary data
source. They captured conversations among the teachers, principals, and research
team members.
4. Artifacts: These were physical objects or ephemera that helped teachers “make their
thinking visible” (Ritchhart & Perkins, 2008). They consisted largely of student work
and teacher planning documents. We encouraged teachers to consider a range of ways
to record what they were doing—for example, by collecting their to-do lists,
brainstorming doodles, pieces of paper with ideas scribbled on them or jot notes of
hallway conversations with colleagues. As researchers, we were also deliberate in
collecting our own artifacts, such as our notebooks, calendars, library book checkout
receipts, maps, and sticky notes.
5. Field notes: Researchers took notes while in schools, at meetings, and in times in
between when an idea occurred to them. These notes are the primary text-based data
we have. They documented what people said; how what was said related to what was
heard at other schools; and how what was said related to other research and
scholarship.
6. Correspondence: Researchers, teachers, principals, superintendents, directors of
education, funders, and partner departments emailed each other regularly. This
correspondence tracks a rich network of communication that reveals the process of
building the project, as well as some of the teachers’ questions, insights, and surprises
they brought to the researchers’ attention between school visits.

REPRESENTING TEACHERS’ VOICES
From the beginning, we told teachers about the ways their work and their stories would be
represented. They knew about the final deliverables, and knew they would be asked to perform
their teaching stories at a final event. This was a driving force of the project and a significant
“deliverable.” It was important to collect teachers’ stories, to reflect their stories back to them,
and to share their reflections and stories with a wider audience.
We initially wrestled with who the audience would be, and with what and why we would share
with them. The performance took shape slowly—tentatively and with great thought—just like
the projects in the schools.
We decided to call the final performance Voices of Innovative Practitioners. We saw it as a way
to honour the teachers’ stories and to bring those stories to an audience of education leaders
who were interested in hearing them. This seemed to have a big impact on the teachers. It
meant to them that not only did the research team believe in them, but so did the Ontario
Ministry of Education, the Council of Ontario Directors of Education, and other important
institutions in Ontario education.
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S CHOOL PROJECTS
These are the schools that were involved in All ‘I’s on Education:
• Bluewater District School Board (BDSB), École Élémentaire Macphail Memorial
Elementary School
• Conseil scolaire Viamonde (CSV), École Élémentaire La Fontaine
• Dufferin-Peel Catholic District School Board (DPCDSB), St. Cornelius Catholic
Elementary School
• Greater Essex County District School Board (GECDSB), General Brock Public School
• Halton District School Board (HDSB), Irma Coulson Public School
• Lakehead District School Board (LDSB), Armstrong Public School
• Toronto Catholic District School Board (TCDSB), Madonna Catholic Secondary School
• Toronto District School Board (TDSB), Runnymede Collegiate Institute
• Trillium Lakelands District School Board (TLDSB), Archie Stouffer Elementary School
• Windsor Essex Catholic District School Board (WECDSB), St. Pius X Catholic Elementary
School
Following is a brief description of each school and its inquiry project.
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BLUEWATER DISTRICT SCHOOL BOARD (BDSB)
École Élémentaire Macphail Memorial Elementary School
École Élémentaire Macphail Memorial Elementary School is
situated in Flesherton, a small, close-knit community in Grey
County. In the school yard sits a hitching post to accommodate
the horses that bring the Mennonite students to school every day.
The school offers English and French Immersion streams. Each of
the three participating teachers in the project had significant
personal connections to Grey County. They had grown up in the
county and returned there to teach. Their understanding of their community’s complexities
inspired their desire to challenge their students’ perceptions of themselves and others.

Project: Grey Matter
What destroys a community?
The project team at École Élémentaire Macphail Memorial Elementary School was composed of
two French Immersion teachers, who taught Grade 4/5 and 7/8 classes, and the music teacher
who worked with both of their classrooms. With their students, the teachers co-constructed an
inquiry project that examined the past, present and future of Grey County. Through music,
dance, drama, science, math and social studies, they investigated how change affects a
community. In mask-making and storytelling workshops, the students developed their ideas
about reputation, self-awareness, and intolerance. They investigated how things change and
how they stay the same. The project culminated in a large-scale multi-arts performance in which
students looked back and looked forward, telling their stories of their community’s
transformation.
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CONSEIL SCOLAIRE VIAMONDE (CSV)
École Élémentaire La Fontaine
École Élémentaire La Fontaine is situated in Kleinburg, near the
McMichael Canadian Art Collection. Few of the students who
attend the school live in the immediate area. A priority for the
teachers, therefore, is to build a sense of community among their
students. The student population represents the diversity of
francophone heritage. The Franco-Ontarian flag flies proudly outside the school alongside the
Canadian and Ontario flags, making visible the language and cultures of the Franco-Ontarian
education system.

Project: Seeing with New Eyes
Comment peut-on réduire l’énergie consommée par les humains?
Grade 1 and Grade 4/5 teachers at École Élémentaire La Fontaine, supported by the integrated
arts teacher, co-created an inquiry project in which their students conducted research into the
effects of pollution and the extraction of minerals on human and natural environments. The
Grade 1 students were in role as inventors, while the Grade 4/5 students role-played as
scientists throughout the entire project. The scientists began by researching and then
presenting an environmental problem to the Grade 1 class. They also gave each of the younger
students an “inventor toolkit” containing a sketchpad, a pencil, and glasses, which the younger
students would put on when they were inspired to create. The teachers were interested in how
being in role could deepen the learning in science and math. The project drew on the students’
knowledge in math, science, drama, visual arts, and language arts. Throughout the inquiry
process, the two classes communicated, in their inventor and scientist roles, via iPads. The
culminating activity was a cross-grade role-play where the students debated and exchanged
scientific ideas.
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DUFFERIN-PEEL CATHOLIC DISTRICT SCHOOL BOARD (DPCDSB)
St. Cornelius Catholic Elementary School
St. Cornelius Catholic Elementary School is situated in a new
suburban development in East Caledon which, not long ago, was a
small farming community. Looking out the school windows, one
notices the disappearing cornfields alongside the new housing
developments. The concession lines make up an informal grid, outlining the contours of the
community. The school site reflects the emerging populations and landscapes of East Caledon.
The teachers in the project had all grown up in or near the school and were very connected to
the community.

Project: Imagine a Place, Imagine a Time
How does understanding forces of nature shape our collective
responsibilities to our communities?
The project team at St. Cornelius Catholic Elementary School was composed of a music/drama
teacher, a Grade 2 teacher, and a Grade 4 teacher. Together they worked in math, science,
drama, music, visual arts, social studies, and technology to develop two class-specific inquiry
projects on the forces of nature. The Grade 2 students investigated how the appearance and
disappearance of snow impacts their lives, shapes their local community, and develops their
identities as Canadians. The Grade 4 students took a journey through a time machine, visiting
ancient civilizations to understand how the impact of climate change is a long-term, universal
human concern.
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GREATER ESSEX COUNTY DISTRICT SCHOOL BOARD (GECDSB)
General Brock Public School
General Brock Public School, one of the oldest schools in its
district, is located in the west-end neighborhood of Windsor
called Old Sandwich Town. The community that surrounds the
school is composed of heritage buildings, coffee shops, and
subsidized housing. Murals narrating the neighborhood’s history
adorn the exterior of several old buildings. A public library and
police administrative office are attached to the school. The school, considered a “hidden gem”
by the teachers, is situated in a diverse area where many first- and second- generation
immigrants live. The area has a rich history that includes stories of the Underground Railroad.
The school’s proximity to the American border affects the lives of students and teachers.

Project: Looking at the Overlooked
What do we learn when we notice the hidden gems in our Old
Sandwich Town neighborhood?
In cross-grade groups, students in Grades 3, 5, and 6 at General Brock Public School went on a
community walk in and around historically significant Old Sandwich Town. They discovered and
recorded places and artifacts that have, for a variety of reasons, been overlooked. Students
were asked to think about how appearance and disappearance were part of the stories of these
objects and structures. After photographing and researching various “hidden gems” in their
community, the students identified how math and science were integral to their investigations.
They worked in visual arts, drama, social studies, math, science, and dance to explore their
findings. They then were invited to represent their learning through an artistic medium of their
choice.
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HALTON DISTRICT SCHOOL BOARD (HDSB)
Irma Coulson Public School
Irma Coulson Public School is a brand new school in north Milton,
the fastest-growing community in North America at the time of
the project. It is a dual-track school with French Immersion and
English streams. Irma Coulson Public School has developed a
strong focus on equity. The school community is evolving, and
the student population is very diverse, drawing from first-generation immigrant families who
have recently moved into the area. The emergence of a new Milton community is shaped by an
extended water pipeline that has encouraged new housing developments to appear. Ideas of
home are central to the school’s identity. The three teachers grew up in the area. They had
returned there to teach as part of a dedicated staff that is building the new school community.

Project: Stand in the Place where you Live
What are the elements of home and why are they worth protecting?
Three classes of Grade 7 and 8 students at Irma Coulson Public School explored their
connections to the places where they live and learn. Each of the classes researched the
importance of one natural element—wood, water, or rock. They explored the beauty, relevance,
and properties of their element through math, science, geography, drama, visual arts, and
technology. Their investigations culminated in a collective integrated arts performance for an
audience of parents and community members in which students and staff came together in role
as their future selves to protect their place: Milton, Ontario.
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LAKEHEAD DISTRICT SCHOOL BOARD (LDSB)
Armstrong Public School
Armstrong Public School is situated in Armstrong Station, 250
kilometers north of Thunder Bay. The student population draws
from two First Nations communities: Whitesand First Nation and
Gull Bay First Nation. The students from Gull Bay First Nation have
a long school bus ride to and from the school, 90 minutes each way. Once a month, teachers
travel to Gull Bay to ensure that students there can participate in extracurricular activities.
Adjacent to Armstrong Station is an abandoned town where a radar station was built during the
Cold War. This abandoned town became a stimulus for the inquiry projects.

