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This book is comprised of chapters shared by authors across many lands, and we would like to open with an

acknowledgement of our territories.

In a spirit of sharing, we are grateful to the University of Saskatchewan for providing guidance on land
acknowledgements. We share their teachings here to help situate our own acknowledgements, and to support
you in your own work: https://teaching.usask.ca/curriculum/indigenous_voices/land-acknowledgements/

module.php

Editor Meghan Norris is situated on the traditional territory of the Anishinaabeg and Haudenosaunee
Peoples. She is grateful to live, learn, and play on these lands. To personalize this land acknowledgement,
Meghan would like to share some of the reasons she is grateful for these lands. She enjoys rowing, and
has learned that rowing on the Cataraqui River means meeting curious water snakes, and marveling at
watching the water plants grow. Walking her dogs, she sees osprey and eagles. Her backyard is full of robins,
wrens, woodpeckers, cardinals, crows, chickadees and finches. Being grateful for such beauty means taking
responsibility for its care, especially as a settler on these lands. She encourages you to take a moment on your
lands to appreciate the beauty and community around you, and consider how you can fulfil your responsibility
to sustain it.

Editor Steven Smith is situated in Mi’kma’ki, the the traditional lands of the Mi’kmaq Nation. This territory
is covered by the “Treaties of Peace and Friendship” which Mi’kmaq and Wolastoqiyik peoples first signed with
the British Crown in 1725. The treaties did not deal with surrender of lands and resources but in fact, recognized
Mi’kmaq and Wolastoqiyik title and established the rules for what was to be an ongoing relationship. Steven is
grateful to his Indigenous friends and colleagues who have helped him understand the true history of Canada
and its Indigenous peoples, and what he has been able to learn about his own family heritage and our collective

past.

We would like to express gratitude to the many colleagues who supported the creation of this open
access resource. First, we would like to express thanks to the Queen’s University Library who provided
financial, practical, and collegial support for the creation of this book. Thank you to our many authors who
generously have shared knowledge, insights, and expertise. Thank you to our student project coordinators,
Sophia Coppolino and Floor Nusselder—this project was possible with sincere thanks to their work. Finally, a
heartfelt thank you to Karen Cohen and Kerri Ritchie. This resource only happened because Meghan shared the
idea for this book on a conference call, and pitched it as a pipe dream. To her surprise, they said she should do
it. Sometimes a spark of enthusiasm from colleagues can start something big. This all serves as a reminder that
great colleagues are worth their weight in gold, and that the academic community is something truly special.
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Meghan E. Norris and Steven M. Smith

Applying tactics to develop strategy: envisioning the Future of Higher Education

Meghan E. Norris' and Steven M. Smith?

'Queen’s University
“Saint Mary’s University

Introduction

Have you ever watched children learning to play soccer or hockey? They tend to all chase the ball or puck,
with everyone chasing that thing which is most salient for them: the thing that everyone wants. The thing that
will score a goal. Experienced players know that chasing the ball or puck is not the best strategy to scoring a
goal, however. You don’t go where the puck is....you go where the puck is going. Taking this perspective allows
us to understand that there is always a broader lens that needs to be used to properly envision and achieve the
goal.

Just as in sports, successful approaches to higher education require the development and implementation of
a more comprehensive strategy. Chasing a “thing,” such as enrolment targets, a new program, CRM software
implementation, although salient and satisfying in the immediate, are alone unlikely to win the long game.
Institutions, and individuals, need to take a comprehensive approach to higher education: supporting the
academic mission by recruiting students, faculty, and staff, and then actively developing and promoting their
skills and talent, nurturing their next steps whatever they may be.

What then is the academic mission? Academic missions vary by institution type and location. For example,
some institutions are research-forward, providing substantial support to basic and applied science and
discovery. Some institutions are teaching-forward with less focus on discovery and more on developing
students in their respective areas of study. Other institutions may have explicit expectations of supporting
their surrounding communities through various types of programming, such as extension programs found in
land-grant institutions in the United States. Of course, many institutions carry a mix of these mandates and
more. Thus, the path to supporting academic missions can, and should, vary depending on the needs of a given

institution.

An important question arises: why should we care about higher education? Higher education is expensive. In
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Canada, undergraduate students spend an average of $6,693 CAD each year in tuition alone (Statistics Canada,
2021a), approximately half of graduating undergraduate students have debt, with the average debt being
approximately $20,000 CAD (Statistics Canada, 2020), and pursuing higher education requires a significant
investment of time. That said, there are many benefits to higher education, also supported by data from Statistics
Canada (e.g., Statistics Canada, 2021b). To highlight a few:

+ Higher education continues to be associated with higher income (see Statistics Canada, 2024)

+ The majority of students who pursue higher education report being happy with their jobs (Statistics
Canada, 2019)

+ Higher levels of education and income are associated with longer lives, with more time spent in
good health (Bushnik et al., 2020)

These trends are not just Canadian. For example, pulling on data from the United States, in 2022, the
employment rate is higher for those with post-secondary (87% of those with a bachelor’s degree or higher were
employed, versus 61% of those who had not completed high school) (National Centre for Education Statistics,
2023).

It is important that we recognize that the benefits of post-secondary extend beyond the individual students
who attend, and benefits are greater than employment alone. There are many societal benefits associated with
post-secondary including significantly increased civic engagement as demonstrated by increased likelihood to
vote (Uppal & LaRochelle-Coté, 2016), increased rates of volunteering and charitable giving (e.g., DeClou, 2014)
and increased rates of blood donation (Baum & Paea, 2005). Post-secondary institutions also play a critical role
in the Canadian research landscape (e.g., Industry Canada, 2001), develop future highly skilled professionals
such as health care workers, provide community access to libraries and scholarly talks, support community
engagement activities, offer recreation events and space, and more. Colleges and universities are also important
economic contributors to their communities, employing 410,000 people in Canada and generating $40 billion
in direct expenditures in 2021 (and much more in indirect expenditures) (Universities Canada, 2024). Similarly,
over 3.6 million people worked in post-secondary education in the US in 2023 (Lederman, 2024).

Given the many benefits associated with post-secondary, the wide variety of academic missions, and the
many outcomes associated with post-secondary, the question of “strategy” becomes quickly nuanced. We
created this book to share thoughts from experts at the front lines of post-secondary education who are looking
to what the future holds for our institutions, students, and communities. Strategies should not be built in
vacuums. In this volume we aim to outline some considerations to be considered when building strategy in
post-secondary. Our belief is that education is intended to provide a toolbox of knowledge, skills, abilities,
and experiences. This toolbox must be both broad enough, and deep enough, to be foundational for future
learning and applicable in a wide range of contexts. Employment and careers are obvious outcome goals that
many think of with respect to post-secondary, and it should be clear that although important, they are not
the only outcomes we should be concerned with. The chapters included in this volume will help to highlight
considerations across a variety of contexts with the aim of continually developing an inclusive, enriched, deep,
and sustainable post-secondary sector for the many positive outcomes associated with post-secondary.

The need for post-secondary to provide a strong and flexible foundation for the future has never been clearer.
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We are in a time of rapid local, global, and technological change, and the impacts on individuals and society are
significant. By March of 2020, Covid-19 was declared a pandemic by the WHO, and post-secondary institutions,
and many other sectors, worked rapidly to pivot online or close completely (see Centers for Disease Control
and Prevention, 2023 for a timeline). Political unrest has been salient both locally and globally. For example,
there have been concerns with risks of election fraud stemming from the 2016 Presidential election in the USA
(Mueller, 2019), there was significant disruption in Ottawa due to the “Freedom Convoy/Convoi de la liberté”
in 2022 (Public Safety Canada, 2022), and there are current, significant conflicts happening between Russia and
Ukraine, and within Gaza. These are just some of the recent examples of social and political unrest. The skills
and knowledge needed at a given moment can quickly change. A broad and deep toolbox allows individuals to
effectively identify and use appropriate tools for the context.

In addition to social and political unrest, there have been rapid increases in technological capabilities. For
those in post-secondary sectors, Generative Al is likely one of the most salient innovations to hit the sector
since the widespread introduction of the internet. On November 30, 2022, ChatGPT was released by OpenAl
(n.d.). ChatGPT is an example of Generative Al based in Large Language Models (LLMs), and at the time
of this writing, is capable of providing rapid, relatively thorough responses to fairly detailed prompts, that
are virtually undetectable as Al generated. On May 13, 2024, ChatGPT-40 was released by OpenAl, including
increased abilities related to auditory and visual stimuli, in addition to text-based abilities. Of course, whether
this information is accurate and ethical is an ongoing discussion. It is however, highlighting the need for
critical consumers (and generators) of content. For example, OpenAl released an auditory chatbot that sounded
remarkably like actress Scarlett Johansson after she declined willingness to have her voice used in this way
(Murphy & McMahon, 2024). During the 2024 MetGala, Artificial Intelligence created a false image of Katy Perry
attending the event in a gorgeous dress. It was so realistic that even Katy Perry’s mother believed it to be true
(Kircher, 2024). On May 24, 2024, Google was widely criticized for a significant error in its artificial intelligence
software called AI Overview which integrates with its search engine. Al Overview reported that former US
President Obama is Muslim (he is not) (Field, 2024).

It is easy to villainize technology-many uses can be manipulative and promote falsehoods. But, technology
can also be used for good. Highlighting the risks and benefits of artificial intelligence, in the below short videos
created with the software HeyGen (https://www.heygen.com/), author Meghan demonstrates how “easy” it is
to create videos in one language and have them presented as if speaking in another. Note that Meghan does
not speak German, and even her German colleague was impressed with her apparent tone and delivery. To be
totally clear: the video in German is not Meghan speaking. The software took her English video, manipulated
her voice, language, and facial movements, to make it appear as her words were being spoken in German.

One or more interactive elements has been excluded from this version of the text. You can view
them online here: https://ecampusontario.pressbooks.pub/
futureothighereducation/?p=5#oembed-1
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@ One or more interactive elements has been excluded from this version of the text. You can view
them online here: https://ecampusontario.pressbooks.pub/

futureofthighereducation/?p=5#oembed-2

It is easy to see how much benefit can be gained for education through tools such as those that translate
videos in authentic ways—suddenly language and intonation are no longer barriers. However, there is a need
to be able to verify authenticity. For example, a manipulated video of a professor cancelling an exam could be

quite problematic.

Issues related to authenticity open important and necessary conversations about instances of academic
integrity in ways we have not yet had to consider. Academic integrity is often thought of as “not plagiarizing,’
but actually encompasses a much broader array of professional behaviours in academia. Broadly, academic
integrity rests on 6 values that should be practiced and upheld within academic contexts: honesty, trust, fairness,
respect, responsibility, and courage (International Centre for Academic Integrity, 2021). Misrepresenting
thoughts, ideas, and individuals clearly undermines values such as honesty, trust, and responsibility.
Importantly, not acting when we know this is happening is a failure to show responsibility and courage. An
ongoing frontier is how to act when such actions occur. There is a dearth of regulation, especially surrounding
technology, and there are grey zones: banning technology is clearly not the answer as it can provide great

benefits. Any fulsome strategy in post-secondary must include considerations of integrity.

It must be said that campuses are composed of people. Students, and their learning, are paramount when
considering strategy. Their development, wellness, success, and learning are overlapping, but distinct, concepts,
each requiring care-filled strategy. Yet students are also not the only people on campus. Campuses are rich
communities with full- and part-time staff, volunteers, full- and part-time professors on a variety of career
tracks, administrators, and additional invested parties. Their development, wellness, and learning are also vital
when considering strategy. At the big picture level, campuses are embedded within broader communities,
neighbourhoods, cities, and beyond. The opportunities for positive, ongoing, enriching relationships between
campuses and communities are vast, benefiting all involved. Post-secondary education and institutions need
not, and should not, be an ivory tower. Comprehensive post-secondary strategy should include considerations
of the environments in which campus community members live and work, their wellness, and considerations

related to the broader communities in which campuses exist.

Leaning into an often-challenging part of strategy, and the implementation of strategy, is the consideration of
finances. Healthy, supportive, innovative environments require funds. Published in 2023, the most recent Report
of the Advisory Panel on the Federal Research Support System (“The Bouchard Report”), highlights significant
concerns with financial support for our research infrastructure. It shares that although Canada is excellent in
the research space, funding is not sufficient to sustain this excellence. The report calls for strategic vision, and a

strategic advisory body.

Concerns with funding are not limited to research. In 2023, the Government of Ontario launched a blue-
ribbon panel to explore how to ensure sustainability for post-secondary institutions within Ontario while
maintaining student experience (Harrison, 2023). It called for increased financial support from the province,
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in collaboration with higher tuition. It also called for increased financial literacy of campus communities
(specifically for board members, though presumably we all could use some brushing up in this area), and
highlighted financial risks associated with dependence on international students. Importantly, the panel also
highlighted that financial sustainability is not one-size-fits-all: different contexts require different solutions.

Many other provinces are conducting similar reviews.

To the relief of many, the Federal budget released by the Canadian government in 2024 showed important
support for post-secondary education and institutions (Government of Canada, 2024). For example, GST
requirements were relaxed to incentivize building of new residences, amendments were included to the
Canadian Education Savings Act to support saving for post-secondary, student grants were increased, and
importantly, increases for research support were included. That said, although funds for post-secondary,
including graduate student support, have been promised by the government (e.g., Government of Canada, 2024),
consultants in the field are raising flags that while the dollar amounts sound big, we are not where we should be
in terms of funding, and some of the promised funding may not be guaranteed (e.g., Higher Education Strategy
Associates, 2024).

So, where does this book fit in? We opened with a focus on needing strategy. Our intention is not to
propose a strategy. Indeed, we think that would be unwise. As we noted, strategies must meet the needs
of specific cases, and thus will vary. In this book, we hope to share some insights about tactics that should
be considered for strategy. We intentionally start this book with chapters focused on inclusion, including
chapters on Equity, Diversity, and Accessibility in Post-Secondary Education, Ways of Knowing and Higher
Education, Indigenization and the Future of Post-Secondary Education, and Accessibility in Higher Education.
We then transition into chapters focusing on supporting the people in our campus communities, with chapters
including The Developmental Perspective on Youth in Post-Secondary Education, Promoting Post-Secondary
Student Well-Being, Campus Mental Health: A Whole Community Responsibility, and Transforming Higher
Education: A Case for Transformational Leadership. We then move to physical and financial considerations with
chapters in The Role of the Physical Campus for Productivity and Health, and Financing Canadian Colleges and
Universities in the 21st Century. Next we turn to academic issues with chapters including The Essentiality of
Academic Integrity in an Increasingly Disrupted and Polarized World, Re-Imagining Education for an Uncertain
Future: Can Technology Help Us Become More Human?, What are Large Language Models Made of?, and
Beyond the Paywall: Advocacy, Infrastructure, and the Future of Open Access in Canada. We conclude this
volume by highlighting the importance of community in our campuses with chapters on Envisioning Public
Policy and Practices for Experiential Learning in Post-Secondary Education, and Building Better Health Sciences
Education.