Project: Lost but not Forgotten
How can the land and its structures help us understand where we
live?
Students in Grades JK/SK, 4/5, and 7/8 at Armstrong Public School discussed the abandoned
town near their school as they began exploring their existing communities. They then took
photographs in the places they live. Based on these images, students investigated math and
science concepts. They artistically represented human and environmental pressures on their
surroundings by creating murals, paintings, and floor maps. Students then imagined ways to
rejuvenate their community through the arts. The inquiry project culminated in a school-wide
Young Entrepreneurs' Market Day, one the largest events attended by parents and community
members at Armstrong Public School. It included an art gallery of the students’ work.
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TORONTO CATHOLIC DISTRICT SCHOOL BOARD (TCDSB)
Madonna Catholic Secondary School
Madonna Catholic Secondary School is an all-girls school in midtown Toronto. It is directly across from a strip mall, and backs
onto a Jewish cemetery. A very heterogeneous school, the
administration, teachers, and students work hard to build a
community of Catholic learners. The school provides a variety of
after-school supports, including a Leadership Club. As an all-girls school with a racialized student
population, the Leadership Club provides its members with an opportunity to explore their
multiple identities in empowering ways.

Project: Shining a Light on School Stigmas
How do we overcome school stigma?
Students in the extra-curricular Leadership Club at Madonna Catholic Secondary School explored
the ways they face gendered, racial, and class stigmas within their school and their community.
They used mathematics to map, graph, and quantify stigma. The students, teachers, and a guest
artist transformed this emotionally-charged information into a choreography which they
performed at a leadership camp in front of an audience of other student leaders from across the
Toronto Catholic District School Board. The dance expressed the students’ experiences and
desire for change.

All ‘I’s on Education ● Spring 2016 ● Page 29

WHAT WE DID

TORONTO DISTRICT SCHOOL BOARD (TCDSB)
Runnymede Collegiate Institute
Runnymede Collegiate Institute is an inner-city secondary school
located in the west end of Toronto. It draws on a diverse
community of learners from immigrant backgrounds. It is a very
old school, where names of past graduates are inscribed in gold
lettering on the hallway walls. STELL@R (Science, Technology,
Engineering design, Logic and Literacy @ Runnymede) is an innovative new program that
provides an integrated learning opportunity for Applied Grade 9 students.

Project: Time is Precious
What is worth preserving?
Students in the Grade 9 STELL@R (Science, Technology, Engineering design,
Logic and Literacy @ Runnymede) and Visual Arts programs began their inquiry project by
focusing on what is precious in their personal lives. Students were asked to bring an image or
object that represented what they would like to preserve, based on three prompts: emotional,
physical, and environmental. The classes then created a 21st-century digital time capsule,
collecting all their ideas. For the culminating activity, students worked in small groups to
represent their ideas of what is worth preserving, using provocative stop-motion animation
films. The project integrated English, media literacy, visual arts, and science.
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TRILLIUM LAKELANDS DISTRICT SCHOOL BOARD (TLDSB)
Archie Stouffer Public School
Archie Stouffer Public School in Minden is a rural community
school. The student population comes mostly from families that
have lived in the area for many generations. This makes
relationships and reputation very important. The teachers in the
project team have very strong connections to the school and the community. Situated in a small
town, the school is flanked by a large forest. The beauty of the forest and its preservation
became the focus for the integrated environmental inquiry project.

Project: Into the Woods
If the forest could speak about its beauty and fragility, what would it
say?
Teachers and students of Grade 2/3 and 7/8 classes, alongside the prep teacher who taught the
science curriculum, co-created a micro-study of the elements in the forest that surrounds Archie
Stouffer Elementary School. Students engaged in math, science, technology, and the arts,
creating a series of video postcards that represented their understanding of the ecological
interconnectedness and aesthetic significance of the forest to themselves and their community.
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WINDSOR-ESSEX CATHOLIC DISTRICT SCHOOL BOARD (WECDSB)
St. Pius X Catholic Elementary School
St. Pius X Catholic Elementary School is in the east end of Windsor.
The school had recently absorbed St. Gregory Catholic Elementary
School. The amalgamated school populations, which included
teachers, administrators, and students, were still very much in a
transition period while the project took place. Revisiting a
beloved outdoor classroom at St. Gregory’s inspired an inquiry
project where memory and legacy were entwined.

Project: Planting the Seeds of Proportional Reasoning
How can we use math to design a new school legacy?
Teachers of Grades 3, 4, 5, and 7 at St. Pius X Catholic Elementary School challenged their
students to work with scale, equivalence, and proportional reasoning in math, technology,
music, and visual arts to recreate aspects of a beloved outdoor classroom. Using the theme of
appearance and disappearance, students considered the ways that a school’s legacy could be
honoured. Students used proportional reasoning to design the outdoor classroom and created
wind chimes and mosaics that would augment outdoor learning at the school for many years to
come.
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All ‘I’s on Education was a complex and far-reaching project. There is so much about teachers’
professional inquiry to describe and interpret. We will likely be writing about what we
discovered for years to come.
For this report, we decided to organize our findings into six themes:
• Identity
• Relationships
• Place
• Curriculum and pedagogy
• Leadership
• Artful teaching
As we wrote about each of these aspects of the research, we discovered overlaps. We felt that
we were taking grand swatches of material and weaving them together in a large tapestry,
stitching strands together, highlighting certain parts that needed to be noticed. At times, golden
threads appeared and seemed to outshine the others, but all aspects of our findings meant
something in relationship to the whole.
There are many more stories to write. What we offer here are our insights into some of the
most significant findings of All ‘I’s on Education.
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I DENTITY
Key finding

Exploring one’s teacher identity is the starting place for building the
relationships that make imaginative, integrated, and innovative education
possible.
At a time when so much teacher education and educational research focuses on
standards and on teaching as a set of delivery systems, biography as an educational
practice generates material and processes that we educators can use to dislodge
unitary notions both of our selves [sic] and our voices and of prescriptive systems of
teaching and learning. (Miller, 2008, p. 234)
Our participants’ identities as teachers—their experiences of and attitudes towards teaching—
gave us an intimate context for their work and their wisdom. Their teacher stories expressed
resilience, creativity, and worry. Their teacher identities were present in the kinds of knowledge
they shared with each other and in their understanding of their students’ identities.
Because the project was about imaginative, integrated, and innovative pedagogy, we learned
much about what shapes teachers as they undertake 3i work.

TEACHER BELIEF: TEACHING COMES FROM WITHIN
Peggy Mcintosh (2000) reminds us of the importance of having teachers “tell the textbooks of
their lives.” The teachers spoke about how the kinds of schooling they had experienced as
children and adolescents had shaped the kinds of teachers they became (Britzman, 2003). They
talked about different kinds of teaching experiences: the challenges they faced in classrooms,
disappointments they had encountered, and profound experiences that had encouraged them
to keep going. As they spoke about the contexts that had helped them develop as teachers, they
often became emotional. The stories allowed them to identify what they truly cared about as
teachers. The storytelling helped us understand what they dreamt about, what they knew was
true and good about teaching, and how their pedagogical signatures had formed over time.
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Pedagogical signature is a metaphor encapsulating what an individual teacher does and
says, based on what they know and believe to be true about teaching. Just as each
person’s handwriting is unique, so is each teacher’s pedagogical signature. A teachers'
pedagogical signature could express a number of things: the way they are conscious of
finding the value and worth in each child; their capacity to share stories that connect the
curriculum to the real world; or their use of sophisticated images, challenging
quotations, diverse technology, and the arts to inspire classroom conversations. A
teacher's pedagogical signature is not just connected to teacher knowledge but also to
the imagination, resilience, and courage that inspire student learning.
These teaching stories also allowed the research team to see what kinds of experiences brought
teachers to their current sense of place and to begin the project from where the teachers were
positioned. As well, they helped us understand what shapes an innovative teacher: what keeps
them going; what keeps them creative, resilient, and open to change.
For some teachers, the opportunity to tell their teaching stories was new and very welcome. The
researchers often heard the teachers say to one another, “We have never done this before” and
“I never knew that about you.” Knowing about each other, and speaking about their experiences,
laid the foundation for their wanting to know more about their connection to a culture of
teaching. As a result, the project truly became a professional inquiry in broad and specific ways
as the teachers became inquisitive about their peers, their students, and their pedagogy on
many levels.
As we spoke together and began to co-plan the individual inquiry projects, we found out more
about the teachers’ philosophies of teaching. We began to understand that teaching is
connected to emotional ways of knowing and being, to a purpose that goes beyond something
tangible, such as teaching contracts and curriculum documents.

Nous sommes impliquées
One teacher spoke about feeling implicated in the work that she does every day in her
classroom. She was aware that teaching was intrinsic to her identity and purpose in life. Another
teacher said that the project helped him “fall in love with teaching again.” This statement made
us stop to consider how teaching often comes from the heart—from a desire that is felt in some
way, to make change, to affect minds, to bring the joy of learning into the lives of young people.
We wondered if, in order to have students fall in love with learning, the teacher might just have
to fall in love with the profession, as well—to feel its significance and to work from that
emotional connection.
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TEACHER EXPERIENCE: BEYOND NUMBER OF YEARS
Listening to teachers’ stories challenged us to think more seriously about what “experience”
means within a teachers’ identity. Experience can often mean how many years a teacher has
been working in the profession. In that sense, we had a wide array of teachers, from first-year
teachers to those who have been working for 30 years or more. The number of years was
important in some ways, but not in others. The years of experience told us something about
how many opportunities teachers would have had to develop their own pedagogical signatures
and to experiment with new practices. It was also indicative of how comfortable a teacher was
likely to be with the possibilities that a 3i approach offered. Teachers with more years of
experience had a broader perspective of innovative teaching methodologies and strategies.
Years of experience did not, however, determine the extent to which a teacher was willing to
engage in 3i education. At Armstrong Public School and at Madonna Secondary School the
teachers were in their early years of teaching. This meant that many of the ideas, strategies, and
approaches were new and exciting. Being new teachers made some of the ideas more
challenging to work with, but did not dampen their commitment to carry them through and
experiment with them in their classrooms. They felt free to ask for help and welcomed coteaching with the researchers. This awareness and attitude demonstrated that, even as teachers
are finding their sea legs, they are ready to be introduced to new ideas and approaches.
Within the professional inquiry, we knew that we were asking teachers to do a lot of new
thinking. One first-year teacher who taught in a very challenging school acknowledged that
although he was just at the beginning of his teaching career, he was keen to be part of the
project. He shared that he was quickly becoming overwhelmed by the amount of planning it
takes to teach, and that he was continually doubting himself. Because of the support he got in
those very early months from the researchers and his project colleagues, he found a way
forward, and his planning became “more self-evident and less stressful.”
I become more effective. I saw authentic learning in action every day. My classroom
became a living map of Canada, and students became engaged in the unit the instant
they stood on the Great Plains. But none of this, not any of it, could happen without
first understanding just where I was: understanding my students’ community, which
had become my home, understanding the real, and ever present barriers my students
were facing.
When asked what it felt like to be listened to by the researchers, the teachers said that they felt
valorisé or validated.
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A REFLECTION ON IDENTITY
Marquise, Wassila and Sandra shared this reflection at our final performance on February 17,
2016.
Le Drapeau
Une fois le drapeau créé
La population s’y est identifiée
Par une cause souvent mise de côté
Crie leur appartenance à la francophonie
Ils saisissent la corde du mat où dort le drapeau
Main dans la main, centimètre par centimètre
Ils relancent leurs couleurs
Malgré la corde résistante
Ils poursuivent
Sans relâche
Sans peur
Mais avec fierté
Avec vaillance
Voici un drapeau qui ondule fièrement dans la brise
À jamais
À jamais
À jamais

Marquise Lamarche, Wassila Tounes Touleb, Sandra Wood-Mokri
École Élémentaire La Fontaine, Conseil scolaire Viamonde (CSV)
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R ELATIONSHIPS
Key finding

A strong network of relationships—connecting teachers, researchers, artists,
scientists, students, and communities—creates possibilities to co-construct
deeper, more responsive learning experiences.
The nature of relationships among the adults within a school has a greater influence
on the character and quality of that school and on student accomplishment than
anything else. (Barth, 1990, 163)
Roland S. Barth (1990) reminds us that collegiality in schools is signaled by the presence of four
behaviours:
1. Adults talk about practice. These conversations are frequent, continuous, concrete,
and precise.
2. Adults observe each other engaged in teaching and administration.
3. Adults engage in work on curriculum by planning, designing, researching, and
evaluating curriculum.
4. Adults reveal, articulate, and share with one another what they know about the art
and craft of teaching.
We see these four behaviours as expressions of the relationships that teachers have with each
other, their students, the curriculum, the administration, and the school’s communities. In our
project, these four behaviours became apparent. We became aware that it takes years to build
these relationships, based on trust and respect. It also became clear that teachers value these
relationships greatly.
The notion of compatibility played out in various ways as teachers imagined how they were
going to work with the research team, with each other, with the curriculum, and with their
students.

TEACHERS’ RELATIONSHIPS WITH THE RESEARCH TEAM
One of the main goals of the professional inquiry process was releasing teacher agency—
supporting teachers’ capacities to pedagogically imagine, innovate, and integrate. In this regard,
the research team was not intent on offering the “most effective structure” in terms of a
hardened input-output model. We wanted diversity, not conformity. We did not distribute
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lesson maps and templates about curriculum integration. We did not begin our conversations
with the researchers knowing and the teachers listening. Rather, we approached the
relationships between the researchers and teachers as relationships of reciprocity. We had a
short time in which to establish these relationships, yet they developed quickly because
everyone brought their committed, curious, and collaborative selves to the table.
We knew we were asking a lot from the teachers and that it was important to validate every
school’s place, culture, and language in the project. We wanted to ensure that we were
fostering collaboration and interest among schools, rather than competition. With care, the
research team shared and drew connections among the projects—making sure that all of the
teachers were supported in their own particular contexts, and could see that similar challenges
were happening in other schools.

TEACHERS’ RELATIONSHIPS WITH EACH OTHER
We watched as different kinds of relationships developed among the teachers. Some had
worked together for years; others were new to each other and to the school. For the most part,
there was little competition and a real desire to work together and find new connections. There
was a generosity of spirit and an openness to sharing the responsibility for the work in the
project. We noticed a fluidity to their work together and to the work spaces that they shared. In
many of the schools, teachers spoke about how they collaborated by going into each other’s
classrooms to teach. These teachers were working in the spirit of a professional learning
community (Campbell, 2015).
The respect that teachers had for each other became a unifying force in the work. This respect
was established from the beginning, and had a lot to do with the way teachers listened to each
other as they told their initial stories. They gave each other time to find the words to express
who they were as teachers. When they did respond, it was with curiosity and with their own
identity stories. They related to each other’s experiences, noting similarities and differences,
surprises and affirmations.
These conversations allowed subjectivities to come to the fore, and laid the foundation for the
work that lay ahead. It became apparent that the teachers needed time, resources, support, and
permission to move forward in their teaching journey. But they also needed each other: an
opportunity to understand each other more and to have their colleagues understand them. They
were charmed by what they were learning about their colleagues. They appreciated having their
colleagues listen to their stories about their identities, their teaching journeys (so far), and their
dreams about what could be possible in their classrooms.
As teachers began planning the inquiry, they riffed off each other’s ideas. They worked from
what each of them knew or wanted to know. Their relationships were reciprocal. As the project
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developed, teachers began to realize that they could rely upon each other’s collective
knowledge to produce something magnificent.
Many teachers spoke about how significant it was to work with teachers who fit together in
good ways. We believe that the storytelling process, in which teachers listened and responded
to one another, was key. This reciprocal process helped teachers find their common ground and
work through their differences. One teacher underlined how important it was to feel safe and
supported with colleagues in order to experiment, take some risks, “and falter together.”

TEACHERS’ RELATIONSHIPS TO CURRICULUM / DISCIPLINES / AREAS OF EXPERTISE
Teachers had experience, knowledge, attitudes, and relationships with various subjects, such as
science and the arts, or areas of expertise, such as special education. The project asked them to
look at their work with a more integrated lens. It was challenging for some teachers to shift their
relationship with the curriculum. Some felt constrained by the curriculum. In those cases, we
had to spend time enlarging our shared view of what could be taught and how it could be taught.
Teachers were asked to step beyond what they already knew and to cast an imaginative eye
over the ways they had been working (sometimes for years) in order to develop something new
together.
The teachers expressed various feelings and opinions about the Ontario curriculum documents.
Most had a matter-of-fact view of them, knowing that they are central to the work they do.
However, we found that when teachers were asked to look at the curriculum anew, to find the
stories in the curriculum, they were sometimes surprised by what they discovered. In an email
preceding one of the researchers’ early visits, one of the teachers described looking at the front
material in the math curriculum “…with a more open and critical eye than I ever have before.”
He found great potential in the curriculum’s call to “…help kids ‘develop a sense of magnitude.’”
That potential lay in being able to put math in human terms, for math to be an integral part of
how students understand the wider world.
The project also enabled combinations of people with varying subject expertise to come
together. A teacher on one team had been active in math initiatives at the district board level.
The teachers who were part of that team felt fortunate to have that kind of expertise in the
room. In another school, the arts specialist lent credence to the project. Her confidence,
experience, and ability to think about ways to integrate drama and visual arts with science and
math made the other two teachers feel at first relieved and then very excited about the coplanning and co-teaching that lay ahead. This was the case even though that same arts teacher
expressed some discomfort with working in math and science. These teachers used their areas
of expertise to ease each other into the integrated inquiry.

TEACHERS’ RELATIONSHIPS WITH STUDENTS
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Teachers spoke with emotion about the kinds of relationships they had with their students. They
knew them, respected them, and worked for their success. A secondary school teacher in an
inner-city school said, “We see the students as very delicate. And they are. We think they are
angels.”
Because the teachers had strong relationships with their students and a sense of the collective
nature of their classrooms, they intuitively knew what might work and what might be a
challenge. Alongside this knowing were moments when the teachers were unsure of how their
students might take up the inquiry they were planning.
Many teachers told us that their inquiry-based classrooms were the “right fit” for them—for
their teaching philosophy, for the kinds of students they teach, for the kinds of curriculum
connections they want to make, and for the communities that they serve. They felt that the
right fit was important for deep learning to be achievable. They didn’t take the right fit for
granted, however. They knew that it took effort to get to know one’s students and establish
both personal and learning connections. One teacher talked about “inching along” with her
students as the learning unfolded. She was in sync with her students and knew that she could
open up the curriculum to imaginative exploration.
Another teacher spoke about her Intermediate students in this way:
I love them. They are extremely challenging. They know they are bad apples, but I love
them. We have a good relationship; it is a good fit. I trust them; they trust me. They
know who I am and who they are. They’re challenging and exciting at the same time.
When they are outside the classroom, there are a million and one issues, but in my
classroom these issues are not apparent.
The teachers at an elementary school showed us what it means to establish responsive
classroom dynamics from year to year. One teacher described how, in her teaching, classrooms
are negotiated spaces. She told us that her pedagogy is shaped in her classroom by saying, “This
is what I am thinking. Let me know what you are thinking.” This idea of classrooms as negotiated
spaces allowed her team to work with classes in three different divisions in interesting ways.
Before they gave their students iPads to take pictures during a community walk, the teachers
discussed the extent to which they should tell the students what took look for. They asked: “Do
we tell them to think about the math and science to capture in photos before they set out, or do
we work from what they bring back to us?” During this decision-making discussion, one teacher
told her colleagues and the researchers, “I like the idea of letting them go…without too much
direction.” In the end, they decided to give students an imaginative thematic framework—to
think about appearance/disappearance and to look for hidden gems in their community—but to
otherwise let the kids see through their own eyes rather than through subject areas. The
teachers and researchers began to see how freedom is connected to innovation for both the
students and teachers. Making room for innovation requires a certain letting go.
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A REFLECTION ON RELATIONSHIPS
Alana shared this reflection at our final performance on February 17, 2016.
A good fit
The truth is, you can never set anything in stone. It’s all about the right fit. The right fit with
your colleagues; the right fit with your kids; the right fit with the curriculum. And the truth is
that you can’t set anything in stone at the beginning.
When we began the project we knew that it would take time to do it well. We had this and
this and this and, at the beginning, we were not sure of how the subjects, the students’
interests and the questions that they would ask would all fit together. We knew we had to
wait and see.
[As teachers,] we had a million questions too. We were not sure how to frame the project. We
knew that we wanted to have the students take their iPads on a community walk but we
weren’t sure how to frame the experience. Should we say: think math; think science; think
appearance or disappearance or should we just let them go? We didn’t know.
That is the hard part of doing this kind of inquiry work. But it kind of ties in with the way that I
work with my kids. I always say to them: This is what I am thinking. Tell me what you are
thinking. We negotiate and we work together. That’s just how I teach. For me, teaching is a
journey full of questions, full of negotiation, full of wonder.