Importantly, this book is not the end, but a start. We look forward to future editions that include additional
necessary topics when building strategy related to post-secondary. For example, chapters on specifics related
to the science and practice of learning and teaching, the importance of interdisciplinary work, the “why” of
grading and assessment methods, governance structures, life and career development, upskilling, transfer credit
mobility, research funding, and more.

As we close, we want to highlight some features of this book. Chapters each have their own URLs. This
means that you can easily share individual chapters by way of URL as you wish, in addition to sharing the
main link for the book. This book is open access, with most chapters being protected either under CC-BY
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4.0 or CC-BY-NC 4.0 licenses. This means you are encouraged to share broadly (please see specific licensing
associated with each chapter), and there are no costs to using this book. Content has been generously shared
by authors, who retain copyright of their chapters, with the intention of removing barriers to accessing
content. We ask that you cite chapters in future work so authors can receive academic credit for their
work. To help with this, recommended citations are included at the bottom of each chapter. To learn more
about creative commons licensing permissions, we recommend visiting https://creativecommons.org/share-

your-work/cclicenses/ (Creative Commons, n.d.).

We want to share a heartfelt thanks at this point. This book was created incredibly quickly thanks to funding
received from the Queen’s University Library team in their support of open educational resources. No authors
were paid for their chapters in this book. That this book came together so quickly, with such incredible topics
covered, is truly a testament to the academic network in Canada. Many authors in this book received “cold
emails” asking whether they would be willing to share their knowledge, and we were humbled that they, and
closer colleagues, agreed to participate. Writing a chapter is harder and more time consuming than it sounds-to
our dear authors, thank you. We hope you are proud of this resource, and the conversations we hope it will
facilitate.

This project could not have come to fruition without our student project coordinators. Sophia Coppolino and
Floor (Flo) Nusselder were essential team members and were truly the glue that helped keep pieces (and email
chains) together. The skill and professionalism that these two soon-to-be-graduates demonstrated in a large-
and-fast project is testament to the incredible folks we have coming through our post-secondary systems. As
you both graduate, please know that you have a community cheering you on. Teamwork really does make the

dream work-thank you for being a part of it!
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Katelynn Carter-Rogers; Steven M. Smith; Chiedza C.
Chigumba; and Vurain Tabvuma

The Future of Equity, Diversity, Inclusion, and Accessibility in Post-Secondary

Education

Katelynn Carter—Rogersl’z, Steven M. Smithz, Chiedza Chigumbaz, and Vurain Tabvuma?®

ISt. Francis Xavier University
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Introduction

In this chapter we will discuss some of the many ways in which equity, diversity, inclusion, and
accessibility (EDIA) are being considered in post-secondary education, and how the role of EDIA is likely to
evolve over the coming years. We will start with an examination of the shift in the nature of the people at
academic institutions over time, both in terms of students, and the faculty teaching them. Next, we will discuss
what we mean by EDIA, how the definitions of EDIA have changed over time in general within the literature,
and how post-secondary education (PSE) is leading the way in many instances. We will address the role and
need for inclusive practices in post-secondary education and the benefits of EDIA for students, faculty, and
institutions. Finally, we will take an educated guess at what the future of EDIA in PSE will bring, and how
institutions can prepare for, facilitate, and manage those changes.

Student Demographics Over Time

There are now over 2.2 million students at colleges and universities in Canada, and that is more than
double the number that attended in 1980 (Statistics Canada, 2023). Despite a push to increase access to PSE
for Indigenous students in Canada, Indigenous youth were half as likely (37%) to have taken some form of
post-secondary education as non-Indigenous youth (72%) (Layton, 2023). Interestingly, although there is already
significant diversity in Canadian undergraduates, we see that some groups are over-represented compared
to the general Canadian population (e.g., South Asian, Chinese, Korean) some are essentially at par with
population (e.g., Arab, Southeast Asian, Japanese) and some are lower than would be expected by population
(Latin American, Black, Filipino); overall, some 30% of PSE students identify as a visible minority (Brunet &
Galarneau, 2022). Over 400,000 of the students (or 18%) are international, which is 10 times the number of

1
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international students since 1980 (Statistics Canada, 2023). Students with disabilities also face challenges, with
only 42% achieving some level of PSE (Furrie, 2017).

How is EDIA operationalized?

Seeing how the university population has changed and become more diverse over the last several decades,
it has become apparent that resources and course content is not as relevant or relatable to everyone who is
within the learning environment, there may also be cases where the content is not applicable, or generalizable
for all populations equally. How do we ensure that everyone who is experiencing our learning environment
fundamentally feels like they belong within this space and that it is relevant to them? That is what the intention
of implementing EDIA within organizations and institutions is meant to do. There has been an evolution of
EDIA, drastic changes to the way it is talked about (transitioning from EDI to EDIA, and other abbreviations)
(see Table 1), and also changes within the literature describing what the best way to work with diverse people.

Table 1

Common Abbreviations used within the Equity, Diversity, Inclusion, and Accessibility space

Common Abbreviations
EDI Equity, Diversity, & Inclusion
EDIA Equity, Diversity, Inclusion, & Accessibility
EDIRA Equity, Diversity, Inclusion, Reconciliation, & Accessibility
EDII-A Equity, Diversity, Inclusion, Indigeneity, & Accessibility
D&l Diversity & Inclusion
DEI Diversity, Equity, & Inclusion
IDEA Inclusion, Diversity, Equity, & Accessibility
DEIB Diversity, Equity, Inclusion, & Belonging
JEDI Justice, Equity, Diversity, & Inclusion
JEDDI Justice, Equity, Diversity, Decolonization, & Inclusion

Prior to the 1980’s, organizations focused on equality, and equal opportunity for the groups that were
legally protected from discrimination, which focused more broadly on race and sex (Kelly & Dobbin, 1998).
Historically, shifts towards equity have come with climates that have necessitated uncomfortable conversations.
When diversity became the focus, this brings attention to the importance of how it can benefit the organization
overall (Trawalter et al., 2016). Progress in achieving diversity goals has come because of social movements
driving change and causing society to recognize the lived experiences of racialized groups (Ray & Melaku, 2023).
If left to voluntary targets, EDIA progress would be slow (Cukier, 2023) and inequalities would persist. Over
the years, we have seen significant changes to how diversity is considered, including gender identity, ability,
personality characteristics, religion, and ethnicity, just to name a few (Kirby et al., 2023; Pascual et al., 2023;
Unzueta & Binning, 2012).
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There has also been discourse in the inclusion literature (Shore et al., 2011), calling for a shift from measuring
diversity to actively considering how to create an inclusive space for everyone (Ferdman, 2014; Mor Barak, 2022;
Nishii & Rich, 2013; see also Tabvuma et al., 2023). However, a focus on making the majority feel comfortable
risks experiencing a repeat of history when calls for EDIA were widely devalued and labelled as ineffective (e.g.,
Chambers et al., 2023; Chilton et al., 2022; Winnick, 2010). It is important for all sides to be heard; inclusion
is not about the majority deriding the realties that equity seeking groups face. It is just as important to have
conversations about uncomfortable topics with a goal to foster a sense of belonging and not silence the voices
of those whose lived experiences are negatively impacted by policies aimed at maintaining the status quo. Myth
busting is one way to steer perceptions away from misconceptions and towards common understanding of the
EDIA issues in PSE (Chambers et al., 2023).

These issues show the importance for considering more than just recruitment initiatives when seeking to
promote inclusion. Research by Gebert et al. (2017) highlights that during transitions, insufficient tolerance
for diverse populations among leadership can create discomfort and unwelcoming atmospheres and lower
retention. Despite extensive discourse on EDIA, numerous organizations still lack diversity, particularly within
their leadership ranks (Statistics Canada, 2021a; 2021b). Despite decades of trying to enhance diversity,
significant wage gaps and underrepresentation persist within organizations, signaling systemic barriers to
acceptance, cultural transformation, and sustained diversity. With the backlash against race-based admission
approaches linked to affirmative action, PSE institutions in the USA are now expected to seek diversity in
their admissions process through factors other than race (Savage, 2023). It remains to be seen how much of an
impact this will have on the visible diversity of students in PSE and the workforce. Backlash and myths are
effective tools in silencing the voices of those who would otherwise advocate against self-segregation in favor of
inclusive approaches that foster a sense of belonging; over time, they can breed assimilation as people conform
(Shore et al., 2011) to be accepted as insiders for personal and professional. Recognizing these challenges,
scholars have begun advocating for a paradigm shift from merely studying diversity to focusing on inclusion
(Carter-Rogers et al., 2022a; Ferdman, 2014; Mor Barak, 2022; Nishii & Rich, 2013; Shore et al.,, 2011; Smith, et
al., 2022).

Issues such as unwelcoming environments and underrepresentation at least partly stem from leadership
using these terms interchangeably, and thus missing important considerations when it comes to facilitating
inclusion. When “diversity” is discussed, most are referring to the people’s “affinity” that makes them different
or unique within a space (Star, 2022). This is problematic because these diverse traits become a metric that
is measured as an outcome of success, instead of adjusting or making change within an environment. These
affinities are also typically assessed visibly, which then negates hidden or invisible diversity. The Canadian
Commission for United Nations Educational, Scientific, and Cultural Organization (UNESCO) has done a
great job explaining and defining EDIA as it impacts the Canadian education system and showing that each
dimension needs to be considered differently (see Table 1).

Table 2
Inclusion, Diversity, Equity & Accessibility (IDEA) Good Practices toolkit (Baker & Vasseur, 2021).
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What is not discussed within Table 2 but is starting to surface within the EDIA literature, is the idea around
belonging, or belongingness (Kirby & Zhang, 2024). Although Shore et al. (2018) begins to speak on the sense
of belonging in the context of inclusion, and the uniqueness that one feels within their environment leading to
them ultimately being retained, the concept from an EDIA perspective is still new in the organizational context.

Belonging is where the PSE literature is more informed on implementing change within the academic space.

Value of EDIA in Post Secondary Education

In 1998 the U.S. Court of Appeals ruling in Wessmann v Gittens (1998) struck down the school’s race-based
admissions quota that reserved half the seats for students from diverse racial backgrounds; in the 1997-98 school
year this half was comprised of 18 White, 13 Black, 9 Asian-American and 5 Hispanic students (Wessmann v.
Gittens, 1998). Similarly, in the Students for Fair Admissions, Inc. v. President and Fellows of Harvard College (2023)
race-based considerations were ruled unconstitutional by the Supreme Court. The key takeaway highlighted
from media articles was the need to prove the value of diversity (Axtman, 1998; Lewin, 1998; Liptak, 2023). At
the PSE level, the value of EDIA comes through when tertiary education aids in developing individuals who
can work in teams with, or manage people from, diverse backgrounds. Diversity in higher education fosters
interactions that bring value to the development of strategy through diverse thought. Furthermore, diversity
creates room for the generation of innovative ideas (Diaz-Garcia et al., 2013) by bringing together minds,
perspectives and experiences from different backgrounds and identities.

At PSE institutions, the diverse student population brings together diversity in thought and experience
at an advanced level of maturity compared to high school. Students who come from different backgrounds
often come with diverse ways of learning and differing notions of what is expected of them both in the
classroom and in their academic work (Nelson, 1996). What is often presumed to be lack of motivation, means
or ability can also be a function of differences in how students learn, including attitudes towards peer-learning,
or differences in how the standard of their high school education prepared them for college (Nelson, 1996;
Treisman, 1992). Often students from different backgrounds, with different levels of college preparation, are
expected to know and understand the expectations of their professors (Nelson, 1996), and supporting student
diversity involves providing opportunities and resources for equitable learning. This may include taking time
to set expectations and ensuring understanding using exercises that are reviewed collectively (Nelson, 1996).
Creating opportunities for regular peer-learning has been found to be beneficial for students who come
from backgrounds that discourage such a strategy as it may be misunderstood as cheating, or from social
environments where such a strategy may risk students facing bullying for appearing as being nerdy (Nelson,
1996). Notably peer learning through study groups is a strategy that other successful student groups regularly
make use of, such as Asians and those from social environments where peer learning was encouraged, (Nelson,
1996).

EDIA and Sense of Belonging in PSE

When creating pipelines within the education system so that more diverse students can access PSE and
subsequently enter the workforce, we must consider their integration into this space (Tienda, 2013). Students
who are experiencing more educational barriers (i.e., first generation students, Black and Indigenous students,
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students living with disabilities, working students, etc.) experience the most uncertainty in their sense of
belonging within PSE, leading to feelings of isolation (Brooms, 2020; DeRossett et al., 2021; Fong et al., 2021).
We see that the students’ sense of belonging has a significant impact on whether they are successful in their

integration.

Students with increased connection to the environment have increased sense of belonging (Astin, 1994;
2007; Malone et al., 2012; Schachner et al., 2019; Slaten et al., 2018; Tinto, 1993; 2010). Astin’s (1994) Inputs-
Environment-Output (I-E-O) model allows for consideration of students’ demographic backgrounds when
implementing and assessing the outcomes for successful transition into PSE. These approaches are essential to
academic success; the integration into campus life is just as important as obtaining high grades (Astin, 1994;
2007). A student’s failure to integrate into the campus culture, both socially and intellectually, is a factor in
why students struggle and/or fail in PSE (Tinto, 1993; 2010). Carter-Rogers, et al. (2022b) found that there
were clear educational barriers being experienced by the diverse student population ranging from financial
hardships, housing insecurity, lack of social support, generational trauma, family substance abuse, and negative
relationship dynamics. These barriers, though out of the control of the institution, put into perspective the
importance of sense of belonging, and continued social support systems needed within the PSE environment.
Resources on campus must exist so that students who are from more diverse backgrounds can find a sense of

belonging within the educational space, ensuring they can stay and feel safe within the academic environment.

Programming to Facilitate Belonging for Students

Student transitions are hard, and in most cases, it is not the challenge of doing well in class, it is
the adjustment to the academic culture that is most impactful. Geography, gender, ethnic background, and
socioeconomics all influence this outcome. In PSE institutions, graduation rates vary dramatically from close to
90% to well under 50% — and that is just from those who are reporting statistics (see MacLean’s, 2018).

Most colleges and universities in North America have specific programs put in place to help students
transition from high school (or other institutions) to their programs. Indeed, there are multiple national (e.g.,
the Annual Conference on First Year Experience; the National Student Success Conference) and regional (e.g.,
the Atlantic Association of College and University Student Services; the California Strengthening Student
Success Conference) conferences and organisations that specifically aim to support student transition and
success. At each of these conferences (as illustrated in their associated journals and newsletters) there are
countless programs being run every year, all with the goal of easing the transition of students from where
they were, to where they are at. In a recent survey of Canadian first year experience and students in transition
programming being offered at Canadian colleges and universities, every institution responding offered more
than one program for students to support their acclimation to academia and the institution (see Smith, et al., in

press).

First-year experience and students in transition programs take a wide variety of forms, including first year
seminars to support student academic and writing skills, programs integrated with required academic courses,
programs for transfer students, programs for international students, mental health programming, Indigenous
student programming, programs for racialized students, career development programs, programs for students
with disabilities, and many others (see Smith et al,, in press, for a review of current Canadian programming).
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Fundamentally, each program is trying to make the student more comfortable, more acclimated, and more
successful. The goal of these programs is to enhance academic skills, engage students and make them feel
included in the school’s culture, and increase commitment to educational goals - they aim to make the student
feel like they belong at the institution.