Alana Valcanoff-Parsons
General Brock Public School, Greater Essex County District School Board
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P LACE
Key finding

A sense of place (the historical, contemporary, and imagined context of the
school and community) fosters culturally responsive and relevant inquiry.
[P]laces produce and teach particular ways of thinking about being in the world. They
tell us the way things are, even when they operate pedagogically beneath a conscious
level. (Greenwood, 2003, p. 627)
We also have our social imagination: the capacity to invent visions of what should be
and what might be in our deficient society, on the streets where we live, in our schools.
(Greene, 1995, p. 5)

A SENSE OF PLACE
It was through a sense of place that teachers were able to richly describe the history,
infrastructure, environment, culture, socioeconomics, and other dynamics of their school and
community. They incorporated these understandings into the design and plan of their inquiry
projects. All of these factors shaped their relationship with the curriculum.
Many teachers had been at their school or had lived in the community for a long time, so they
knew its history, dynamics, and socio-economic divides. They noticed the tensions within that
place and mined those tensions in the inquiry projects that they co-planned with their students.
Others focused on a sense of belonging—understanding what home meant in all sorts of
dimensions, and exploring this concept with their students.
The teachers found ways for their students to engage with the place they lived and learned in.
They also wanted the researchers to understand, literally, where they were coming from. Of the
ten schools, teachers from five took us on a community tour, sometimes on a drive and
sometimes on a walk. One school team took us along on a field trip to a local art gallery. The
excursions were important moments of professional inquiry.
It became clear that it was important to meet in the actual places where the teachers were
teaching. We were able to see the school in its own particular context. Most professional
development requires teachers to be absent from their teaching location. In this case, the
researchers spent lots of time in the schools; some co-taught in the classrooms. We returned to
the schools a second, third, and fourth time, and this seemed to be a way to cement some kind
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of bond—not only with the teachers and their students, but also with their particular place. We
became attached to the place, and began to build our own relationships to it.

PLACE AS AN INSPIRATION AND FRAMEWORK FOR INQUIRY
It is remarkable how consistently teachers used their school’s location as the inspiration and
framework for the inquiry project. It would be difficult to understand how each inquiry took
shape without knowing the school’s place. Researchers noted the pattern and discussed it with
teachers as the findings emerged. They saw how passionate teachers were about where they
had come from and how intent they were on helping their students appreciate that place and be
critical of it, too, in multiple, integrated ways.
One of the amazing things is the way that researchers, teachers, students, and administrators
built a sense of place together. The teachers we worked with already had a strong sense of place
when we arrived. What we observed was not the process of creating a sense of place, but the
effect of sitting down together to draw out what that sense was. As researchers, we followed
where teachers led us. We started by asking the teachers about themselves and their schools.
When they started talking about contextual details, such as a water pipeline or the borders they
live on, we listened and pursued those lines of discussion. Teachers and researchers attempted
to document how place shapes experience. It led us into inquiry projects that were situated in
place. It was through authentic inquiry into place by the teachers and researchers that each
school’s unique inquiry emerged.
This was an exciting discovery for the researchers, and we questioned why the importance of
place was surprising. Making the situated knowledge of place visible, therefore, is an important
task for educators, education leaders, researchers, and those working in professional learning in
order to foster 3i education. The process of understanding place as social space and as a
learning space involved discussion and exploration, both of which required time. Finally, the 3i
process helped us shape and represent place and identity as part of the final performance.
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A REFLECTION ON PLACE
Megan shared this reflection at our final performance event on February 17, 2016.

My Home Is Here
I have always respected the idea of putting down roots. Mine were started someplace else
and then I transplanted them here. Maybe I won’t put them here forever; but, I’m putting
them here for now.
…I chose to apply for a teaching position here. I chose to squish as many of my personal
belongings into my car as possible. I chose to make the desolate 240 km drive up our winding
northern highway. I chose to be here and if I wanted to leave, I would.
Next time you visit Armstrong, you will see a small sign as you approach that says, “Hwy 527
Ends.” You can choose to read the sign in two very different ways. One: you are at the end of
the road, next stop – nowhere. Or two: as a chief at a grade 8 graduation so poignantly said,
“Your journey doesn’t end here. It begins here.” … It begins here. Simply put, my career as a
teacher began here. That’s how I choose to read the sign.
To the students who attend our school, the teaching staff, and the surrounding rural
communities of Whitesand, Gull Bay, and Armstrong, I have consciously decided to commit
my time and to dedicate myself to being here – to physically be here in this place.
I am not “going home” for the weekend. I visit the city but I live here. I am home when I am
here.

Megan Juenke
Armstrong Public School, Lakehead District School Board
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C URRICULUM AND PEDAGOGY
Key finding

When approached with curiosity, the curriculum offers rich possibilities. 3i
education provides a framework for teachers to delve into the curriculum and
make authentic connections with the world.
Interdisciplinary teaching ...is instruction that emphasizes the connections, the
interrelations, among various areas of knowledge. In its broadest sense it is designed
to help students “to see life whole,” to integrate and make sense out of the myriad
experiences they have, both in school and in the world at large. (Vars & Beane, 2000, p. 1)
Teachers were open to gaining an expanded view of what the curriculum could offer them. They
refused to water down the curriculum. They were determined to design robust tasks and to
skillfully scaffold one activity into another. Most of them had ideas about the kinds of artistic
culminating tasks they might pursue with their students, but they were open to other
suggestions. The planning took time, imagination, false starts, and support as teachers risked
trying new things and redefining what curriculum meant to them.
The curriculum, therefore, was not a limiting frame but one that could be expanded and probed
for meaning and relevance. We encouraged each other to examine the curriculum documents—
acknowledging what needed to be taught but, at the same time, reminding ourselves that
teaching was now open to new interpretations.
After the project was over, one of the teachers reflected on the planning experience and said
that it was the most challenging project preparation he had ever done, but that the rewards
were great. He said, “My head hurt in those meetings and the thinking process that we did
together was incredible.” The same teacher had spoken earlier about his reaction to the first
meeting of all the participants at York. He was struck by the significance of what the teachers
were being asked to do, and he was excited to be in a room full of “sharp knives.” He felt that he
had to really step up—to commit to the project vision.
This made us think about the kinds of support that teachers need to do layered, complex
thinking about integrated curriculum. We became aware of how important it is to have
education researchers and others in the room to widen the scope by suggesting, for example,
ways to represent teachers’ understandings about pedagogy, other research, articles to read,
and artwork to examine and discuss. Just as we ask teachers to differentiate instruction for
students based on who is in their classroom, professional learning providers need to custom
design professional development to meet teachers’ individual needs. In the planning of
professional learning, facilitators might ask themselves: What do we know about the teachers?
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What do they know? How can we capture their imaginations? How will we ensure that everyone
is committed to the work? How can we be confident that what we are providing for each of
them is not only “cutting edge” but what they need as well? How will we begin where teachers
are at?
I always enjoy being in a drawer full of sharp knives, because I feel like sometimes
when we go to PD, we sometimes end up with some spoons… The sharp knives make
you sharper… So, when you surround yourself with an entire room full of people from
kindergarten to Grade 12 who are all working in the same direction… you start
listening to the conversations, really pointed, brilliant conversations. They make you
say to yourself… “I’m not just going to sit and spoon my way through this. I’m going to
have to start stepping up.” And the experience makes you become more engaged,
more creative---all of those things that you want for yourself as a teacher.

AUTHENTIC CONNECTIONS
We worked with the curriculum in various ways. We wrote our ideas on big pieces of chart
paper, drawing diagrams, and making word walls. We captured our conversations on iPads. We
told stories, shared anecdotes, asked questions, watched YouTube videos, took breaks and,
when we needed to, sought advice from the principal. We looked at other research. We went
outside on community walkabouts to find out more about the school’s neighborhood and
context (James, 2004). We were always treated to a tour of the school. This was all part of
bringing the curriculum to life. This process also involved taking a long, hard look at the
curriculum documents in various subject areas and spending time figuring out how to blur the
boundaries among subjects, themes, and disciplines.
Some teachers were more comfortable doing this than others. One teacher who had a lot of
experience with integration said: “I always go by what they (the students) want to know. And
then I go into the curriculum and I work around what they want to do… We never do the same
thing. I always try to think about the students…What do the students want to know? Then I find
the connections.” One team of teachers, aware of the growth mindset theory (Dweck, 2015),
introduced this theory to their students as they began their inquiry. Teachers were glad to work
with their colleagues and “find their own time” to create something new.
However, some teachers felt overwhelmed by what they were up against. When the researchers
visited, one of them said, “We have our skeleton but we are kind of stumped on where to go.”
She needed help to brainstorm different entry points. One wanted to incorporate math in ways
that would energize the classroom. She was aware “that the execution is always challenging. We
need support to do the innovative work… It can be overwhelming… It is important to keep
disenchantment at bay.” Other teachers sometimes found it difficult to resist the temptation to
overplan. In one school, the teachers stopped after a fair bit of planning. They said they began
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to realize that “it wasn’t the students’ inquiry; it was ours.” They made the decision to go back
to the drawing board and redesign the inquiry project.