Does EDIA exist for Faculty?

Current State of EDIA in Academia

In both the US and Canada, faculty from diverse backgrounds remain under-represented in academia,
both in terms of percentages in the population, and in the workforce (e.g., CAUT, 2018; Ellsworth et al., 2022).
Perhaps this is not surprising given the data we highlighted above that students are not graduating from high
school or attending university at the rates that would be expected given their proportion of the population.
This inequity persists throughout graduate work and likely results in even fewer racialized, gender and sexually
diverse, and disabled individuals achieving the credentials required to become academics. Even though 95%
of research-intensive institutions in the US have a senior administrative position dedicated to diversity and
inclusion, only 8% of institutions have at least equitable student representation and graduation rates, and 88%
of not-for-profit colleges and universities have full time faculty that are less diverse than the US population
(Ellsworth et al., 2022).

Yet, in Canada, there have been some important gains over the years (CAUT, 2018). The percentage of
racialized faculty rose from 17% in 2006 to 21% in 2016, keeping pace with the percentage of racialized
individuals in the population. There are more women faculty than ever before, but women, and especially
racialized women, are least likely to have full-time employment positions in academia. Indigenous faculty are
also underrepresented, at less than half the rate than would be expected by the number of Indigenous people in
the labour force, and less than a third the rate that would be expected by population. Finally, there are clear and
consistent wage gaps between non-indigenous non-racialized men and all other groups, with racialized women
being the lowest paid. Further, the pace of change is slow. Ellsworth et al., 2022 report that at the current pace
of change it would take 300-400 years for faculty diversity to reach parity with the US population.

Does Merit Really Exist in Academia?

As noted above, there are systematic issues that need to be dealt with for more diverse representation
in faculty. Academia, and jobs in academia, have long been argued to be based on merit. Our peer-review
system ensures that the people who are better at being academics (better researchers, better professors, better
administrators) get the academic jobs, get tenure, get promoted, etc. But as with any general statement of
value such as this, there are caveats. We don’t have to look far before we see some of the flaws in the system.
The structure of merit within academia was developed at a time when (often White) male professors were the
status quo, so perhaps it is no surprise that academic structures tend to work better for men (Van den Brink &
Benschop, 2012). Indeed, there has been evidence that women are seen as less qualified than men to be faculty
members (Bourabain, 2021; Johansson & Sliwa, 2013) which can lead to discrimination, higher standards for
women, lower salaries, and slower progression though the ranks. Despite evidence to the contrary, women are

considered slower to achieve their academic success (Krefting, 2003; Staub & Rafnsdéttir, 2020; Van den Brink &



18  Megan S. Wylie

Benschop, 2012), which has been attributed to their family situations (i.e., having children). As such women are
more likely to be asked about their family at hiring and promotion (Bourabain, 2021; Mixon & Treviiio, 2005;
Orbogu & Bisiriyu, 2012; Rivera, 2017; Trevifio et al., 2018). Not surprisingly, these perceptions of less “value”
from women academics has contributed to the well-established pay gap in academia (Bailey et al., 2016; Schulz
& Tanguay, 2006; Woodhams et al., 2022).

For minorities, and women of colour in particular, realities are even worse, as they experience minimization
of their skills and qualifications are questions as they are perceived to be “diversity hires” rather than “qualified”
applicants (Griffin et al., 2013; Johansson & Sliwa, 2013; Maseti, 2018: Zambrana et al., 2017). Some minority
faculty members have indicated that they are consistently fighting to be seen as an academic and not just as
their skin colour (Johansson & Sliwa, 2013). These faculty felt that because of who they were they were held
to an unfair standard (Griffin et al., 2013) of behaviour while also feeling like they need to offset stereotypes of
being “angry” or “aggressive” by smiling and being mindful of their body language (Jackson, 2008).

Another issue that affects “diverse” academics is their workload related to administrative duties. Many faculty
members coming from minority groups feel pressure to mentor and support the “next generation” of students
who may be looking up to them as a role model (e.g., Griffin et al., 2013). Most universities and colleges in
North America are also launching working groups, special projects, policy teams, etc., which specifically require
membership from people representing diverse groups. As such this can add significantly to the workload of
people who belong to those groups. Added to the disparagement of many academics’ experiences toward their
work on diversity issues (e.g., Simpson, 2010; being told this “Niche” research is not “rigorous” enough and will
therefore not help them achieve promotion and tenure) this can lead to burnout and lack of progress.

How to support diverse faculty

Employees that belong to one of more categories of having a disability, being racialized, or a sexual or
gender minority have greater sense of belonging and job satisfaction in diverse and inclusive environments; But
how do we create such an environment for new employees? One strategy that has been used by many academic
employers in recent years is the idea of “cluster hires” (e.g., Chilton, 2020; Flaherty, 2015) though not without
controversy (Sa, 2019). The basic idea is that a department (or group of departments) decide that they need to
hire a diverse group of faculty in one particular area of research. The criticism of this approach (e.g., Sa, 2019)
is that this forces departments to group hires into similar research areas within a small number of departments
(unless institutional finances are very strong) and this could functionally act to isolate those hires into niche
fields. It is certainly the case that groups of faculty hired at the same time will increase a sense of belonginess
and comradery among those faculty, but it is important that cluster hires be across disciplines and across
institutions to maximize benefits. In addition, continuing the approach over time as part of an institutional
strategy will reduce the chances of people feeling that the hires were “tokens” (Chilton, 2020). Importantly,
cluster hires should include ongoing support in terms of mentoring programs, support for faculty as they work

toward tenure and promotion.

It is worth noting that even with cluster hiring, which can be effective, there must be an awareness of what
is meant by “diverse” applicants. As we have highlighted above, often diversity strategies focus on “visible”
diversity. Although this is clearly important, we must also be sure to create opportunities for less visibly diverse



Leading the Way: Envisioning the Future of Higher Education 19

people to join the faculty ranks, including those with invisible disabilities, sexual minorities, and people with
different personalities, values, and attitudes (e.g., Tabvuma et al., 2023).

Gaps in the Literature

There have been several identified gaps within the literature as it relates to EDIA that need to be further
researched. As stated previously, focusing on diversity alone within this space is not going to lead to increased
retention of diverse individuals. Further investigation is needed related to the practice, resources, and overall
climate within PSE, as well as how faculty approach their curriculum and pedagogy. For example, experiential
learning has shown to be effective in helping students develop new skills, enhance their problem-solving
abilities, and gain a more in-depth understanding of lived experiences; meaning that if we diversify and create
a more inclusive classroom, all students benefit within this space (Fede et al., 2018; Winsett et al., 2016).
Many studies, and our own research, have found that co-curricular approaches to learning improve intellectual
engagement, self-efficacy, satisfaction, and feelings of support from the institution (Kilpatrick & Wilburn, 2010;
Lourens, 2014; Pasque & Murphy, 2005; Stirling & Kerr, 2015; Tabvuma et al.,, 2023), while simultaneously
providing an inclusive space that mitigates the impacts of educational barriers (Carter-Rogers et al., 2022b). This
may be because co-curricular learning helps students better understand people from different backgrounds and
helps to develop relationships with their peers who are different from them (Keen & Hall, 2009). This point is
key to understanding strong sense of belonging within the institution and needs to be explored further.

Yet most if not all research within this space has considered a singular axis of diversity, and has not
approached the advancement of inclusion, belongingness, or diversity within higher education from an
intersectional perspective. Research needs to consider how to identify the barriers related to retention and
success among students who are from underrepresented populations, especially from an intersectional
perspective. There is also a divide related to the implementation of policies and practices within institutions.
There is little to no discussion related to the first voice experience about implementing these practices, and
whether they are effective or not. Also, it should be noted that it is not the responsibility of diverse faculty
or student body to implement these practices. There is need for an investigation into the impacts of tokenism
and cosmetic diversity initiatives within higher education which cannot be the sole responsibility of diverse
academics (which, as noted above, can lead to excessive administrative workloads). For example, one of the
authors of this chapter is an Indigenous scholar, who encourages non-Indigenous colleagues to do the work
needed to be active and ongoing allies, as it can be exhausting for Indigenous scholars to bear the emotional
labour of convincing fellow colleagues to do the right thing and educate themselves on the ongoing and
persistent discrimination of Indigenous peoples within higher education. This would be the same burden put
on neurodiverse faculty continuously having to advocate for accommodations for students or other faculty,
or the only Black scholar within the department being put on all committees simply because they are Black.
Furthermore, to facilitate this “all on board” approach there must be a willingness to accept that non-diverse
faculty may be doing good work on these issues, and have meaningful and valuable information to contribute,

even when they belong to the majority.

This leads to the final point of recruitment, retention, and advancement of underrepresented faculty members.
In this chapter we touched on supporting diverse faculty, and the discussion around meritocratic practices
within higher education, but there is a significant gap within the literature as it relates to removing the barriers
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that these faculty members experience. Academics are beginning to discuss the decolonization of education
(see Russ Walsh and David Danto’s chapter in this volume), but there is a discourse that is emerging related
to Cosmetic Indigenization (Bastien et al., 2023), and tokenized scholars (Price et al., 2024). Black scholars have
discussed having to identity shift to feel like they belong, causing severe health implications (Dickens & Chavez,
2018; Dickens et al., 2019; Hall et al., 2012), and it is about time that this discussion is not just happening
within the diverse academic circles. The whole academic community needs to start looking inward to how they

themselves can begin implementing change within their institution.

The Future of EDIA in Higher Education

The future of EDIA in higher education is very likely to be driven by the ongoing efforts to addressing
the systemic inequalities, promote diversity and inclusion, and enhance accessibility for all. Currently it makes
sense that data-driven decision-making will help institutions understand the needs of diverse student and
faculty populations to ensure that resources are allocated in a more efficient and effective manner. Further,
by actively collaborating with diverse communities, institutions will better understand their needs and goals,

which in turn helps to develop a more effective strategy for engaging and promoting EDIA.

To advance initiatives and to make change, there will need to be a commitment from senior academic
leadership who must demonstrate their commitment to EDIA and ensure institutional core values are grounded
in inclusive practices (Shore et al., 2018). This would mean that strategic planning would have measurable goals
that are advancing EDIA, including the perceived belongingness that these individuals experience. Student
success programs and funding supports are crucial for advancement of EDIA within institutions, as well
as providing for the infrastructure needed for hybrid education, meetings, and health supports. Continuous
evaluation of practices and constant improvements are also needed, meaning institutions need to assess
effectiveness of EDIA initiatives and adapt as needed. There also needs to be engagement with community
and active listening to people’s perspectives which can support informed decision making. By implementing
strategies like these, institutions can create a more inclusive and accessible space within the institutional

environment, ensuring that they are supporting the success and well-being of all the institutional members.
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Introduction

Long before beginning post-secondary education, all of us have experienced different ways of knowing.
In our primary and secondary schooling we have moved between lectures and homework in math, sciences,
social studies, literature, art and music — often within the same day - readily shifting from one way of thinking
to another. In our social relationships we have also pursued different ways of knowing, addressing problems,
projects and collaborative play that require understanding and engaging with multiple others in multiple
ways. And to the extent that we’ve participated in religious or spiritual practices and communities, we have
experienced knowing in yet other ways. We have in other words been fluidly engaged with multiple ways of

knowing. Is this diversity evident in the academic world?

While our personal lives may still require a facility with multiple ways of knowing, our academic lives may
corral us into discipline-specific discourses and ways of knowing. This results partly from the specialization that
higher education facilitates — pursuing one field of study necessarily leaves others behind. And each field of
study has its own history and set of viewpoints, such that to advance in one field is to acquire a particular way
of thinking and talking. Higher education may also foster a discipline-specific identity. For example, a student
studying computer science is called a computer science major, and it’s not all uncommon for that to become
the first topic of conversation amidst undergraduate students (“what’s your major?”) as well as for graduate
students and faculty. Hence, in studying sociology, one becomes a sociologist — a position with which one
identifies, and through which one views their world. This indoctrination shapes one’s position with respect to
knowledge.

We've used the word indoctrination because its history calls to mind two distinct aspects of post-secondary
learning. To indoctrinate is to teach, and indoctrination is learning — at least those were the original meanings
of the terms. An indoctrinated individual was a scholar with a depth and breadth of knowledge, typically
across multiple disciplines. However, over time these words took on a negative connotation, with indoctrination
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taken to imply accepting a set of beliefs uncritically — a contraction rather than expansion of thought, with an
indoctrinated individual seen as close-minded rather than receptive to alternative viewpoints (Lewin, 2022).

We’d suggest that today’s higher education holds both potentials. While we hope that our teaching opens
students’ minds to new ways of thinking and understanding, lectures and exams often require students to
memorize names, dates, and terms - facts deemed essential to a given topic or field. This form of knowing,
while arguably building a foundation for more advanced learning within a discipline, may inhibit a broad
or integrative mindset that can understand — or at least seek to understand — a phenomenon from multiple
perspectives (Lawson, 2001). And while academic research and scholarship ideally reflect a sensitivity to
the complexity of knowledge, publishing often calls for a determined focus on a singular dimension or set
of dimensions within a much broader field. Moreover, the demands of teaching and research often restrict

opportunities for broader thinking outside of one’s area of expertise.

We run the risk here of painting with broad strokes and neglecting the nuanced ways in which many
educators value and facilitate critical thinking. However, we wish to underscore the potential within higher
education to maintain separate clusters of exclusive knowledge domains that, like occupants of the Tower of
Babel, inhabit a shared space but cannot engage in conversation. A further risk is that this tower of separate

discourses is also cut off from ways of knowing outside of traditional academic frameworks.

How can we facilitate greater openness and breadth? We think the answer calls for more thoughtful
consideration of ways of knowing, and more explicit respect for — and integration of - this diversity throughout
all levels of higher education systems. Diversity has become a necessary and appropriate touchstone in higher
education, as well as in society more broadly, as we seek to create a more just and equitable world (Guo
& Jamal, 2007; Smith, 2020). One aspect of this turn particular to education has been an emphasis on the
pedagogical value of diversity, highlighting the important role played by a diverse student body in facilitating
awareness of and appreciation for the differing experiences and perspectives of others. At least implicitly, this
acknowledges that there are multiple ways of knowing worth knowing,.

To consider ways of knowing is to pose questions of epistemology (what counts as knowledge) and ontology
(what count as valid objects of study), two philosophical terms that many academic fields - aside from
philosophy- tend to avoid. While perhaps having addressed these to some degree in a required undergraduate
philosophy course, many scholars rarely consider the relevance of these questions to the limits of their approach
and prospect of interdisciplinary dialogue. And yet it seems to us that reflection on the horizons of one’s
academic discipline as well as the prospect for communication across disciplines is possible only to the extent
that epistemology and ontology are made explicit. Even within disciplines, debates that often focus on research
methods and results are often situated in contrary assumptions regarding what counts as valid knowledge and

what are deemed essential objects or qualities worthy of study.