STUDENTS AT THE HEART OF THE CURRICULUM
As teachers did the hard work of bringing the curriculum to life, they shared past successes,
giving examples of teaching that worked in the past and of learning that mattered to them and
their students. The teachers cared deeply about the kinds of learning that happened in their
classrooms—not only intellectual learning but also emotional learning connected to creativity.
One of the teachers asked: “How do you find the heart of the curriculum?” She felt that this
project might be a way for her to find la créativité to allow the curriculum to soar.
Teachers were intent on thinking about the emotional dimensions of teaching and learning. One
teacher said he was always searching for curriculum that “tugged at the heart-strings” of his
students. He wanted kids to care about what they were learning. He set about finding the
human stories in math and science so that his students could become emotionally connected to
the learning content (Eisner, 2002, pp. 70–92).
The most important curricular relationships were not between subject disciplines, but between
a subject discipline and the student. While each school group developed their own inquiry
project and made their own discoveries, the common thread was to place students at the heart
of the curriculum. Much of the process consisted of dreaming big for the students. Teachers
were honest about standing on the risky line between creating something meaningful, relevant,
and challenging for their students while leaving room for their students to take the inquiry up on
their own terms and travel in different learning directions.
There was some tension when trying to integrate subject disciplines. The role that each subject
played was negotiated. In many cases, some subjects were foregrounded while others had more
of a supporting role. This was possible because of the efforts to nurture teachers’ 3i
philosophies. The planning was tentative and open to scrutiny. Teachers did not set anything in
stone too soon. One teacher said, “We have this and this and this and this and we are not sure
how it all fits together at this point.” They allowed the projects to have lots of entry points so
that students could enter the learning experience with their own interests and questions.
Students’ questions and comments guided the inquiry projects, but teachers had to pay close
attention to take in the information and change direction when necessary. One of the teachers
pointed out that his students’ inquiries did not always come in the form of questions. They
sometimes came in the form of an erroneous statement, or a profound comment. So he was
always listening carefully—listening for the “everyday comments and questions” —the off-thecuff statements that could point to student inquiry. When the inquiry emerged from the limits
of his students’ knowledge, he brought everyone together to stop and brainstorm, think through,
negotiate, and imagine differently.
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One teacher wanted to integrate math into a unit on New France. He had confidence that he
could find the math as the students explored the effects of colonization on indigenous peoples.
He planned to use drama as a base for all the work because he knew that this could be a way for
students to understand colonization by being inside a role. As they created and lived through an
imagined context in drama, the students also explored probability in math, and power dynamics
in language arts, visual arts, and dance. In many ways, the teacher asked more of the social
science curriculum than it was intended to give.
While designing the inquiry, many teachers discovered the emergence of new choices that they
had not thought about when they first began to plan. These new possibilities emerged for all
sorts of reasons and changed the direction of the work. The collaborative planning process was
disrupted in ways that were unexpected, and the teachers worked with that disruption.
OMG! Science just appeared!! Out of nowhere!
We are making a book as a class of what has appeared and disappeared in Grey
County in our lifetimes as a part of our Math/Geo/Art.
One of the students used Lystek, which is a biosolid/water treatment plant that has
just come to Dundalk in the last two years, and they are discussing how it has changed
Grey County. Now we are going to do some water testing and look at how waste is
affecting our water.
Love it!
Amazing! - so much learning comes from the kids' ideas and not from my planning!!
Kelly :)

TYPES OF INTEGRATION
We were determined to not begin the project with a set definition of what integration was, but
instead allow the process of integrating to define itself and become what it was in each school
context. The teacher teams shared resources, talked about curriculum and assessment, and
began tinkering with school schedules and timetables.
In some schools, there was the integration of subjects based on the theme of appearance and
disappearance. In other schools, there was cross-grade/division integration, the integration of
English and French streams, the integration of Special Education students, and the integration of
the arts and technology. Some schools integrated the community into the fabric of their inquiry
in interesting ways. In all cases, integration was conceptualized as a way to approach new
knowledge, to differentiate instruction, to encourage inclusion, and to infuse innovative ideas
into the curriculum. Some of the schools had arts specialists who were able to weave music,
drama, dance, and visual arts into the inquiry projects. One teacher had been hired to teach the
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arts to all students in the school. Initially the parents were skeptical about this particular
teacher-position, not seeing the value of the arts; but once they saw how engaged their children
were, they became very supportive of the work.
Every project integrated in more than one of these ways:
• Blending curriculum subjects/strands: finding content knowledge from at least
two subject disciplines or strands and using them to enrich each other (for example,
finding common curriculum expectations, or finding ways that multiple subjects relate,
in their own way, to a common theme or to the inquiry question)
• Combining classes/grades: a deliberate encounter between different groups of
students and between different curricula
• Incorporating technologies: using technology (for example, iPads) as a tool in a
bigger activity, rather than the focus of the activity itself
• Connecting to communities: integrating the inquiry project with the students’
immediate context to guide students to see their world in new ways (for example,
engaging with the school’s and the students’ neighborhood, history, physical
surroundings, or challenges and opportunities)

FACING THE CHALLENGES
Teachers felt pressures from many directions. On the one hand, they were being challenged to
experiment with new teaching practices. On the other, they felt the expectations to teach and
assess the learning in traditional ways. There were looming deadlines, parent-teacher interviews,
EQAO testing, and other expectations to manage.

Meeting the unknown
When we visited the teachers in one of the boards in early January 2015, they told us how
surprised they were by what had been presented to them in the initial meeting at York
University in November 2014. They had assumed they would be given a curriculum to
implement. They were a little overwhelmed that they were being asked to imagine a whole new
kind of inquiry project. One teacher voiced what we suspect many of the teachers were thinking.
“We thought we were coming to implement curriculum that was already created. It slowly
dawned on us that we were the creators—that our ideas were in the forefront, not the
Ministry’s.”
We were also asking the teachers to artistically represent both their own and their students’
learning in a unique culminating task. They were worried, but brave.
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Balancing expectations
Teachers also felt the pressure to teach in the same ways they always had so as not to
disappoint expectations of the parents in the community. Many teachers had very strong
reputations to uphold in their schools, boards and communities. Grade 3 and 6 teachers needed
to make sure that they prepared their students for the EQAO tests (which ended up being
cancelled because of the teacher work action that year). Grade 8 teachers felt the need to
prepare their students for the daunting world of secondary schools. These were some of the
pressures that kept teachers wondering if they should go back to the way they had always
taught. Some of them were hesitant to do this work because they wanted to be responsible to
their students and to their communities.
As researchers, we were very aware of these anxieties. We realized it was important to assure
the teachers that we would look after them, and would support them as they continued on this
journey into professional inquiry. The teachers also found support from each other and, in many
cases, their principals. It was the strength of the relationships in the project which eased some
of these difficulties.

Siloed curriculum and other barriers
Some teachers felt constrained by the way the curriculum documents seemed to silo learning.
This logistical issue sometimes stood in the way of finding connections. This was partly an issue
of permission: teachers who felt constrained by the way curriculum documents were organized
were often those who were worried about stepping outside the lines. The issue was less about
the potential to integrate subjects and more about permission or explicit sanctioning to do so.
These challenges were even more pronounced at the secondary level. Even beyond the
difficulties of the siloed timetable, a high school teacher challenged us to think about how
difficult it is to engage students in learning. He said,
Teaching is about marketing issues that adults think matter to the kids. Ideas and
themes are sold by teachers to students. Secondary schools struggle with having
students take subjects, issues, themes, and big ideas seriously. No longer do teachers
have the luxury of making kids do anything they want. Extra effort is put into
convincing students to buy into concepts. Students are stakeholders and collaborators
in schools are in the business of teaching and learning.
Some of the teachers were also unsettled and worried about how to evaluate student inquiry.
One of the teachers asked,
How can I do it all? I really want to teach this way, but I worry that students won’t be
able to pass the Grade 3 test. Should I teach this way for a little bit and then revert to
the kind of teaching that is going to get the scores that our school badly needs?

All ‘I’s on Education ● Spring 2016 ● Page 51

WHAT WE FOUND
They wanted help with ways to evaluate math and science at the same time. They were also
worried about how to give individual marks for group assignments. Much of the inquiry work
was collaborative and this leant a fair bit of tension to our discussions about giving students
individual assessments on group processes and products. The research team listened to these
worries. We understood that the teachers’ desire to do innovative work with their students did
not exclude authentic assessment of student learning. Teachers began to think of an expanded
view of student assessment of learning that was fair and accountable. They used the iPads to
record important moments of learning. They took photographs. They interviewed students to
get a snapshot of how the experience transformed student thinking. They asked for help from
consultants from the boards. They recorded student interviews. They looked at student writing,
art work, and other “products” in a more holistic way.
Even with all this work, we know now that we need to consider further how teachers and others
can develop more responsive assessment and evaluation tools and strategies that dovetail with
the goals of arts-based inquiry.

Time management
Even when teachers had no qualms about blurring the lines, the work was still intense. The
researchers’ entire second day with teachers was spent planning the inquiry project, which
meant opening up the curriculum documents and working with them. Teacher teams had often
spent their own time beforehand working together and individually to plan. Still, it took long
hours together to work through the challenges and find the connections that would provide a
solid structure for their emergent inquiry. In some boards, consultants helped with the process.
The conversations that we had together were intense and stimulating. Many of the teachers
appreciated the “luxury” of time set aside to think, plan, and imagine. One teacher said, “The
reason the project worked was because we had time to plan. Once it was planned, it was easy.
The students adored the experience because it was so creative.” The project allowed them time
to grow, to be open to learning, and to not feel they were being judged by what they did not
know. They also appreciated being given time to see their peers doing creative work, taking
some risks, and being open to what might or might not happen. Another teacher said, “I entered
anxious and left very motivated.”
In fact, time played a huge factor in the success of the project. There was release time and
support from the researchers. We had time to wrestle with how to assess and evaluate this kind
of learning.
Having the time to brainstorm, collaborate, imagine, re-think, and work creatively was enjoyable
as well. Time encouraged conversations that supported risk-taking and innovation. It often took
long hours together to work through the challenges of the curriculum and find the connections.
As with all good things, once the connections were found, they seemed natural. One would not
guess at the difficulties to make sure that there were no forced links, just a blend of narratives.
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A REFLECTION ON CURRICULUM AND PEDAGOGY
Charlie shared this reflection at our final performance on February 17, 2016.
Amazed, Awed, Inspired, Moved
My reflection on a wonderful day....thank you, merci, chi-miigwetch...
Amazed, awed, humbled, inspired, moved. A tremendous day at Mac with the York University
Integrated Arts pilot project. So many terrific "lessons" led by my esteemed colleagues/pals
Tyler Boyle and Kelly Oikawa. I am honoured to be a part of this extraordinary undertaking. In
just one school day I experienced, felt, heard, and saw very "big ideas" at work--the passage
of time, the tyranny of hierarchical systems, young people's sense of identity and community,
emotional intelligence, and gender politics to name but a few. And all connected to the actual
Ontario Curriculum for Arts, Math, Sciences and Social Sciences!... Most importantly, the
students involved reminded me that the most impactful and memorable moments in
education come from the heart, from feeling safe to ask difficult questions, and from our own
stories. I feel that our amazing kids really pondered, in meaningful and rich ways, who they
are, where they live and where they come from today.
I am more than a wee bit proud.
Why can't every day at school be like this?
Thanks for listening,
Floored,
Charlie