The terms approach and horizon used above are drawn from two scholars — one a psychologist and one a
philosopher — who explicitly addressed epistemology and ontology. Amedeo Giorgi (1970), arguably the founder
of qualitative research in Western psychology, discussed the importance of recognizing one’s position with

respect to the topic studied:

By establishing the category of approach we mean to take into account the researcher himself in the
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enterprise of science. By approach is meant the fundamental viewpoint toward man and the world that
the scientist brings, or adopts, with respect to his work as a scientist, whether his viewpoint is made
explicit or remains implicit” (1970, p. 126).

The above quote is noteworthy not only for its explication of the term approach, but also for the implicit features
of the definition itself — what we can now see as an exclusionary language (man; himself) that at the time of
Giorgi’s writing was simply the dominant, taken for granted format within which academic scholarship was
presented. Hence Giorgi both defines and demonstrates the indelible role of one’s approach in both how one
sees and how one communicates in academic discourse. While today we are presumably more sensitive to the
risks of imposing gender in scholarly writing, we’d suggest that there are nonetheless other implicit features
imbedded in the standard practices of any discipline (Bazerman, 1988).

Each discipline has its own vantage point, delimiting knowledge claims and methods. Martin Heidegger (who
himself had a vantage point that has been critically scrutinized) used the term horizon (Horizont) to describe
the language- and experience-based framework or boundary (Grenze) that both allows for and constrains one’s
perspective (1927/1962). Using the metaphor of a forest, Heidegger spoke of the clearing (Lichtung) that is one’s
area of focus — as with the saying that one “can’t see the forest for the trees”, an individual’s clearing opens up a
space for understanding, but in doing so necessarily excludes other clearings, or approaches. This was presented
not as a flaw to be corrected, but as an unavoidable feature of human knowledge. Indeed, Heidegger’s student
Hans-Georg Gadamer (1960/2013) carried these ideas further, arguing that one’s historically and linguistically
situated prejudice (Vorurteil) is the lens through which understanding is made possible. Hence one’s ability to
understand another’s perspective requires recognizing the limits of one’s own perspective.

Communication within and between disciplines, if it is to be productive, must arise out of a respect for
the wide range of epistemologies and ontologies from which any scholarly work proceeds. In our field of
psychology, for example, longstanding tensions (if not outright hostilities) between quantitative and qualitative
researchers reflect differences in what are considered valid data, the criteria for evaluating conclusions, and
the fundamental elements of human nature. Indeed, these differences trail back to debates at the very start of
the discipline, when Wilhelm Dilthey (1927/1977) mapped out two distinct paths: the natural sciences and the
human sciences, each with different assumptions and desired outcomes. Beyond the field of psychology, these
two paths track loosely with the academic divide between the liberal arts and the sciences (with the social
sciences often straddling that divide). Whether or not the liberal arts and sciences are situated within a shared
school (as in colleges of arts and sciences) or separately, the ways of knowing favored by each clearly reflect
differing epistemologies and ontologies.

While interdisciplinarity is advocated at many institutions, in our experience it is rare to see initiatives that
integrate across the arts and sciences. On the contrary, it seems far more common for curricular revisions within
programs to exclude courses from the other side of this divide. This may result in part from increasing demands
for more content and academic credits within departments or programs. But it is also likely a reflection of a lack
of appreciation for the divergent approaches to knowledge outside of designated programs.

Any discussion of epistemology and ontology must include the concept of intersectionality (Crenshaw, 1989;
Carastathis, 2016), meaning that our ways of knowing may have multiple sources that include a complex

interplay of cultural values, historicity, and geographical locations - and oppression. Hence, thoughtful



30 Megan S. Wylie

consideration of ways of knowing calls attention to the potential multitude of meanings within individuals as
well as across them, as well as the oppressive potential of dominant discourses. As we noted at the start of this
chapter, our lived experiences are comprised of overlapping and interwoven webs of meaning through which
we engage with the world around us. Intersectionality underscores the ways in which, for many, these meanings
may be minimized or silenced by taken for granted and dominant ways of knowing. Keeping this in mind can
perhaps enhance our openness to the diverse, complex, and multilayered perspectives of others, particularly

those whose perspectives fall outside of traditional academic mindsets.

Other Ways of Knowing

If higher education is to truly embrace divergent ways of knowing, it must pay particular attention to
vantages beyond those of traditional academic epistemologies. While the concept of intersectionality invites
this consideration, the oppressive impact of privileged ways of knowing warrants further discussion.

As a critical example, in Canada and the United States, over the last decade the topics of reconciliation and
indigenization have been receiving increased attention. The report of the Truth and Reconciliation Commission
of Canada, published in 2015, called attention to Canada’s longstanding wrongdoing toward Indigenous Peoples
— both historically and in ways that are ongoing. Residential School Survivors experienced the intentional
application of processes that undermined Indigenous cultural identity and with this, Indigenous language,
values, and of course, ways of knowing. These processes followed from a perspective of presumed Eurocentric
elitism over the First Peoples residing in the territories now known as North America — a perspective that

shaped the forms of knowledge evident across academic disciplines.

To demonstrate the impact of privileged ways of knowing within academic disciplines, we will focus on
our field of psychology. As is true of other fields as well, the dominant epistemologies of psychology, as it
is understood today, reflect the cultural assumptions and values of the era in which this field arose. As a
result, Indigenous ways of knowing have been all but silenced in the psychology literature historically, and
current approaches to scholarship and practice relating to Indigenous Peoples are likely to marginalize or harm
members of the Indigenous community. This fact presents a significant problem for a field that prides itself on
stringent and well-articulated ethical codes and standards.

As an example, imagine yourself as a clinical psychology student in Canada during the 1970’s. In all
likelihood, outside of a history class in high school you would not have learned about Indigenous Peoples, and
what you did learn would have suggested that through the mutually beneficial signing of treaties, Indigenous
Peoples came to share their land with Western Explorers, who ‘discovered’ this place. You would have never
heard of a territorial acknowledgement, the Residential School System, or the 60’s scoop. You would probably
have been unaware that Indigenous People in Canada had been mistreated in any way.

As you entered university, you developed an interest in psychology, rather than history, anthropology, or
political science. Likely therefore, you would not have had any further formal education about Indigenous
People or legislation relating to First Peoples. The topic may have come up in graduate school in the context
of working with Indigenous communities, but you would have been taught that the clinical treatment and
assessment approaches to which you were exposed were largely applicable to all peoples. Had you done some
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digging, you would have found very few if any Indigenous participants were included in the samples that went
into developing these methods and approaches.

If, after obtaining your professional degree, you found yourself travelling to a northern community to
administer psychological assessments to determine an Indigenous person’s ability to parent a child, the methods
you’d apply would presume Western styles of parenting and Western values. From this perspective, Indigenous

understandings of family and well-being might be deemed deficient or pathological.

When you deliver psychological tests, they are developed to identify Western diagnoses, based on Western
theories of mental illness and Western views of behaviour, problem solving, family dynamics etc. Therefore,
what you find as a new mental health professional, is a disproportionate number of Indigenous patients, needing
to be separated from family, administered more invasive treatments, etc. And cultural context — the fact that
your patient has limited access to clean drinking water, has poor secondary school options at best, has no
comprehensive hospital in commuting distance, and forever feels the weight of being governed by an occupying
population that views them as inferior— are all details that are extraneous to your assessment, because they
fall outside of the sphere of psychology. If you expand this singular example across the field of psychology to
include almost every interaction between Indigenous people and the profession over the last 60 years or so, you

may begin to comprehend the scale of this problem.

In its 2018 response to the findings of the Truth and Reconciliation Commission of Canada, the Canadian
Psychological Association published a treatise with objectives that sought to produce “recommendations and
guiding principles that acknowledge and respect Indigenous concepts of the person, health, family, and ways
of knowing”. In 2023, the American Psychological Association followed suit, publishing a report that offered
an apology to First Peoples in the United States, and acknowledging that “APA should elevate psychology’s
understanding of and regard for Indigenous epistemologies and ontologies and research centered on Native

persons, peoples, and communities.”

Indigenous epistemologies in and of themselves are complex and varied, and it is beyond the scope of this
chapter to review in detail Indigenous epistemologies and other culturally grounded ways of knowing and their
intersectionality. Nevertheless, again using our own discipline as an exemplar, the report from the Canadian
Psychological Association outlines several general guiding principles — cultural allyship, humility, collaboration,
critical reflection, respect, and social justice — that can serve as valuable touchstones in approaching divergent
epistemologies or ways of knowing.

Cultural Allyship

One of the ways we can avoid the oppressive imposition of privileged ways of knowing is through
developing a sense of cultural allyship. This principle guides us to learn about others and be concerned for their
wellbeing as a cultural group. This is distinct from a more ‘objective’ stance of learning about a people in a
reified or ‘thingified’ way. Allyship is about caring enough to try to develop some cultural competence so that
you can increase your understanding of the cultural world of the people that you are working with and in so
doing develop your sense of empathy with their perspective.
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Humility

The second guiding principle is humility. Across many academic disciplines, Western epistemologies can be
viewed as the ultimate authority on what counts as valid knowledge. However, across Indigenous communities
Elders, Kohkums, and Knowledge Keepers may have an immense wealth of knowledge and wisdom, despite
never having attended a single university class. Their kind of knowledge is different, and may be more useful,
applicable, and broader in scope that what our academic training brings to bear on a situation. Therefore, we

should approach other ways of knowing with modesty and curiosity.

Collaboration

The principle of collaboration is exemplified by the colloquial saying, ‘Not about us without us’ - in other
words, that in trying to understand a person or people, we should include them, not only as participants from
whom we extract data, but as true participants throughout the processes of posing questions, seeking tentative
answers, and applying those answers in real world settings. In this way we work toward ensuring that what we
are seeing is not a product of our own siloed ways of knowing and is relevant to the contexts and communities
with which we are engaged. In our example from Psychology, established methods of assessment and clinical
interventions were developed abstract from the diversity of people and experiences to which these forms of
knowledge would be applied. As a discipline with a growing sensitivity to the significance of ways of knowing,
this can no longer be acceptable practice. More broadly, efforts to recognize and address the challenges faced by
Indigenous peoples should include them at every step.

Critical Reflection

The third guiding principle, critical reflection means that we look back at our training, our approaches and
our practices and ask how our ways of knowing limit what can be seen. This takes real effort. The saying,
“The fish is the last to discover water’ captures this idea, as does the recognition that for decade after decade
well intentioned members of the population had a difficult time seeing the mistreatment of Indigenous Peoples
in Canada. Critical reflection entails applying critical thinking to our own taken for granted assumptions and
practices, allowing the potential friction between our ways of knowing and those of others to reveal more
clearly the lenses through which we have viewed the world.

Respect

The principle of respect can assist us in attending to Indigenous ways of knowing in a few ways. First, like
the principle of humility, respect reminds us that we should be attuned to the wealth of knowledge possessed
by members of Indigenous communities, and the wisdom it provides. Second, we should be respectful of the
experiences and hardships faced by First Peoples in Canada and around the world. These people have too
frequently been subjected to genocide, forced conversion, impoverished conditions, and diminished health
indicators, all at the hands of the dominant population, its policies, and laws. When we meet with others who
have been impacted in this way, we should be mindful of those impacts. We should also affirm that, despite
facing innumerable atrocities over centuries, Indigenous Peoples have nevertheless persisted and demonstrated
resilience through adherence to culture, traditional knowledge, and language.
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Social Justice

The principle of social justice, like allyship, calls attention to our Western academic value of ‘objectivity’.
Some have referred to Psychology as being ‘scientistic’ rather than scientific because historically it has
attempted to emulate the hard sciences. Although the scientific method may be often appropriate to address
prejudices and problems in human perception when conducting rigorous inquiry, we should not shy away from
advocating for others when we see that they are being treated in ways that are unjust. Historically, we have
precisely done this, which is why in our example, it is unlikely that our young practitioner would have spoken
up. To do so, would be to risk being called an ‘activist’ by peers and that would have been an implicit slight
against the professional’s objectivity or merit as a scholar and as a scientist.

Implications for Higher Education

What we have highlighted here regarding the diverse ways of knowing among our Indigenous neighbors
is relevant to many forms of diversity that our students express in and outside of the classroom — as well as the
diversity between and among academic colleagues and disciplines. Recognizing and affirming this diversity can
be informed by the general guidelines proposed by the Canadian Psychological Association’s response to the

findings of the Truth and Reconciliation Commission of Canada.

Cultural allyship in an academic context applies to the unique experiences and practical wisdom of our
students. While there is much that students do not know, they bring a diversity of life experiences and
acquired knowledge that can inform and even challenge the canons of established disciplines. In our experience,
openness to what students bring to the classroom enriches the learning experiences of teachers and students
alike. Cultural allyship affirms this openness and adds a particular sensitivity to those students from historically
and currently oppressed communities, whose voices can even now be minimized or silenced by dominant
cultures and discourses. Hence, listening for, inviting, and affirming these perspectives is especially important
for contemporary teaching and learning.

Humility in higher education can entail recognizing the limits of our knowledge, both individually and
collectively, as well as striving to complement our bodies of knowledge with the wisdom of other forms
of knowing. This follows from the principles of respect and collaboration, the latter being contingent on the
former. As noted earlier, while interdisciplinarity is currently advocated in many university settings, in our
experience this rarely crosses broad disciplinary boundaries such as liberal arts, sciences, and business. This
fosters a dismissiveness of ways of knowing outside of established systems, which can be exacerbated in a
climate of competition for recognition and resources. Broad interdisciplinary respect and collaboration must
be encouraged, supported, and celebrated throughout higher levels of university administration if is to be
demonstrated in practice as well as principle. This would require targeted initiatives that encourage crossing
academic divides that would otherwise remain barriers to engagement and mutual respect.

Critical reflection in higher education, a corollary or concomitant of humility, requires looking at the ways in
which our own disciplines — as well as higher education in general — have fostered or perpetuated exclusionary
and oppressive practices. To the extent that these practices have marginalized particular cultures and peoples,
this reflection is necessary if social justice is to be attained. While social justice initiatives are being undertaken
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and affirmed across many academic disciplines, facilitating critical reflection in the classroom poses challenges.
Discussion of historical and current oppression can be difficult, as inviting students’ reactions and perspectives
on these runs the risk of cultivating a classroom climate that is experienced by some as uncomfortable or
offensive. However, avoiding these risks also avoids the kinds of critical reflection that demonstrates how
recognizing and affirming diverse ways of knowing — despite their challenges — are essential, ethical aspects of

learning.

Conclusion

We hope that this chapter has underscored the importance of appreciating ways of knowing and their
relevance for higher education. Epistemology and ontology - foundational assumptions of what counts as
valid ways and sources of knowledge — shape how each of us views the world, as well as how we introduce
those views to students. As centers for intellectual growth and development, academic institutions are uniquely
poised to affirm and cultivate diverse ways of knowing and the value of interdisciplinary respect and
collaboration. We have tried to outline extant obstacles and challenges to this in practice, as well as potential

pathways forward.