Charlie Glasspool
École Élémentaire Macphail Memorial Elementary School
Bluewater District School Board
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L EADERSHIP
Key finding

Leaders play a critical role in permitting imaginative, integrated, and innovative
education. Leaders inspire risk-taking and participate in courageous and
thoughtful conversations that deepen learning.
To a certain extent, a school leader's effectiveness in creating a culture of sustained
change will be determined by the leaders he or she leaves behind. (Fullan, 2002)
Leadership within a school can come from many people, including teachers, students, and
parents (Ontario Ministry of Education, 2009). While All ‘I’s On Education focused on teachers’
professional inquiry, we decided to pay attention to the ways each school principal influenced
what occurred. As the school teams developed their ideas and implemented the inquiries, the
variety of ways a principal became involved, and the importance of all those forms of
involvement, emerged.
Leadership played out differently in each of the schools and took many forms. There is no doubt
that the interest each principal had in the project affected the kinds of support given to the
teachers and to the research team.
The principals were interested, aware, and involved. Some principals spent all their time with
the teams—giving input, answering questions, ordering food, making new schedules, helping
shape the project, and being excited about the pedagogies that were being imagined. One of the
principals said, “I think it’s important for principals to be at the table.” Even when a principal
was not in the room, the teachers intuitively knew that their principal would approve of what
they were imagining and planning to do.

PERMISSION
Teachers’ experiences of and attitudes towards teaching were shaped on an ongoing basis by
their relationships with their administrators at the school and board level. All of the teachers
drew on their experiences and beliefs to challenge themselves to be innovative. If they also felt
supported by their principals, they seemed to have an inner confidence. They just knew that
they could move forward and try things out in new ways.
The permission that the principal gave to the teachers—to pursue their dreams, to take some
risks, to make mistakes, and to re-imagine the kind of teaching that they wanted to do—had a
very big impact. We believe this support was connected to the principals’ desire to have the
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students be more engaged with learning and more connected to the curriculum. One teacher
said:
I think our principal is pretty innovative. And a lot of times, I propose some crazy
things, and she is always willing to try it out… She’s open to new ideas, thinking of
ways to get kids more engaged.
Many of the principals thought of their teachers as leaders—as people who could steer the
curriculum with ease and grace and determination. In many of the schools, the principals
deferred to the teachers in many ways— listening to their requests for an adapted schedule and
allowing them to make decisions about how the project could be shaped, implemented, and
shared—even if it meant a fair bit of disruption to the school timetable. They had confidence in
the teachers’ decisions because they respected their intents and purposes. In two schools,
parents were invited to a final sharing or celebration. The principals were certainly there but
they took a back seat at the events, allowing the teachers to share the limelight with their
students, to be the curriculum leaders that they were, to explain the 3i project to the
community, and to give context to the work that the students had prepared for their viewing.

TROUBLESHOOTING
In a few schools, the principals did some troubleshooting and shared their concerns with the
teachers and the research team as the planning progressed. One principal worried about
foraying into LGBTQ issues with the students and encouraged the teachers to broaden the
inquiry question to include a broader range of equity issues. Another worried about how the
parents in a small community might react if the inquiry project focused too much on challenging
the status quo. Another principal intervened when she became worried that the teachers
involved in the 3i project were spending too much of their personal time (long nights after
school) on the project. She was acutely aware that the pressure to do the work was coming not
from the research team, but from the teachers’ intrinsic desire to create an innovative project
that would be worthy of them and of the school. She became more of a “protector” as well as
an intervener. In an email to the principal investigator, she outlined her concerns:
I feel I need to share my concerns with the All ‘I’s project and its impact on my staff. I
have had a frank conversation with them about looking after themselves (as I write
you it's 6:30pm and they are still working with a plan to stay until 8:30pm). …This is a
team that are, in my mind, exceptional educators. They put a lot of pressure on
themselves and they know that they were both picked by me to represent the school
and by the Superintendent to represent the board. They do not want to let anyone
down….
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We asked ourselves: In order for teachers to challenge themselves to move into new realms,
what kinds of pressures and supports are needed? Can teachers move towards new challenges if
they remain in an easy place, or does the work require some discomfort?
In some cases, the district school board consultants became involved. They supported the
teacher teams and provided resources and other forms of reinforcement. We found that
teachers valued what the board had to offer when these efforts were seen as part of a wider
board culture that supported all that teachers do.

A REFLECTION ON LEADERSHIP AND THE POWER OF PERMISSION
Adam shared this reflection at our final performance on February 17, 2016.
Permission
Permission. It’s a word that is often used in the most formal of ways. But what if you worked
in a place where permission was simply part of the way you work? Where your wildest ideas
are nurtured and your leadership team actually encouraged ingenuity. What “tangents”
would you follow, how would your discussions with your colleagues be different, how would
your interactions with students and families be different? In my case, permission never has to
be granted because it is always implied. I do not feel as though I need to check in before
embarking on a mission of discovery and inquiry. Our school climate has been very purposely
built to evoke the freedom of discussion and empower our staff. It is no mistake that I feel
this way, and it all comes back to one thing: leadership and the permission to dig beyond the
pages of our written curriculum.
By owning that feeling of permission I in turn pass this along to my students. This is why, in
my class I didn’t feel like we needed “to run it by anyone” when my class recently began a two
day journey of inquiry following a student’s question, “What was the Berlin Wall?”. It is only
possible because of the support and permission that I feel within my school culture. The
greatest gift that I get to witness is when I see my students pass on this permission to their
peers as well as to the younger students in our school community. And you should see the
work that our students produce! Their creativity is never stifled, their conversations are never
curbed, and their minds are always open to possibilities.
Self-discovery and pushing the social boundaries is part of growing up, especially in grade
8….believe me! But never have I met a group of students that are more empowered to ask
the difficult questions, to wonder about themselves, and to challenge the status quo. How is
this possible? Permission.
Adam Finkbeiner
Irma Coulson Public School, Halton District School Board
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A RTFUL TEACHING
Key finding

When teachers synthesize arts-based and inquiry-based learning approaches,
they transform their classrooms into hubs of creativity (Berger, 2003, p. 70). In
this daring environment, teachers and their students care about the quality and
artistry of their work, and are accountable to an audience.
Looking back on my education I can now see it was far too prescriptive. It led to
cultural sclerosis. It demanded no existential engagement. Because it lay blankly on
the other side of my feeling life, I learnt little and became alienated, both from school
and from myself…Yet from the experience of writing poetry and the experience of
teaching, I came to see that creativity can lie at the center of the good curriculum and
that the arts, above all, have the key to generating an engagement which never tires
where finally, the grammar of schism is met by the grammar of creativity – where
words turn into kestrels on the wind’s edge. (Abbs, 2007, p. 1251)
Throughout the project, we were intent on supporting teachers as they embarked on a journey
to teach with artistry—to lift lessons off the screen or off the page, to co-construct projects so
that they had a kind of beauty. The learning and teaching would be engaging, inclusive,
improvisational, relevant, culturally responsive, and would focus on the arts in some way. Our
goal was to discover how artistry in teaching could be fostered within a range of circumstances.
As we engaged in the 3i process with an artistic spirit, there was a tentativeness in the air, a not
knowing, that gave the experience a kind of pleasurable intensity. Teachers and researchers
alike knew that this opportunity to develop artful professional inquiry projects for the Ministry
was a once-in-a-lifetime experience. We understood that 3i education was a provocation to
make future practices evermore responsive and context-specific. We also knew that if the work
was “artfully co-constructed,” the exact lessons or units could never be replicated. In some ways,
that was new and liberating for the teachers.
Artful teaching is innovative teaching. Artistry in pedagogy goes beyond subject areas. The
concept is not specifically about dance, drama, music, or visual arts. It is about acknowledging
innovative teaching as a creative process and representing pedagogy as an empowering act.
Pedagogical artistry is an approach that encourages teachers to be deliberate, creative,
thoughtful, and responsive; to develop their own style of teaching, their own pedagogical
signature; to take risks, enter new realms of teaching, and transform their practice when they
are called to do so.
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ARTISTRY AS INNOVATION
We wanted teachers to challenge themselves to find new ways of thinking about their pedagogy.
Teachers reflected with one another and the researchers about whether what they were doing
was innovative. They were worried that what they were creating would not be considered new
in any way at all. So we began to ask ourselves, “What do we mean when we use the word
“innovation?” What makes an innovative teacher? One teacher asked, "How do you take a
"normal" lesson and open it up to creativity, imagination, and innovation? What is the formula
for average teachers to make a 'creative' lesson?"
And the teachers weren’t the only ones who were worried. Some principals struggled with the
newness of all this and with the project requirements. One principal wanted to make sure that
her teachers would be supported as they learned how to weave technology and the arts into
science and math. Her teachers were experimenting and making their thinking visible, but this
made them vulnerable as well. The principal wanted to ensure that the student artwork would
be understood within the context of professional learning—that art created by 7-year-olds
would be valued and honoured in the way that it should be.
From an email:
All I can say about my team is that they are AMAZING! At the onset of the project I
would say that they were all beginners with the use of iPads and the APPS such as
Explain Everything. Tonight they are struggling to transfer files from Explain
Everything to Google Drive so that things can be uploaded and shared with you. They
are worried about getting their artefacts in although they have way more than the
required 15 items. They are worried that their digital postcards look like they've been
made by 7 year olds (as they have been made by 7 year olds) and they are wondering
what things other schools will be submitting and don't want to look silly.
The researchers had a role in these conversations with both the teachers and the principals. We
shared research in this emergent 3i process in order to be deliberate about expanded ideas of
pedagogy; and we suggested various ways to artistically represent the learning. The principal
investigator taught in every school—in some cases modeling, but really just being part of the
team as the inquiry projects played out. We supported teachers in their own journey for
innovative teaching. At Irma Coulson Public School, the principal investigator said to the Grade 8
students as they were preparing for the culminating event: “We don’t do mediocre.” This
became a mantra for them and for the rest of the teachers and the other classes in the inquiry
project, pushing them to new heights. They even used it in a hashtag on Twitter.

#wedontdomediocre
Artistry was also supported in the work of the students. During the second visits, the focus was
on implementing the inquiry, exploring different ways of having students work together, and
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finding interesting artistic ways of representing and communicating the learning that was
happening in the classrooms. Teachers and researchers co-created a culminating task that
would celebrate some kind of artistry on the part of their students. We asked, “How might
students tell the story of their scientific and mathematical learning through drama, dance, visual
arts, and music?”
Artistic representation was a pivotal part of the project for the teachers, students, and
researchers. In each of the ten projects, the students represented what they were learning in
various kinds of artistic culminating tasks. These endeavors included such things as
mediographies, video postcards, stop-time animation documentaries, a musical theatre piece,
and a large-scale environmental drama to which parents were invited. Three classes of students
in one of the schools designed elements of an outdoor classroom; another group of secondary
school students choreographed and performed a dance that told the story of their feelings of
being stigmatized based on race, class, and gender. Grade 4 students, in role as scientists,
created a complicated time machine that took them back in time. Because of what they learned
in the past they were able to advocate for environmental sustainability in the present and in the
future. Primary students in one of the schools donned special “inventor eye glasses” that
allowed them to invent solutions to challenging environmental issues that had been previously
presented to them by the junior-level students. Students created beautiful three-dimensional
maps of their First Nations community, creating a public sharing of their understandings through
a photographic, interactive gallery.
Regardless of native language, ability, or disability, music, art, and drama are
accessible to all. Because the arts… focus on creativity, students in any classroom can
participate in various satisfying ways. Furthermore, this participation can lead to
better understanding and ultimately higher levels of performance in other academic
subjects that may demand well-developed abilities with language. Consequently,
success in school for many students can be supported and facilitated through an arts
program that is infused throughout the curriculum by elementary, secondary, English
for Speakers of Other Languages and special-education teachers. (Gregoire &
Lupinetti, 2005)

TEACHING AS A CREATIVE PROCESS
The project generated understanding of and support for teachers' diverse and complex personal,
situated, and collaborative professional journeys. The teachers were all willing to collaboratively
experiment, to take risks, and thereby improvise and conceptualize new practices. In this sense
we all thought about teaching, learning, and curriculum as always dynamic, immersive, and
responsive; as always engaging, ongoing, and in-the-making. This project affirmed the
demonstrable need to deeply engage, inspire, and care for teachers and learners while they are
in the creative process. In order to understand how to continuously inspire and release teachers'
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and learners' intellectual passions and curiosities, the teachers were given permission for openended experimentation. In each professional inquiry project, we offered a model that focused
on the process rather than the product, thereby inviting teachers to discuss ways to affect
change in a robust, responsive, learning and teaching dynamic.
In this sense, the project was about releasing teachers’ imaginations (Greene, 1995) and giving
permission to try new things. The difference in each teacher’s approach became something to
celebrate. Because there is no cookie-cutter approach to education, teachers’ journeys to
develop educational experiences for their students were creative and improvisational.

TIME FOR ARTFUL TEACHING
Time is necessary to let ideas emerge, simmer, and take shape. More time is required when
collaboration is involved. Teachers spent release days with the researchers, and sometimes on
their own, mapping out the inquiry’s timeline and going through the fine details to ensure that
everyone was on the same page. This part of the creative process was crucial, for it allowed the
teachers to respond flexibly to what they encountered in their own classrooms, while
maintaining their commitment to their shared inquiry journey. It also allowed them to
collaboratively explore ideas, figuring out what fit together and what needed to be tabled.
Having professional autonomy gave them confidence to take ownership of their work. One
teacher said, “Having the time to go through the creative process allowed us to end up here.”
The teachers at La Fontaine extended their recognition of the importance of creative time to
their students. When they asked the Grade 1 participants to be inventors within the inquiry,
they equipped their students with Inventor Glasses (3-D glasses with the lens popped out). If a
student had an idea for an invention, they could put on the glasses and work on the inquiry at
any time during the day. By donning the glasses, the student signaled to their teacher that their
mind was dedicated to the inquiry task. This idea is premised on the assumption that creativity
should not be scheduled.
Time is also connected to risk. We found that risk-taking was a product of preparation. Having
the time to think through and speak through their new ideas of teaching gave teachers the
confidence to be open to innovation during the inquiry’s implementation.

CHALLENGES
The challenge for many teachers was how to shake things up and do innovative things but still
be accountable in terms of assessment and evaluation. Many of them needed ideas about how
to do this in the tasks they were setting for their students. In what ways could students
demonstrate their creative thinking capacities? We encouraged teachers to have their students
make things but also to write about or talk about the artistic choices that they made. We
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encouraged teachers to listen for the creative voices in the room and to be prepared to be
surprised by imaginative discoveries and creations.
Some teachers felt that when they spoke about creativity, people thought they were talking
about technology. One teacher spoke about how important it was for students to develop their
creative capacities before technology was introduced:
Innovation is not solely based on technological capacity or the presence of technology,
it is about having the mindset to be creative, to use not only technology, but our
bodies, tools like paintbrushes, etc. We have to get away from the idea that creativity
is just about having iPads in schools.
Teachers did appreciate the iPads because they “opened up the world” to their students.
However, some of them knew their own limitations in working this way. A secondary teacher
said,
This (technology) is something educators should embrace as it is so easy for students
to solve problems that are central to technology, yet many of our resources and tools
as teachers are “old school.” Why are we teaching in a different language?
Most teachers spoke about the need for media literacy to accompany technology integration in
order to foster innovative and creative uses of that technology.

ARTISTS IN THE SCHOOLS
All ‘I’s On Education provided funds for the school teams to bring in an expert related to their
inquiry. Most chose to invite artists into the schools-- choreographers, visual artists and
musicians. They eased the arts into the inquiry in dynamic and powerful ways.
Some of these artists had a pre-existing relationship with the teachers or schools in which they
worked. Crystal Nielson, a Thunder Bay-based visual artist, returns to Armstrong several times a
year to work with the students. She described herself as a resource, noting that the teachers
take ownership over the work. They asked her to teach them about the technical aspects of
visual art, bounce ideas off of her, and work with the students to complete projects. There was a
real reciprocity between the artist and the teachers. They respected each other’s work and
worked together to give life to the curriculum in artistic ways.
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A MATH TEACHER’S REFLECTION ON ARTISTRY
Anne shared this reflection at our final performance event on February 17, 2016.
Capturing Beauty and Light
It was a cold crisp February morning. My grade 7 and 8’s were visiting the spectacular forest
that surrounds our school to begin our inquiry project together. Out of the corner of my eye, I
noticed Adam, one of my students, snap a picture with his phone. He shared the photo with
me as we trekked back to the school. It was a special image—sunrays cutting through the
high-reaching branches above us. He told me that he had wanted to capture the beauty of
what he had seen in the moment.
Back at school, I shared Adam’s photo with my inquiry colleagues, and we decided to adopt it
as our school’s ‘icon’ for the Vi3P project. We asked Adam for his permission and he seemed
to be quite pleased. I believe that this decision was a boost to his self-esteem. Adam academic
program is accommodated/modified to meet his individual needs.
When the York University researchers came for their next visit, they met with Adam. He
shared his photo and mentioned that he does quite a bit of photography and showed us his
portfolio of images on his phone. I was immediately struck by his strong sense of composition
and the variety of shots and angles. We loved his ‘cow’ photos, and his stories about the land
and the animal life. I was moved—overwhelmed might be more accurate—by what he told us
about himself. Prior to that short meeting, I knew nothing about Adam’s artistic talents or
interests. As his math teacher, I had never taken the opportunity to really know this boy.
One simple photograph—what power it held! It created an opportunity for a student to share
his passion, artistic talents and gifts. It told a story of a thirteen-year-old boy who has an eye
for natural beauty, a person who takes time to examine the world around him. Adam’s photo
also sparked a realization in me, his teacher. I realized that we need to slow down and take
time to appreciate the beauty around us—not simply a perfect forest scene with the sun
peeking through the trees, but the inherent beauty and light that lies in a quiet student whose
gifts are there, waiting to be uncovered.

Anne Grant
Archie Stouffer Public School, Trillium Lakelands District School Board
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From the event program— February 17, 2016
Voices of Innovative Practitioners is an important event for all of us. It is an
opportunity to bear witness to the voices of practicing Ontario teachers. The stories
you will hear tonight tell of the experiences that have shaped their understanding of
“3i education” as well as their personal pedagogical signatures. You will learn about
people who supported, taught, and influenced them. You will visit the places that they
come from as well as the places where they have decided to stay. You will witness the
wisdom and insight they bring into their classrooms as well as the value they give to
every student they teach. Finally you will listen to the dreams that support them as
they imagine fresh landscapes of learning.