Our discussion necessarily addressed Indigenous ways of knowing and their neglect throughout higher
education and beyond. Drawing upon the response of Canadian Psychological Association to the Truth and
Reconciliation Commission of Canada, we described the guiding principles of cultural allyship, humility,
collaboration, critical reflection, respect, and social justice, and their implications for the treatment of
Indigenous communities throughout Canada and the United States. These principles were then applied to
contexts in higher education, with the suggestion that the CPA guidelines can inform academic practices to
affirm and facilitate diverse ways of knowing in teaching, collaborative research, and education administration.
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Traditional Knowledge is the knowledge resulting from intellectual activity in a traditional context,
including innovations, know-how, practices, and skills that are developed, passed on through generations,
and that form the cultural and spiritual identities of Indigenous communities. As Indigenous communities
are the guardians of their Traditional Knowledge, the access and use of Traditional Knowledge is solely their
discretion and in accordance with licenses that they have chosen to apply. The licensing for this chapter is
CC BY-NC 4.0. To view a copy of this license, visit https://creativecommons.org/licenses/by-nc/4.0/ ]

What is Indigenization of post-secondary education?

Indigenization, decolonization , and reconciliation (IDR)

Indigenization, decolonization , and reconciliation (IDR) are three terms used to describe actions
taken to address the challenges faced by Indigenous people in post-secondary education. A commitment to
IDR across all levels of the post-secondary education system provides educators and decision-makers with
opportunities to actively engage in transformational change. Post-secondary institutions have a responsibility
to support educators and decision-makers in examining the historical and current models of education and
applying innovative practices to champion Indigenous pedagogy.

When envisioning the future of post-secondary education for Indigenous learners, understanding past
practices is fundamental for influencing future approaches. Indigenous-informed education practices will lead
the way and change the experience for First Nation, Inuit, and Métis learners. Simultaneously, non-Indigenous
learners and educators will benefit from recognizing the value of Métis, First Nation, and Inuit ways of knowing
and doing.

36
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Examining how institutions define IDR will support educators in identifying who will lead the change and

in locating partners and allies. Educators committed to effecting change will consider personal context and

location and actively collaborate with Elders and Knowledge Holders. The words shared by Bob Joseph (2018),

guide and enrich our understanding of education practice and IDR.

« Indigenization “...is about incorporating Indigenous worldviews, knowledge and perspectives into the

education system, right from primary grades to universities” (Joseph, 2020, Para. 6).

« Decolonization “..requires non-Indigenous Canadians to recognize and accept the reality of Canada’s

colonial history, accept how that history paralyzed Indigenous Peoples, and how it continues to subjugate

Indigenous Peoples.” (Joseph, 2020, Para. 2).

+ Reconciliation “.. is about establishing and maintaining a mutually respectful relationship between

Indigenous and non-Indigenous peoples in this country.” (Joseph, 2018, Para. 5).

At the heart of these definitions is the understanding of the pivotal role relationships play in creating place and

space for Indigenous learning. The work will take time, is complex, and is not the exclusive responsibility of

Inuit, Métis, and First Nations. Together, we will embark on a transformative journey into the future of post-

secondary education — one where Indigenous knowledge threads its way through the fabric of higher learning,

fostering innovation, cultural diversity, and a reimagined academic landscape. This chapter aims to support

those interested in understanding why we should engage in IDR, how to infuse IDR into teaching practices, and

what educators can do to positively impact lived experience of Indigenous people.

1.

Pause for Thought

Where has my knowledge of First Nation, Inuit, and Métis come from? What biases
may exist in the knowledge I have acquired?

Reflect on when you first recall learning about Indigenous people. Who were the people tasked
with sharing this knowledge? What was their social position? Consider the implications of the

unintended bias shared by the experience.

How can we keep our ongoing work around Indigenization and decolonization
authentic and from the heart, as opposed to a checklist of things to do?

Ponder the deeper motivations behind your efforts. Authentic engagement involves more than
ticking boxes; it requires a commitment to understanding, respect, and genuine collaboration
with Indigenous communities. Reflect on how you can approach this work with sincerity and
empathy.

How do you see reconciliation applying to your own life?

Consider how reconciliation extends beyond the classroom. Reflect on your personal

connections to Indigenous histories, cultures, and experiences.
Why should I Indigenize and decolonize teaching & learning?

Delve into the reasons behind Indigenization and decolonization. Recognize that it is an
invitation to honor Indigenous perspectives, contributions, and knowledge. Reflect on how
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Indigenization promotes equity, enhances learning experiences, supports reconciliation, and
aligns with holistic approaches to learning.

Why You Should Engage in IDR - Imperatives for Change

The higher education learning community, as it currently stands, must participate in thoughtful self-
reflection to enhance support for Inuit, Métis, and First Nation learners. Recognizing the need for change
can often be difficult for those who have not experienced the realities faced by Indigenous communities. The
Western traditional model of education often employs a one-size-fits-all approach to learning that has appeared
to work. However, this belief stems from the dominant culture creating a system built for the needs of their
community. Increasing an understanding of the experience faced by First Nation, Inuit, and Métis learners will
improve outcomes and transform the learning story. To enhance the education system, educators must embrace

practices that meet the learning needs of Métis, First Nation, and Inuit learners.

In 2009, the Saskatchewan Ministry of Education created a document to support Indigenous
education. Inspiring Success: Building Towards Student Achievement provided K-12 educators with compelling
reasons to transform their teaching practices. The four imperatives outlined in this document reinforced
educators’ understanding of the need for change. Importantly, these imperatives have the potential to positively

impact not only K-12 education but also post-secondary institutions.

The imperatives — moral, economic, and demographic - serve as guiding principles for decision-making in
K-12 education with the intent of improving completion rates and overall success for Indigenous learners. In
2018, the Ministry of Education engaged in further consultation with organizations, Elders, and Traditional
Knowledge Holders from across the province. The result was a renewed document titled; Inspiring Success: First
Nations and Métis PreK — 12 Education Policy Framework. The imperatives remain present in the new document,

with additional imperatives becoming part of the strategy after consultation with the community.

Examination of the imperatives provide educators with a reason they should engage in IDR and a foundation
on which to build Indigenous pedagogy into their current practices.

A. The Cultural Imperative

The impact of the Residential School system on Inuit, Métis, and First Nation learners has been significant.
Recognition of this harm has become more prominent since December 2015 with release of the Final Report
of the Truth and Reconciliation Commission (TRC) of Canada and the 94 Calls to Action. A positive first
step in the healing process is recognizing the impact of learning alongside First Nation, Inuit, and Métis.
Realizing a commitment to healing this reality begins with an examination of the cultural imperative. The

cultural imperative affirms Indigenous identity and knowledge transfer from both historical and contemporary
pedagogy.
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“Through their learning experiences, Indigenous learners need to see and hear that they, and their families,
communities, histories, and cultures are valued and important” (Chrona, 2022, p. 24).

The gift of knowledge shared by Elders and Knowledge Holders reduces the emotional impact on learners of
Métis, First Nation, and Inuit ancestry. Learning supported with Indigenous culture will also open the door for
the inclusion of Inuit, Métis, and First Nation ways of knowing and doing. All students will benefit from the
affirmation of Indigenous cultural knowledge and begin to reduce barriers and stigma, the result of colonization.
We will also begin to recognize that Indigenous ways of knowing and doing are contemporary, not restricted to
historical understandings.

B. The Ecological Imperative

In 2015, recognition of the land and acknowledgement of the original inhabitants became part of the public
response to the TRC’s Final Report. Indigenous learning relies on the essential connection to the land and the
gifts it offers. The land shares a story that builds knowledge in a variety of ways. Educators can model this
learning and use the land to support experiential learning and engagement of learning. An increased connection
to the land by learners will benefit the land itself. These connections can work to address the continuing impact
of climate change, water crises on First Nations, and loss of habitat. The ecological imperative underscores
the value of embedding First Nation, Inuit, and Métis knowledge and action in instruction, assessment, and

curriculum.

C. The Moral Imperative

The education reality experienced by Métis, First Nation, and Inuit learners is not a manifestation of recent
practice. In Saskatchewan, the 2021 high school completion rates for Indigenous students who finished school
within three years of entering grade 10 was 45 per cent, the five-year completion rate was 62 per cent (Simes,
2023). While this represents progress compared to previous years, the numbers are static. In contrast, non-
Indigenous students achieved significantly higher graduation rates during the same period. Eighty-nine percent
for the three-year rate and 92 percent for the five-year rate. The intent here is not to compare one group to
another, rather to highlight the experience for both.

The moral imperative should drive decision making for determining the responsibility of educators and
institutions implementing change. When confronted with the reality of Inuit, Métis, and First Nation learners
a reaction is often Tndigenous learners must learn to fit into the world of higher education,” this narrative must
change. Educational institutions bear the responsibility to respond to the inequity that it has perpetuated,
creating a more inclusive future.

D. The Economic Imperative

In 2013, The Gabriel Dumont Institute, with Eric Howe of the Howe Institute, authored a report outlining
the economic impact of bridging the education gap. The goal of the document was to provide an understanding
of the overall benefit for First Nation, Inuit, and Métis learners graduating high school and pursuing post-

secondary education. Howe gathered data based on program completion (degree or diploma), Indigeneity (First
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Nation and Métis), and gender. Howe (2013) found that the benefit of completing high school for an Indigenous
learner is almost $300 000 more in lifetime earnings (Howe, 2013, p. 6). These lifetime earnings could increase
further if learners successfully complete post-secondary education.

Howe (2013) also examined the social impact of education completion for Métis, First Nation, and Inuit
learners. He predicted closing the graduation achievement gap would provide a social benefit to the province of
Saskatchewan of about ninety billion dollars (Howe, 2013, p. 35). This number would most certainly be higher
if learners achieved success at the post-secondary level as well. The economic imperative articulates quality of
life criteria for changes to education in support of Inuit, Métis, and First Nation learners.

E. The Historical Imperative

The Western narrative describes a shared history between Indigenous and non-Indigenous peoples. We
must begin to question that narrative given the lived experience of Indigenous people on this land. Western
culture has been the predominant voice about the history of the land since contact which highlights how
difficult it is to call this history shared. First Nation, Inuit, and Métis must have opportunity to tell their stories
and history. Providing access to platforms with Indigenous voice for non-Indigenous historians need to become
part of the conversation.

Using the term, ‘shared history’ minimizes the reality that exists between Indigenous and non-Indigenous
relations. The dominant narrative attempts to describe the cohabitation of cultures as living a peaceful
coexistence with mutual respect. The reality is a different story. Strained relationships have created historical
and contemporary challenges to the coexistence of cultures. A ‘shared history’ also implies that the story has
voice from all parties involved. The history as told, primarily involves non-Indigenous voice speaking for all.
Pages of history such as the signing of the Numbered Treaties in the West or the Riel Resistance are different
when we hear from First Nation or Métis Elders and Knowledge Holders. Historically, it is necessary that we
recognize the dual history experience and provide voice for the Métis, First Nation, and Inuit. It is imperative

that Indigenous voice be present when discussing history.

An essential understanding of the work needed to achieve the change centers on relationships with
Indigenous communities. To support learning for Inuit, Métis, and First Nation, we need to consult them to find
meaningful strategies.

Pause for Thought

1. Which imperative is most connected to you and your work?
Reflect on how each of these imperatives has contributed to the lived reality for Indigenous
peoples of this land. How can changing the current reality affirm Indigenous knowledge and

reduce barriers to success?

2. How can higher education advocate for change at all levels of education?
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This work will be successful when everyone involved in education recognizes the importance of
systemic change. Reflect on how accomplishing this can be in partnership with Indigenous and

non-Indigenous parties.

3. How does higher education work with community to protect Indigenous knowledge
and the people responsible for its integrity?
Reflect on how the education system has a responsibility to ensure that Indigenous knowledge
maintains safety in a complex world. How will higher education affirm the knowledge and work

to have holders of the knowledge become regular participants in campus activities?

4. How will education repair relationships and work toward enhanced inclusion of
Indigenous peoples in higher education?
Reflect on current practice and how enhancement would change the reality for Indigenous
and non-Indigenous learners. Explore ways in which Indigenous pedagogy can become part of
learning in higher education.

Indigenization, Decolonization, and Reconciliation - Where do we Begin?

Providing a context for how education has defined IDR will influence future practice. Whether we use the
definitions of IDR provided, access local definitions, or engage with Elders and Knowledge Holders to create
definitions, understanding these terms will sustain education renewal. To reduce barriers to implementation,

we want to identify which group best provides strategic leadership for the components of IDR.

Indigenization — non-Indigenous educators may require assistance in finding a place where they are
actively involved with Indigenization. Growth of Indigenous voice since the emergence of Idle No More, has
added a layer of uncertainty to the experience of cultural appropriation. We recognize that First Nation, Inuit,
and Métis will provide leadership for Indigenization and invite non-Indigenous friends and allies to walk
alongside. The desire is to achieve “the respectful, meaningful, ethical weaving of First Nations, Métis and Inuit
knowledge, lived experiences, worldviews, and stories into teaching, learning, and research” (Arcand et al.,, n.d., p.
36).

Decolonization - requires leadership from non-Indigenous peoples. Non-Indigenous people created and
currently maintain the system, which Métis, First Nation, and Inuit have difficulty influencing. The creators of
the “divisive and demeaning actions, policies, programming, and frameworks” (Arcand et al., n.d., p. 36) must lead

the change. Indigenous voice will collaborate on which changes will provide greatest impact.
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Reconciliation - will require healing of relationships
between  Indigenous and  non-Indigenous  peoples.
Leadership from non-Indigenous peoples will be advantageous
for successful reconciliation, recognizing the impact of systemic
policy on Indigenous people and who is responsible for those
policies. Working in tandem with Indigenous community will be
most beneficial. One reason for this comes from feedback
received from Elders and Knowledge Holders. The absence of a
consistent friendly relationship between the two groups is a Reconciliation Indigenization
reason for distrust of the process. Authentic reconciliation will

reduce barriers and rebuild lost trust.

Engaging in any one of the three initiatives will begin to
change the education landscape and improve relations. The greatest improvement will happen when we are
engaged in all three components of the Venn diagram, the cross-section of Indigenization, decolonization, and
reconciliation. Determining personal and systemic areas of strength and influence will help identify the starting
point. Accomplishing the goal of IDR in education can happen by finding others who will compliment areas
where you need additional support. Leading these efforts with hen la mimwayr (one mind) and hen keur (one

heart) will produce meaningful results.

Pause for Thought

1. How will I go about learning the names of the original inhabitants of the land on which
Ilive?
Reflect on ways to build relationship with the Indigenous peoples of the land you are on. Are
they identified in the original language or is the language thrust upon them? How will you go

about learning the original names?

2. How will I go about finding Indigenous peoples in my subject area?
Reflect on ways to foster relationships with scholars in the field. How will I reduce barriers to

collaboration?

3. How will I learn and unlearn the dual history of this land called Canada?
Reflect on how the dominant culture has told the history. What will I do to ensure that

Indigenous voice is part of learning?