THE IDEA OF PERFORMATIVE INQUIRY
The idea to perform the teachers’ stories in front of an audience of education leaders was a
central part of the whole research project. Performative inquiry, or performed research, draws
from an array of practices, including applied theatre, documentary theatre, verbatim theatre,
Reader’s Theatre, and research-based theatre approaches, among others (Knowles & Cole,
2008; Belliveau & Lea, 2011). The anthology of teachers’ voices, entitled Voices of Innovative
Practitioners, was a way to forefront this research-creation methodology as an “embodied,
empathetic way of knowing and deeply sensing” (Conrad, 2004).
At the very beginning of the project, the research team had presented the teachers with the
idea of making performance an integral part of their inquiry, and it seemed to capture their
imaginations. Although some of them expressed a certain degree of apprehension about
“performing,” they were all committed to the idea of telling their individual story and fascinated
about the effect it would have when they did.
There is no doubt that the whole endeavor was a huge risk. To assemble 30 teachers from
diverse backgrounds to speak candidly and performatively in front of an audience of important
educational leaders had never been done before. It was important to challenge everyone to be
part of it all, but it was equally important to support everyone and help them feel “safe.” This
mirrored the philosophy of the entire project. We asked teachers to come along on a journey
towards innovation and to take some risks in their teaching, but we supported them as they
planned and taught. It was the same with the performance.
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OUR APPROACH
The performance was a way for teachers to represent their work in artistic ways in order to
reflect, communicate, celebrate, and move forward in their practice. We wanted to tell a story
collectively about a community of teachers deliberately working towards new ways of thinking.
We wanted to set up the conditions in rehearsal and in the performance for them to express
themselves with strength and honesty so that they might “tug at the heartstrings” of the
audience and bring about change. We wanted the audience to be affected by seeing teachers in
the process of becoming; by hearing how complicated teaching is; by bearing witness to the
challenges of teaching in difficult contexts; and by considering the kinds of supports teachers
and schools need to teach innovatively.
All 30 teachers contributed to the performative inquiry in some way. One teacher wrote the
score for the play; another composed a short musical piece; another offered a chant about
“Triple I” education. A team of teachers from one school created a stop-time animation video on
3i education. One teacher choreographed a dance entitled “The Courage to Teach.” Everyone
else wrote a short monologue based upon their lived experiences.
Each teacher, and each school team, contributed to their conceptualization of teacher
professional practice. The performance served not only as a culmination of the project, but also
as one of the provocations of the research—to prompt changes in professional learning and preservice education for teachers.
The teachers e-mailed their monologues to us over a period of time. One teacher e-mailed
about two weeks before the final performance because she wanted to re-write her monologue.
She recognized that she needed to seize the opportunity of the performance to speak about her
teaching situation and about her students in a way that was more direct and more urgent.
Her rewrite was powerful, prompting this e-mail reply:
From Kathleen (principal investigator)
Your ending is beautiful and is making me re-think the end of the anthology of teacher
voices. Let's chat tomorrow at 4. If there ever was a provocation-- this is it.
Thanks Laura. Speak soon.

THE ROLE OF TEACHER CANDIDATES
Some teachers were apprehensive about performing. For those teachers, there was a solution.
Teacher candidates at York University, enrolled in Teaching Dramatic Arts in the Senior Division
(ED DRAA 3041/51, taught by the principal investigator), would perform some of the
monologues, using verbatim and documentary theatre techniques. The teacher candidates
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would work with the classroom teachers who did not wish to speak, would perform their
monologues, and would find ways of “implicating” them in the performance. They would also
act as a kind of Greek Chorus, commenting on what was being said by the other teachers, and
enlivening the performance through movement, Reader’s Theatre, and other theatre techniques.
The teacher candidates spent hours interpreting the words that teachers had written. Initially
they wanted to get in touch with the teachers: they asked if they could phone them or email
them. They were unsure of the process and wanted to do justice to the teachers’ stories. There
was a fair bit of tension regarding the responsibility of performing someone else’s story.
Because the principal investigator felt that the teachers were already under a lot of pressure,
she asked that the students trust the reciprocity of the process.

THE REHEARSAL
In the end, the meeting of the students with the teachers happened on the day before the
performance. It was a pretty magical encounter. Some of us felt it was at this moment that the
performance had a chance. Things shifted as everyone began to believe in the process. The
teachers were pleased by the ways their stories had been honoured. They saw how hard the
drama students had worked to interpret their words. For the teachers performing their pieces
we had supportive teachers and professors in place to help them rehearse. This made a
difference, too.
Arthur (a teacher candidate), on relationships
One of the most amazing aspects of working on All ‘I’s on Education was the
opportunity to build relationships with the practicing teachers with whom we were
paired. By the time we met the teachers in February, we had already spent months on
their monologues preparing for the one day of rehearsal preceding the final
performance. Working on my monologue gave me some insight into the kind of
teacher Brian is. When I entered the rehearsal studio on the day the teachers were to
join us, I spotted a man across the room and knew immediately without being
introduced that it was Brian.

THE NIGHT OF THE PERFORMANCE
The studio was beautifully lit. There was a desk full of artifacts that the teachers had placed very
deliberately the day before in rehearsal. The teachers sat upstage centre; the teacher
candidates occupied the space downstage centre. The musicians were stage left, and began the
performance with haunting music that had been composed by one of the teachers, and set just
the right tone.
Each teacher spoke or played or danced from the heart. The audience was wrapped in the
stories. All who gathered in that performance space—in the audience and on stage— could
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sense that the moment of performance was a very significant one. Everyone was listening,
noticing, being in the moment, wanting everyone to succeed. It was collaborative; it was unique.
It was anticipatory and it was in the making. For weeks, the principal investigator had grappled
with whether or not to do a full run-through of the piece, and after numerous conversations,
decided to mount a full run-through only in the final performance. This decision seemed to
make all the difference. There was a tentativeness in the air, a “not knowing” and an excitement
that gave the experience a pleasurable intensity—very much like the kind of planning and
teaching that had happened during the project.
Christina (a teacher candidate), on fear
I hadn’t understood the importance of all the preliminary activities and workshops we
were doing and felt that time should have been focused on rehearsing. After that
moment, that standing ovation, I realized that everything we did was essential. If we
had to do the show again, we simply couldn’t. You can’t recreate those relationships,
the support, the integrity, the authenticity, and the sense of community that were
built and were present in that day of workshopping prior to the show. Although the
initial experience I had was fear, the outcome was nothing short of incredible and I
would not be able to recreate that moment if I tried. You can’t recreate a feeling that
was live, raw, authentic, supportive, but most of all genuine.

THE REACTION
The audience was compelled to pay attention to what we had been paying attention to all
through the project—the stories of how challenging it is to teach with integrity and artistry and
the conditions that need to be in place for innovative, integrated teaching to happen. At its best,
witnessing means that something will be done with what has been told and this event promised
witnessing at its best. One of the audience members was struck by how intense the whole
performance was. Everyone was listening to every word and note. The teachers spoke later
about how they did not know what to expect and were delighted (and relieved) that the whole
thing had worked so flawlessly.
Erin (a teacher), celebrating the moment
What an experience. I would never have experienced anything like this in my life if it
wasn’t for your vision. Thank you. It was REAL. It was AWESOME.
Feedback from audience members was very moving. Here is an excerpt from one e-mail:
Sarah Papoff, President, Council of Drama and Dance in Education
I wanted to follow up on behalf of myself and CODE to tell you how inspired I was by
the incredible Inquiry and performance last week. It was indeed a love story by and for
educators and students about inquiry, inspiration and the boundless possibilities of the
imagination and innovative thinking. The artefacts, inquiry questions, stories and
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performances were thought and feeling provoking. I know that there were moments I
laughed with familiarity, cringed with the frustration and had tears with the
teachers/performers.
The performance gave the teachers an avenue to speak about teaching in a way that was
emotional, nuanced, and deeply personal. The idea was to literally and figuratively shine a light
on their experience of teaching by making teacher stories visible and audible. In some ways the
performance encapsulated all that the project was about. It was the perfect culminating event
because it addressed all of the key findings in artistic and compelling ways. The teachers
performed their stories about the importance of leadership, of place, of curriculum, and of
teacher identity. The process relied upon the relationships that we had taken time to nurture.
The performance was constructed in such a way that it was aesthetic and powerful.
Wendy (a teacher), summing it up
It was glorious! Impressive in its message and its ability to reach so many of the
emotions we feel as educators.
Even though it is over it desperately feels it should be the beginning. For a long time I
have felt the urgency for change within our system. This project made it so visible. We
must offer a curriculum that encourages those essential 3 I’s. It is so disappointing to
think of the alternative.
The performative inquiry highlighting teacher voices truly made our individual and collective
thinking about the challenges of integrating innovative curriculum visible in artistic ways. It also
allowed us to address the larger issues in education: inclusiveness, equity, leadership, and
community. For the teachers, it was an opportunity to speak their truths in a liberating,
participatory, and supportive space. For the teacher candidates, it was a chance to interact and
learn about teaching from people who they respected in a context that they will never forget.
The performance allowed the research methodology of performance to be accessible to
everyone in that space. Everyone in that room mattered—both the performers and the
audience. All were affected by the power of the experience.
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Angela (a teacher candidate), looking ahead
As a teacher candidate only a few months away from graduation, I stood in that
studio observing these passionate educators and realized that I was about to take the
next step towards a life full of risks. I realized that in a couple years from now, I may
have my own stories to tell, similar to those of these teachers. I realized that teaching
is my vocation, and my goal is to inspire my students to look beyond their textbooks
when learning about the world. Finally, I realized that no matter how the world of
education may progress in the years to come, I know that I must take risks both inside
and outside of the classroom, as these teachers did, in order to better the world for
the future.
At the end of the play, the teacher performers and the audience all turned to a large projection
screen that filled the back of the stage and they watched a very short slideshow projecting the
faces of many of the students from the 10 schools involved in the project. The effect was
emotional and empowering as it reminded us that we are all here to serve students—to look
after them as well as teach them—so that they will be inspired to live happy and useful lives,
changing the world for the better.
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LAURA’S CLOSING MONOLOGUE
We go home to each other
Collaboration: That’s the word that resonated with me when we started this project at York
University so long ago. It’s the word that I rely on each and every day. Living 3 hours away
from everything at the end of the highway has its challenges and benefits. When I moved
here, I thought I was alone. But I discovered that I am not. I built relationship within my
community of 120 students, 11 teachers, parents and co-workers; they became my friends
and my family. When I go for a walk down the road they are there, taking their dogs, Piper,
Toby, and Scooby for a walk. When I go to the General Store, my family is there, buying food
for tonight’s dinner.
When I go home at night, I go home to my fellow teachers from the school. We share our
home, we share our food, and we share our joys and frustrations. We rely on each other day
by day for both school and our personal lives. When we go home after our school day is
done. We go home to each other.
We are a family of the North in a place where our Chief Wilfred King says, “The road isn’t the
end; it’s only the beginning our journey.”
So, our students go to high school. They leave their families to seek a higher education. And
within a few months most of them are back here, because they were alone. They were
separated from their family; their home. They were alone. They didn’t know how to cope with
the outside world. What they once feared is now true: “I am a failure.” So as teachers and a
system of education, how do we equip our students to leave their family? How do we prepare
them to leave their home? When we can see that our students are going to battle
depression, isolation, racism, and bullying —what can we do about it? How do we help
support an end to pregnancies in Grade 9, mass dropouts, and suicide? I can hear their fears. I
can hear their pain. What can I do? What can we do?

Laura Maunula
Armstrong Public School, Lakehead District School Board
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