4. How will I work to build relationships with Indigenous peoples based on kindness,
compassion, and understanding?
Reflect on steps that I can take to address the hurt and contribute to healing the relationships.

Reciprocity of Relationship

Understanding the reality experienced by First Nation, Inuit, and Métis individuals and communities is

essential for knowing, valuing, and believing in learners. Continued involvement and dedication to improving
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teaching and learning aimed at enhancing the Indigenous student experience and improving achievement
afforded me the opportunity to be creative. The result of the creativity is a model used to identify encouraging
practice in support of learning titled, Reciprocity of Relationship. The model describes ways in which an educator
can approach learning in partnership with the learners. Imperatives are the foundation for the Reciprocity of

Relationship model and influence indicators to guide growth.

RECIPROCITY OF RELATIONSHIP Historically, Métis, First Nation and Inuit learners
have difficulty seeing themselves in an

education system designed to assimilate

understanding of culture, language, and

1 I ' I ' Culturally, the current reality will shift

with western paradigms. A partnership of learning forged between Métis, First Nation and

Indigenous learners. Educators have a

tradition to support improved outcomes for

PERSONAL DISPOSITION when First Nation, Inuit, and Métis ways of

Inuit and the non-Indigenous community is pivotal in supporting culturally responsive

Reflection Partnership
responsibility to work in partnership with
. ° . First Nation, Inuit, and Métis to foster
all learners (Ministry of Learning, 2018).
knowing, being and doing stand in tandem
educator practice

The intended outcome of this model is to support all educators in developing a disposition of reciprocity
through effective cultural responsiveness to change the current reality. All educators should strive to
continually engage in learning that supports Reciprocity of Relationships.

A. Disposition

The Disposition Domain describes the critical, fundamental understanding of an educator’s mindset needed
for the respectful approach to improving the educator-learner relationship, engagement and, in the end,
achievement. There will be observable benefits for Indigenous learners when the dispositional domain position

becomes the norm. Additionally, non-Indigenous learners can experience a shift in values, beliefs, and attitudes.

Educators have a responsibility to instruct all students about the history of the Inuit, Métis, and First Nations
on this land called Canada. Providing all students with opportunities to gain experience about the historical and
contemporary relationships between Canada, First Nations, Inuit, and Métis is an increasingly key component
of citizenship education which helps reduce conflict, foster trust, and improve relationships (Ministry of
Learning, 2018). Learning about our shared history by growing understanding within learners begins to reduce
misconceptions that contribute to racism. Educators will adapt the curriculum, build partnerships, engage in

shared decision-making, and ensure students achieve learning outcomes.

Approaching education with a mindset that promotes learning and unlearning about this land’s dual history

builds comprehension for all students. This knowledge will help reduce misconceptions that contribute to racial
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ideals. Working together, we can foster trust and improve relationships, which is an essential component of
citizenship education. Humility, reflection, partnership, and action will work together, they will nurture an
inherent tendency to see, feel, think, and act in ways that nourish reconciliation. This work will take each
member of the education community on a journey that will move education for First Nation, Inuit, and Métis.

Personal Disposition Indicators

+ Growth mindset « Collaborative
« Foster trust « Value cultural diversity
+ Build relationship « Positive
+ Model social & emotional intelligence « Enthusiasitc
+ Professional « Communicator
+ Advocates for Indigenous identity « Promotes an Indigenous purpose
+ Makes space for a multiplicity of Indigenous « Understands the risk taken to present one’s
voice Indigenous identity to others
B. Humility

Indigenization, decolonization, and reconciliation in teaching requires an understanding of the Indigenous
diversity present in the classroom, school, and community. A humble approach to education will involve the
educator seeking ways to honour learner’s prior knowledge, protecting space for learner voice, and valuing
participants through flattened hierarchies. The humbled educator accepts personal faults and is aware of
personal biases that impact instruction, assessment, and expectations.

A humble educator will position themselves as a learner to think deeply and creatively about their practice.
They will seek out opportunity to build authentic relationships with students of Indigenous ancestry. Through
these relationships, a humble approach will reduce the hierarchy and provide gifts of learning to all. The humble
educator will provide understanding that they can become the learner and the learner can become the educator.
This reciprocal learning relationship will elevate Métis, First Nation, and Inuit knowledge to levels equivalent
with Western knowledge.

An educator will demonstrate a humble disposition when they provide evidence of unlearning narratives
that diminished Inuit, Métis, and First Nation ways of knowing, and doing. This will require a commitment by
the educator to decolonize instruction, curriculum, and assessment. Working collaboratively with Indigenous
education specialists will be a priority. Creating space that enables First Nation, Inuit, and Métis learners to
retain their value systems is one of the goals of the model. An examination of personal beliefs by educators to
reflect on the impact of bias on instruction, assessment, and learner expectations will support retention of those

value systems.
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Humility Indicators

+ Inner strength « Courageous

+ Open mind « Ownership of personal faults

« Aware of personal bias « Honour diversity

« Honour student’s prior knowledge « Protect space for student voice

+ Educator and learner equally contribute to « Educator and learner have a balanced
knowledge in course relationship in learning

C. Reflection

Indigenization, decolonization, and reconciliation in teaching requires educators to reflect on their purpose
in the classroom, school, and community in relationship to Métis, First Nation, and Inuit ways of knowing, being
and doing. A reflective approach to teaching and learning will involve the educator recognizing unconscious
bias and social positioning. The reflective educator consciously seeks to identify how lived experiences have
influenced their worldview and recognize this may cause unnecessary difficulty for learners and caregivers. The
reflective educator will question personal and systemic biases and assumptions.

The reflective educator will listen to the experiences of Inuit, Métis, and First Nation learners, caregivers
and community and a commitment to seeking understanding. Approaching these lived experiences with a
strengths-based attitude will counter act deficit thinking. Trust in learning will manifest as the reflective
educator considers the impact the learning environment plays in the Indigenous student experience. Supporting
physical, emotional, intellectual, and spiritual balance for everyone will create brave, safe learning spaces. As
educators practice thoughtful reflection, authentic integration of First Nation, Inuit, and Métis culture, tradition,

and knowledge becomes part of their teaching toolkit.

Reflection Indicators

« Recognizes unconscious bias « Questions personal bias
+ Question systemic bias « Recognizes social positioning
+ Recognizes impact of worldview on learners « Educator engages in critical thinking and
« Educator examines curriculum, instruction, and transparency of process
assessment for bias « Educator respects impact of learning

environment with awareness of Residential
School history and contemporary reality

D. Partnership

Indigenization, decolonization, and reconciliation in teaching requires working in tandem with learners,
caregivers, partners, and community. A partnership approach to education requires respecting multiple
worldviews that will foster understanding of the value of shared responsibility. A relational educator takes
a humble approach to engaging in partnership, recognizing formal and informal power structures favour the
dominant culture. Understanding and exploring the Treaty relationship invites educators to reflect on personal
and professional responsibilities to reconciliation and as stewards of the land. The result of a purposeful
educational partnership is improved outcomes for Indigenous learners.
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The educator working to build partnerships will strive for diversity to support improved outcomes for Métis,
First Nation, and Inuit learner success and support for reconciliation. These partnerships will embrace the idea
of shared responsibility for learning and learners. The partnerships will grow at the school and community level.
The improvement of educational outcomes and an increased sense of empowerment will begin with a culture of

collaboration.

Partnership Indicators

» Respect multiple worldviews « Recognizes stewardship for land

+ Recognizes personal responsibility for

o « Recognizes formal & informal positions of power
recongiliation

. . . . « Embraces shared responsibility in learnin
« Commits to improving education outcomes for ¢ ed resp ymle &

Indigenous learners « Educator will seek out Indigenous scholarship in

« Educator is aware of connection between the land their ﬁ.eld of study . . ' .
and learning « Commits to authentic relationships with all

members of the learning journey to create a

« Educators and learners co-create critical .
culture of collaboration

components of the course

E. Action

Indigenization, decolonization, and reconciliation in teaching requires the educator to respond to the
inequities in their classroom, in the school, and in the community. An action-oriented approach to education
will involve taking concrete steps to obtain equitable outcomes for all learners with a focus on the success of
Inuit, Métis, and First Nation learners. The initiative-taking educator takes responsibility to influence change
for and with people in all parts of their lives including the classroom. The initiative-taking educator makes the
conscientious choice to overtly affirm Indigenous culture and to deconstruct and adjust practices that rely on

Western ways of knowing, being and doing.

A commitment to action and shifting the system requires utilizing or applying a variety of evidence-based
teaching practices that honour individual learners and Indigenous cultures. An invitation to First Nation, Inuit,
and Métis learners to share culture in a brave, safe space is one example of wise practice. A brave, safe space
can be a response to the historical imperative. Committing to inclusion of Métis, First Nation, and Inuit voice
in learning begins to address the dual history narrative. An educator taking initiative for change will employ

social justice practices. This will support healing through the development of learner confidence and pride in

self.
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Action Indicators

« Strives for equitable outcomes for Indigenous

« Commits to supporting Indigenous student
PP & & students

success
« Affirms Indigenous ways of knowing, being, and

. Accept ibility to infl h
ccepts responsibility to irluence change dOing

« Responds to inequities in classroom . o . .
+ Responding to systemic inequities in teaching

+ Integrates Indigenous culture, language, and and assessment practices

identity in teachi ti
identily In teachiing practice « Supports healing through the development of

« Achievement encompasses physical, emotional, learner confidence and pride in self

intellectual, and spiritual outcomes in the course

F. Relationships — Miyeu wiichayhtoowuk

“You have to develop a relationship with Indigenous students. You can’t keep your distance. They want to
know you; they want to connect with you. They need to have a sense of belonging.” (Goulet & Goulet, 2015,
p. 105)

The Michif words for relationships (see above) highlight the importance of knowing and believing in one
another. Moving forward together as partners in learning requires the creation of authentic, holistic relations.
Lii vyeu (old people) share that the more we know about the stories and events that bring us to this day, the

deeper the connection to learning we will have.

Reciprocity is a fundamental value in Inuit, Métis, and First Nation culture. Working to achieve respectful
relations with Indigenous and non-Indigenous peoples benefits from the gifting and receiving of knowledge.
Learning is a ceremony and when relationship between educator, learner, elders, and community results in
authentic collaboration, change will happen.

Educators can strive to be inclusive of Indigenous knowledge to keep aligned with Métis, First Nation, and
Inuit pedagogy. When Indigenous ways of knowing and doing become culturally relevant, all students can
further respect the knowledge. Building authentic relationships will disrupt the idea that Inuit, Métis, and First
Nation ways of knowing are secondary to the dominant culture. Since contact the dominant paradigm required
First Nation, Inuit, and Métis to fit into the box created by the non-Indigenous.

A holistic approach to building relationships supports balance on all levels of ourselves. We are beings which
need physical, emotional, intellectual, and spiritual balance to move forward. Having Elder, Knowledge Holders,
and community engaged in the learning journey will provide avenues of support for maintaining balance. A
First Nation, Inuit, and Métis perspective on education removes the compartmentalizing that learners may often
experience with Western education. Indigenous Education is lifelong, connected to community, and integrates

knowledge and personal growth.
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Pause for Thought

1. How does educator disposition impact learning?
Understanding the importance of relationships in learning, reflects on how educator disposition
will advantage or disadvantage learning. What might the possible implications be for Indigenous

and non-Indigenous learners?

2. Consider an educator’s position in teaching and learning, how can one create space for
Métis, First Nation, and Inuit learners to retain their value system?
Reflect on barriers that work to assimilate Indigenous learners. What can an educator do, within
their control, to change the system?

3. How do educators engage in personal reflection aimed at examining bias and privilege?
What support do educators require for seeking to cultivate brave, safe spaces of learning to
promote mutual learning and building of trust?

4. How can an educator embrace the belief of shared responsibility for learning?
Reflect on how the education paradigm can shift to recognition that the educator can become
the learner and the learner can become the educator. What steps must an educator take to affirm
individual identity and co-construction of curriculum, instruction, and assessment?

E. Applying the Knowledge (Curriculum, Instruction, & Assessment)

Educators have a responsibility for embedding IDR in all areas of teaching and learning. As mentioned
earlier, when presented with the reality lived by First Nation, Inuit, and Métis learners, educators have a moral
obligation to affect change. We can no longer maintain the status quo and hope that the situation resolves itself
and learning becomes equitable for all. Alexander Den Heijer said it best, “When a flower doesn’t bloom you
fix the environment in which it grows, not the flower.” For too long the responsibility to change outcomes for
Métis, First Nation, and Inuit have been the responsibility of the learner and their families. The time has come
to challenge education institutions (environment) to explore opportunities for change in policy and procedure
and support learning for Inuit, Métis, and First Nation.

An understanding of the position First Nation, Inuit, and Métis experience daily will support the work
moving forward.
« First, we must acknowledge that the current reality is historical and persistent.
o 'This reality was here when we arrived and given that we inherited this reality, responding
to it is everyone’s responsibility.
+ Second, if we are to change this reality for Métis, First Nation, and Inuit we must examine our own

values, beliefs, and behaviors in relation to institutional policies and practices.
« Third, we can have influence if we hear from our First Nation, Inuit and Métis and listen to what
they need.

« Fourth, Hon. Senator Murray Sinclair eloquently stated on December 13, 2013, “Education has

gotten us into this mess, and education will get us out”
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Curriculum Renewal

Trusting that educators have a disposition of reciprocity in place, curriculum renewal will be an effective
starting place. Given that Indigenous knowledge has been present since time immemorial, authentic inclusion
can across a multitude of curriculum is possible. Working in tandem with Elders, Knowledge Holders, and lii
vyeu (old people) will ensure authenticity of the knowledge and affirm ways of knowing for the non-Indigenous
student population.

Creating a balance between historical and contemporary knowledge is central to overcoming barriers. Too
often educators rely on the past when advocating for Indigenous knowledge. This will reduce opportunities for
growing understanding of an Indigenous response to current issues. As Métis, First Nation, and Inuit we are
still here, we are knowledgeable, and we are striving to thrive.

Curriculum writers can begin with an analysis of current curriculum for content and voice. When the
analysis is complete, and the curriculum writer appreciates the imperative to move forward, working in

partnership with local organizations, tribal councils, and/or Métis/Michif Locals, can initiate the journey.

Instruction Enhancement

Predominant instruction strategies model Western tradition and history. Often, educators will instruct in
a way they experienced, largely because it worked for them. When learners see themselves in curriculum,
instruction, and assessment, they are more likely to achieve learning outcomes. The common instructional
strategies used across education can improve outcomes for Inuit, Métis, and First Nation learners when
enhanced with Indigenous pedagogy. This does not mean that Indigenous learners cannot succeed in the current
traditional system. There are stories of success from across this land, sharing the story about the challenges
faced to achieve success is of utmost importance. The realization is that more students could experience success
when the principles of equity, diversity, and inclusion (EDI) are part of instruction. According to Statistics
Canada in the 2021 census, 49.2 percent of Indigenous respondents reported having completed a postsecondary
certificate, degree, or diploma (Melvin, 2023).

At the heart of Indigenous knowledge and instruction is authentic educator-learner relationships. Knowledge
of the learner’s story they bring with them to the learning space will provide the educator the opportunity to
choose EDI strategies that support learner needs. First Nation, Inuit, and Métis learners can arrive at places
of learning with the weight of the colonial history impacting their experience. The weight of this history will
manifest itself in diverse ways depending on access to support services prior to and during the higher education
experience.

Ownership of the learning is beneficial to Indigenous students and will support all learners (Alberta
Education 2005). When a learner understands the learning journey, personal investment in the outcomes
increases. An educator can position themselves as a partner who will facilitate the learning. Instructional
strategies that build independence have increased engagement and motivation for Métis, First Nation, and Inuit
learners. Examples include independent study, cooperative learning, service learning, and experiential learning.
Each of these will engage learners with diversity of instruction and foster independence.
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Educators can enhance instruction when they take a holistic approach to teaching and learning. This
approach will support maintaining balance physically, emotionally, intellectually, and spiritually. The humble
educator will seek guidance from elders and knowledge holders to understand each of these components.
Recognition of the impact balance has on learning from an Indigenous lens will validate Inuit, Métis, and
First Nation worldview. Jacobs (2013) drew attention to eight guiding principles of learning that follow holistic

principles and will assist Indigenous learners.

1. “Allow for ample observation and imitation rather than verbal instruction. Also allow students to take

their time before attempting a task so the chances for success are higher on the first effort.

2. Make the group more important than the individual as often as possible in terms of both the learning

process and learning goals.
3. Emphasize cooperation versus competition whenever possible.

4. Make learning holistic rather than sequential and analytic. Spend more time in dialogue talking about
the big picture associations before looking at details.

3

5. Use imagery as often as possible. Einstein wrote that “’imagination is more powerful than knowledge,”

and Indigenous education takes advantage of this fact.
6. Make learning connect to meaningful contexts and real life.
7. Be willing to allow spontaneous learning opportunities to change pre-planned lessons.

8. De-emphasize letter grading and standardized evaluations and use authentic narrative assessments that
emphasize what is actually working best and what needs more work.” (Facobs, 2013, pp. 70-71).

When using these guiding principles, it is important to maintain the holistic view and avoid seeing this as a
checklist that will accomplish the goal of supporting First Nation, Inuit, and Métis learning and achievement.
Educators who can find a starting place based on comfort and current knowledge of the principles will support
learners. Indigenization and instruction provide educators with guidance to chart the course in their instruction.
The starting point will be determined by educator disposition. Reflecting on learning outcomes, diversity of

learners, and personal understanding of Indigenous pedagogy will aid in decision making.

Enriching Assessment

As mentioned previously, curriculum and instruction embody Western tradition. Assessment follows this
pattern and can take advantage of implementation of Indigenous pedagogy. Educators willing to explore a
diversity of assessment strategies and provide voice and choice for learners are following Indigenous ways
of knowing and doing. Indigenous pedagogy and assessment for learning share common criteria. Timely,
responsive feedback used to guide the learning are the foundation of Indigenous learning. The fFeedback can
take a variety of forms and educators and learners can be involved in the writing. Low-risk, high-reward

learning will motivate learners and grow independence.

Meétis, First Nation, and Inuit culture brings variables to assessment that may not be present with all other
learners. Assessment can be mindful of the existence of colonization and the impact on Inuit, Métis, and
First Nation learners. Working together can raise awareness of systemic barriers in education for Indigenous
learners and offer solutions. First Nation, Inuit, and Métis advocate for maintaining rigor in higher education

while recognizing the impact colonization has on their learning. Indigenous leaders advocate for maintaining
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standards to enhance the learning experience of Métis, First Nation, and Inuit learners, while also
acknowledging the necessity of providing appropriate support and intervention throughout their educational

journey.

The support will take a variety of forms and will support all learners. An examination of Western traditional
practices such as solid deadlines with penalties for missed due dates, no opportunity for second chances, or
participation marks, provide an opportunity to reflect on purpose. This is often an assessment of behaviour
and not directly connected to learning outcomes. On occasions where due dates are impacting the learning,
educators and learners should engage in conversation that will shed light on the reasons for the delay and
collaborate on solutions. Too often educator mindset explains these occurrences by articulating that “Indigenous
learners don’t have the discipline needed for higher education.” This default position is disruptive and overlooks

the impact of colonization on Inuit, Métis, and First Nation learners.

A diversity of assessment tools will likewise increase Indigenous learner achievement. Recognizing the
diversity of learners supports the use of multiple assessment methods. Learners will increase success
opportunities when presented with various methods used to express their knowledge. Assessment can take
multiple forms connecting learning outcomes and knowledge evaluation. Mediums such as artwork, photo
stories, reflective learning logs illustrate learners meeting course outcomes when used appropriately. This does
not require educators to engage in wholesale assessment practice reform. A diversity of assessment used across
the course will provide all learners the chance to illustrate their competency with outcomes.

Pause for Thought

1. Reflect on the statement by Alexander Den Heijer, “When a flower doesn’t bloom, you
fix the environment in which it grows, not the flower.”
How can you relate this metaphor to the educational challenges faced by Indigenous learners?
Consider how changing the educational environment could impact these learners differently

than trying to change the learners themselves.

2. Consider the importance of listening and learning in relation to Indigenous pedagogy.
Reflect on your own educational or professional practices. How can you incorporate more
inclusive strategies that genuinely listen to and reflect the voices and needs of Indigenous

learners?

3. Reflect on the compelling reasons for inclusion of Indigenous knowledge and
perspectives in curriculum, instruction, and assessment.
How can you contribute to or advocate for the inclusion of Indigenous knowledge and
perspectives within your curriculum? What steps can you take to ensure this inclusion is
respectful and authentic?

4. Highlight the enrichment of assessment strategies by embracing Indigenous pedagogy
to provide more equitable and responsive education.
Reflect on the current assessment practices you are familiar with. How can they be adapted or

expanded to include diverse, low-risk, high-reward approaches that honour Indigenous ways
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of knowing and learning? What obstacles could educators face when implementing changes to

assessments, and what strategies can be employed to overcome them?

Summary

This chapter outlines compelling reasons for engaging in IDR and shares thoughtful strategies for
accomplishing the goal. IDR may seem daunting in a time of increased pressure on higher education. Respectful
relationship and advocation for IDR at all levels of education leadership will increase the opportunity for

success. Everyone invested in education shares in the responsibility for completing the journey.

The time has come to realize the value of IDR in education. Moving from words that highlight strategic
thinking in planning documents to actions witnessed in learning spaces will be a challenge. Committing to
the actions is the first step. A choice to enhance current practice with humility, reflection, partnership, or
action will begin to spread the ripples of change. As First Nation, Inuit, and Métis learners begin to achieve
equity in education, understanding the imperatives for Indigenization provides motivation to see the work
succeed. Education can take the lead on reconciling the relationship between Indigenous community and higher
education.

Embracing the philosophy of the Reciprocity of Relationship model can be the springboard for creative change
to inclusive curriculum, instruction, and assessment. Adopting a humble disposition can enhance educator-
learner relationships with the goal of improved teaching and learning. Trusting the process of IDR can maintain
balance in learning spaces and support all students. When educators commit to support for Indigenous student

success, healing can begin.

Indigenous and Western based pedagogy can co-exist. The learning spaces will benefit greatly when IDR
becomes embedded in education. Indigenous and non-Indigenous learners, educators, and community can work
together to make inclusion of Indigenous ways of knowing and doing a reality. Working together will impact

curriculum, instruction, and assessment, and commit to reconciliation.

Final Thoughts

1. How can educators navigate the complexities of incorporating Indigenous worldviews,
knowledge, and perspectives into post-secondary education while fostering mutually
respectful relationships between Indigenous and non-Indigenous peoples?

What must educators accomplish personally and professionally to build authentic, healthy
relationships?

2. Reflect on the imperatives outlined for engaging in Indigenization, decolonization, and

reconciliation (IDR) in education.
Which imperative resonates with you the most personally or professionally, and why? Consider
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how your understanding of this imperative might influence your approach to incorporating

Indigenous perspectives and practices into your teaching or educational institution.

3. Reflect on the complex interplay between IDR within the context of education renewal.
Consider how diverse groups, including Indigenous peoples, non-Indigenous
educators, and community leaders, contribute to each component of IDR.

How can strategic leadership from diverse stakeholders help reduce barriers to implementation

and foster authentic engagement in creating a more inclusive and equitable education system?

4. Reflect on the role of educators in embedding IDR into all aspects of teaching and
learning. How can curriculum renewal, instruction enhancement, and enriching
assessment practices align with Indigenous pedagogy and values, while also
acknowledging and addressing the systemic barriers faced by Métis, First Nation, and
Inuit learners?

Consider how incorporating Indigenous ways of knowing and doing can promote equity,
diversity, and inclusion in educational practices, fostering greater learner engagement and

success.
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Introduction

The most recent Canadian Survey on Disability (CSD) estimates a disability rate of 27% among Canadians
15 years and older (i.e., 8.0 million people), with disability defined as a long-term condition that limits daily
activities (Statistics Canada, 2022). Past Statistics Canada surveys have found disability to be associated with
lower education achievement (e.g., Berrigan et al., 2023; Canadian Human Rights Commission, 2017), and this
is true of the 2022 CSD as well. For example, among the 25-to-44-year age group, disabled’ Canadians were
more likely than non-disabled Canadians to have a high school diploma (23.6% vs. 19.4%) or college degree
(23.3% vs. 19.8%) as their highest level of education, while they were less likely to have completed a university
degree (33.2% to 44.5%). There are many benefits to higher education - including an increased likelihood of
being employed, higher salaries, and a positive association with healthy lifestyles (e.g., Ma et al., 2016; Morris
et al., 2018) — so it is essential that post-secondary programs be accessible to all.

The Canadian University Survey Consortium (CUSC), who have been collecting data on students’ experiences
at universities across Canada for thirty years, has observed a sharp increase in the enrollment of disabled
students over the last decade (CUSC, n.d.). Figure 1 below plots data from all CUSC surveys that have examined
first-year undergraduate students, and shows two distinct ‘jumps’ in the number of students who self-report
having one or more disability: in 2016, when the rate rose from 9 to 22%, and in 2022, when it rose from 24 to
31%. Similar increases in disability rates have been observed in colleges across Canada as well (Deloitte, 2017).
Mental health-related disabilities have shown the greatest rate of increase not only among higher education
students but in the young adult population of Canada more broadly, which could be a sign of problems within
the mental health supports available for youth (Moroz et al., 2020; Statistics Canada, 2023). However, these
trends may also be the result of positive changes, such as: increased understanding of disability symptoms and

1.

In this chapter, I will be primarily using identity-first language (e.g., ‘disabled person’) instead of person-first (e.g., ‘person with
disability’), to follow the lead of disability studies and acknowledge the ways in which environments that are built for the dominant,
non-disabled, majority create barriers that disable (Dunn & Andrews, 2015; Fleet & Kondrashov, 2019).
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earlier diagnoses, greater support to disabled students in secondary education, and decreased stigma (Deloitte,
2017; Stewart & Schwartz, 2018). In any case, it has become increasingly important to ask how post-secondary
institutions can ensure they are meeting the accessibility needs of disabled students.

Figure 1

CUSC - First Year Students Surveys
Students Reporting a Disability/Impairment

35 -
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20 -
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Percentage of Sample

1998 2001 2004 2007 2010 2013 2016 2019 2022

Survey Year

Note. Sample size varied by survey year: 5,548 in 1998, 7,093 in 2001, 11,132 in 2004, 12,648 in 2007, 12,488 in
2010, 15,218 in 2013, 14,886 in 2016, 18,092 in 2019, 15,157 in 2022. The full list of disabilities respondents could
select is available for half of the survey years (i.e., 2001, 2004, 2016, 2019, and 2022). Although there was some
variation, these surveys all included the categories of mental health, learning, mobility, hearing, speech, other
physical disabilities, and an option to specify another type.

In this chapter, I examine the state of accessibility in higher education. First, I outline the rights of disabled
students in Canada and how the legal duty to accommodate applies to the post-secondary environment. I then
discuss two broad approaches that educators in colleges and universities can take to be inclusive of disabled
students. At the individual level, instructors may grant accommodations to disabled students, as recommended
by their institution’s disability services. At the course level, instructors may use principles of universal design
to increase the accessibility of their class materials, activities, and assessments. Although I present these
approaches separately, they are not mutually exclusive; instructors and institutions must still address individual
need even when implementing universal design. I end this chapter by calling for accessibility to go beyond the
classroom: to remove barriers to entry, ensure disabled students can participate in all aspects of post-secondary
life, and better support them in entering the workforce.
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The right to pursue higher education

The Canadian Charter of Rights and Freedoms (1982) guarantees every individual equal protection and
benefit of the law without being discriminated against for having a mental or physical disability. A recent
federal law, the Accessible Canada Act, provides further protections for disabled Canadians in multiple areas
- including employment, communication, and transportation — with the goal of “creat[ing] a Canada without
barriers by 2040” (Canadian Human Rights Commission, 2023). Unlike its counterpart in the United States, the
Americans with Disabilities Act (1990), which explicitly requires postsecondary education to be offered in an
accessible manner, the Accessible Canada Act does not apply to most colleges or universities. Instead, the rights
of disabled Canadian students are protected through a mix of legislations that have been passed in response
to human rights complaints, guidelines created by some provinces, and the United Nations’ Convention on the
Rights of Persons with Disabilities (Jacobs, 2023).

Four Canadian provinces have accessibility legislation which explicitly states that disabled persons have a
legal, human right to pursue post-secondary education, through the: Newfoundland and Labrador Accessibility
Act (2021), Nova Scotia Accessibility Act (2017), Québec Act to Secure Handicapped Persons in the Exercise of
Their Rights (2004), and Saskatchewan Human Rights Code (2018). The Accessible British Columbia Act (2021),
which is in development, has also identified education as one of the areas for which it will provide accessibility

standards.

Three other provinces have developed comprehensive accessibility guidelines for post-secondary
education, through their Human Rights Commissions: Alberta (2021), New Brunswick (2017), and Ontario
(2004). All three guidelines note that institutions have a duty to accommodate disabled students, up to the point
of undue hardship. The Ontario guidelines describe appropriate accommodation as what “most respects the
dignity of the student with a disability, meets individual needs, best promotes inclusion and full participation,
and maximizes confidentiality” (Ontario Human Rights Commission, 2004, p. 26). Appropriate accommodations
remove barriers to disabled students without compromising academic standards. Thus, the Alberta guidelines
note that disabled students have the same “responsibility to develop the essential skills and competencies of all
students” (Alberta Human Rights Commission, 2021, p. 8), and the New Brunswick and Ontario guidelines refer
to the need for disabled students to meet the essential requirements of their programs. Educators are expected
to carefully consider what knowledge and skills are essential for students to have obtained in order to pass a
course and earn their degree, when determining which approaches can be taken to ensure access for disabled

students (see Norris et al., 2023 for practical advice on this process).

Accessibility through student accommodations

Most Canadian colleges and universities have a designated office to serve disabled students and help
educators meet the duty to accommodate them. Such disability services work with students to collect
documentation regarding their disability, identify their needs and limitations in the academic context, and
provide recommendation of specific accommodations (Condra et al., 2015). There are a variety of
accommodations that can be recommended, targeting: the delivery of course content (e.g., captions required for
video; copies of lecture material provided in advance), classroom structure and activity (e.g., priority seating;

permission to take breaks), the format of assessments (e.g., typing responses to a written exam; recording an
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oral presentation), the timing of assessments (e.g., an extension on an essay; extra time on an exam), and other
aspects of a course (e.g., Fichten et al., 2022; Norris & Karasewich, 2022; Parsons et al., 2020). It is typically the
responsibility of disabled students to request such accommodations from their instructors and for instructors
to make the appropriate arrangements. A written recommendation from disability services can act as a layer
of protection for disabled students during this process, allowing them to keep the details of their disability
private and focus on their needs (Alberta Human Rights Commission, 2021; New Brunswick Human Rights
Commission, 2017; Ontario Human Rights Commission, 2004).

There are several issues with the standard approach of providing individual student accommodations. First,
it is important to recognize that registering with disability services can be a long and effortful process, and that
many students face additional barriers to getting the support they need. Formal assessments for some types of
disability can have a high cost (e.g., learning disabilities), and students from lower socioeconomic backgrounds
are likely to have trouble navigating this cost and the bureaucratic process of obtaining accommodations
(Waterfield & Whelan, 2017). Students may also be wary of disclosing details of their disability, even to staff
within disability services, for fear that instructors, staff, and peers may view them negatively or discriminate
against them (Bruce & Aylward, 2021; Lindsay et al., 2018; Toutain, 2019). In response to such concerns, the
Ontario Human Rights Commission has recently changed their guidelines to allow students with mental-health
disabilities to register with disability services without needing to provide a formal diagnostic label - instead,
their healthcare provider must only confirm the presence of a disability and identify limitations that would
impact their academics (Condra & Condra, 2015; Ontario Human Rights Commission, 2016). This change puts
the onus on healthcare providers to determine the ways that a student’s disability could impair them at school,
but many do not have adequate training to do so, which may lead to students receiving accommodations that

are inappropriate for their needs (Harrison et al., 2018).

Many post-secondary institutions in Canada are facing financial difficulties, particularly in Ontario where
the provincial government has kept tuition fees frozen for several years while also cutting funding (Usher &
Balfour, 2023). This puts increased pressure on disability services, who have already been strained to support
increasing numbers of disabled students, and may force them to settle for recommending accommodations that
are less tailored, more cost-effective, and require less time to process (Deloitte, 2017; Sokal & Vermette, 2017;
Toutain, 2019). Instructors are also feeling strained by having to implement high numbers of accommodations
with inadequate knowledge or support, leading some to hold negative attitudes toward disabled students or
respond in inappropriate ways (e.g., Sniatecki et al., 2015; Sokal, 2016). Overall, the accommodations approach
to accessibility requires a large amount of resources and time from students, instructors, and disability services
alike, without necessarily meeting the needs of disabled students.

Accessibility through universal design

The accommodations approach to accessibility is reactive —instructors and disability services respond to the
individual needs of students as they arise — but accessibility in higher education can be approached proactively.
To do so requires a change in how disability is viewed: instead of the medical model, that focuses on disability as
an impairment students bring into the classroom, the social model focuses on the classroom environment itself
and the barriers it creates for disabled students (Olkin, 2002; World Health Organization, 2021). Instructors can
take steps to remove such barriers through universal design (Fleet & Kondrashov, 2019).
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Universal design as a concept emerged in many different forms around the world during the mid-twentieth
century, but the term itself originated in architecture, where Ron Mace (future founder of the Center for
Universal Design) used it to describe the process of designing buildings, products, and services to be accessible
to the greatest extent possible by everyone (Ostroff, 2011). Universal design considers diverse needs in all forms.
For example, creating a shallow ramp up to a building’s entrance allows access not only to disabled people who
use assistive devices like wheelchairs, but also to parents with strollers, small children, and anyone else who
may have short- or long-term difficulty using stairs. Since the 1990s, multiple methods have been created to
apply principles of universal design to education - including, but not limited to: Universal Instructional Design
(UID), Universal Design for Instruction (UDI), Universal Design in Education (UDE), and Universal Design for
Learning (UDL) (Burgstahler, 2023; CAST, 2018; McGuire et al., 2006; Pliner & Johnson, 2004; Scott et al., 2003).
In all of these methods, instructors are encouraged to include more flexibility in their lessons, activities, and
assessments, and to not only expect but welcome differences among their students. When instructors design
their courses to anticipate the needs of disabled students, they can reduce the number of accommodations they
provide on an individual basis, such as in the examples listed in Table 1, below. Importantly, because universal
design applies to all students in a course, disabled students will benefit even if they are not registered with
disability services, for whatever reason (e.g., lacking the means to get documentation, processing delays, lacking
awareness of supports, fear of discrimination, etc.; Li et al., 2020; Lindsay et al., 2018; Waterfield & Whelan,
2017).

Table 1
Accommodations and Universal Design

Student Accommodation

Universal Design

A student registered with disability services is given class
material in advance so that they can access it using
adaptive technology or have it adapted into an accessible
format

All students in a course are given class material in advance,
which was created following accessibility guidelines

A student registered with disability services is given an
alternative written assignment in place of oral
participation during class

All students in a course are given multiple opportunities to
participate, including both oral and written options

A student registered with disability services is given an
additional thirty minutes to write a one-hour exam

All students in a course are given two hours to write an
exam that would take the average student one hour to
write

A student registered with disability services is given a
three-day extension for an essay

All students in a course are given a three-day grace period
to submit an essay without penalty

Note. This table presents examples only of student accommodations that could potentially be provided at the
course-level, through universal design.

In higher education, individual courses are typically designed by the same faculty member or graduate
student acting as the instructor for that term. The decision of whether or not to apply universal design to a
course thus rests with the instructor. There are many reasons that an instructor may be wary of universal
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design, including: limited knowledge of how to implement it, a lack of time or resources, or minimal
institutional support for trying new teaching methods (Hills et al., 2022; Li et al., 2022). Some of the changes
encouraged by universal design require more effort than others. For example, in a class that incorporates many
videos into lessons, adding accurate captions will require time and skill using software that instructors may
not have, but could be supported through (Kent et al., 2018). Ultimately, instructors will be more likely to
implement universal design in their courses, and more effective in their practice, when they have support from
their institution, through: training workshops, shared resources, expert help with creating accessible formats,
rewards for their efforts, etc. (Fleet & Kondrashov, 2019; Hills et al., 2022; Li et al., 2020).

Universal design and individual need

Although education scholars often present universal design as an alternative to student accommodations,
it does not actually promise to meet every possible need for accessibility (McGuire et al., 2006). In some cases,
universal design practices may even exacerbate or create new barriers for disabled students. For example, if an
instructor makes the format of an assessment flexible by allowing students to complete a written assignment
in place of an oral presentation, many students may choose the alternative due to anxiety and then miss an
opportunity to develop important skills in both oral communication and anxiety management (e.g., Griful-
Freixenet et al., 2017). Where giving oral presentations is deemed an essential skill for the course or program,
instructors should instead consider other methods of providing students with flexibility and support, such as
by giving them opportunities to practice in low-stakes environments or the option to record a presentation in a

video format.

The accommodations that are recommended for disabled students can vary greatly, and it is not always
possible, or practical, for instructors to meet every accommodation through course design. For example, when
an instructor has determined that a monitored, timed exam would be the best way of assessing student
knowledge, it may be feasible to cover any accommodations that recommended providing extra time for
disabled students by giving all students in the course double the amount of time they would normally give to
write the exam. It would be far less feasible for the instructor to administer the exam in a space that covers
all accommodations related to room structure (e.g., no fluorescent lighting) or size (e.g., private or semi-private
rooms) — instead, separate arrangements would still need to be made for students with those accommodations.
Such an approach aligns with the Ontario Human Rights Commission’s (2004) three-step recommendation for
ensuring disabled students are able to participate in education to the fullest extent possible:

1. Promoting Inclusive/Universal Design

All aspects of education — courses, facilities, policies, etc. — should be designed by instructors and

institutions to meet accessibility standards from the outset.
2. Removing Barriers

Where barriers already exist, instructors and institutions should make changes to remove them, up to the

point of undue hardship.

3. Accommodating Remaining Needs
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Where barriers cannot be removed, alternatives should be explored through individual student

accommodations.

Accessibility beyond the classroom

A button that can be pressed to open an automatic door does not make a room accessible if it is in
a building that can only be entered via stairs. Similarly, students’ disabilities do not start or end at the
doors of their classrooms, and neither should our efforts to make higher education accessible. First, disabled
students need more support in transitioning to post-secondary education and navigating differences between
the individual education plans they may have received in secondary school and the accommodations process of
higher education (Parsons et al., 2020; Parsons et al., 2021). Programs could also be developed to help disabled
students with the unique barriers they face outside of their academics, where they may feel excluded from
their campus communities or face stigma from non-disabled peers (Shpigelman et al., 2022; Maconi et al.,
2019). Finally, disabled students should be provided with targeted support for transitioning from postsecondary
education to the workforce, where they are more likely to have difficulty finding employment compared to
their non-disabled peers and where they may face discrimination (Stewart & Schwartz, 2018). Disabled students
can greatly benefit from work-experience programs that give them opportunities to practice career skills and
connect with employers, but only a minority of Canadian institutions offer programs that are accessible to them
(Bellman et al., 2014; Gatto et al., 2021; Mowreader, 2024).

Summary

Disabled Canadians have a right to pursue higher education. It is necessary for post-secondary institutions
to provide an accessible learning environment that allows disabled students to fully participate and show they
have mastered the essential requirements of their program. This is no simple feat, however, with limited funding
and increasing numbers of students in need. The standard, individual accommodations approach to accessibility
can require a high amount of time and effort for all involved — students, instructors, and staff — and will leave
some disabled students with no or inadequate support. Approaching accessibility from the course level, through
universal design, has the potential to provide support for disabled students with less reliance on individual
accommodations, though it will not eliminate individual need entirely. Instructors should be provided with
more support to implement universal design in their courses and respond effectively to remaining needs for
accommodation. Finally, post-secondary institutions must look outside of the classroom to ensure they are
providing an accessible environment for disabled students to transition into higher education, participate in all
aspects of campus life, and prepare to enter the workforce.
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Introduction

Typically, youth entering post-secondary education (PSE) in North America have just completed high
school at an average age of 18, which is still considered “late adolescence”. At the same time, this is the age
period in which societal sanctions and permissions of adulthood take effect (e.g., voting, criminal sentencing).
Thus, first year students are in a developmentally liminal period in which they are still maturing and continuing
in a student role but at the same time are often initiating their independence and self-sufficiency. The purpose
of this chapter is to provide a developmental science lens on important maturation processes that pertain to
PSE-aged youth. In particular, we describe three focal areas of development that are relevant to all youth at this
age: identity, emotion regulation, and interpersonal relationships. Before delving into those domains, however,
we first provide details about the scope and context of our approach.

First, our emphasis throughout is on universal processes endemic to all youth and how these may play out
in a PSE context. This is a select group of youth that enters PSE who have a greater preponderance of some
characteristics (e.g., ability to get good grades in high school) and less of others (e.g., antisocial or criminal
behaviour). Nonetheless, the biological and social forces we cover are not specific to this population. What is
unique are the differing pathways in which developmental processes unfold within each individual given the
PSE context. For example, all youth are experiencing brain maturation but each individual is shaping those

maturation processes with their own unique experiences.

Second, we are limiting our coverage to the lion’s share of incoming students who fit a particular
developmental profile. Namely, that these youth are entering PSE in late adolescence, just after completing high
school, as opposed to those who enter later in adulthood or do not attend at all. Even though some of the
challenges of the entry and completion of PSE are shared by all ages, there is far more theory and research, and
therefore understanding, of the typical 18-year-old first year student.
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Third, by extension, we also exclusively consider the North American PSE experience. Nonetheless, where
appropriate, we will discuss how various aspects of cultural or geographic diversity may be relevant to
developmental processes.

Finally, we will touch on a few broader themes throughout. One is the concept of affordances. Drawn from
ecological theories of perception (Gibson, 1979), a given context or situation can constrain or enable particular
behaviours to make them less or more probable to occur. Post-secondary programs, for example, afford scholarly
behaviours and interactions with others with interest or expertise on a particular topic. From a developmental
perspective, affordances limit or enhance opportunities for experiences that shape one’s development.

This relates to a second theme as well: digital affordances (Manago et al., 2020). Schools at all levels
are now reliant on digital technologies and students rely on these technologies for educational, social, and
recreational purposes. This has introduced novel affordances as the context for development that constrain and
enable particular experiences (e.g., the speed and distance at which social interactions can occur). Although
a deep dive into the digital landscape is beyond the scope of this chapter, we will touch on these affordances
throughout where relevant. Our perspective is that the digital realm provides extended contexts in which
well-known developmental processes can transpire by serving the fundamental needs of agency (self-directed
behaviour) and communion (connecting with others) in identity development (Granic et al., 2020), opportunities
to experience and manage emotions (Hollenstein & Colansante, 2020; Hollenstein & Faulkner, 2023), and the
initiation and maintenance of relationships (Chen & Katz, 2009; George & Odgers, 2015). That is, although these
affordances have been available only recently, there is nothing fundamentally different about current cohorts of
youth (e.g., gen Z) in terms of core developmental processes.

In the next section, we summarize the broad features of adolescence and the transition process towards
adulthood. This will cover historical perspectives and biological changes that define this age period. With
those general features in mind, we will cover three domains most relevant for a developmentally oriented
understanding of university students. First, we cover the process of identity formation that begins prior to
post-secondary but is ongoing into the post-secondary years and beyond. Next, we will describe how emotions
and their regulation develop within the context of academically and socially challenging circumstances in PSE.
Finally, we tie these together by considering the change landscape of family and peer relationships fomented by
the transition to PSE.

Adolescence To Adulthood

The modern conceptualization of adolescence began with G. Stanley Hall (1904) who recognized the
growth of this age period during the industrial era. All cultures throughout history have had some concept of
the liminal space between childhood and adulthood (Schlegel & Barry, 1991), but this period became longer
and more defined in the modern era. There is nearly unanimous agreement that adolescence begins with the
onset of puberty. However, the age at which adolescence ends is socially determined and differs widely across
cultures and historical periods. Norms and trends of the past 150 years have delayed the end of adolescence,
as the number of children in families has decreased and investment into children’s education has increased
(Dahl et al., 2018). Thus, particularly for those attending PSE, familial and societal resources support extended
opportunities to develop and mature before becoming fully independent and materially self-sufficient.
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This delay in the start of adulthood and the various complexities and variations of modern life have rendered
strict stage-based definitions of age periods difficult to contend with. Unlike clear developmental milestones
that occur in infancy with only slight variation in age of onset across individuals (e.g., walking, talking),
development after puberty varies in timing, rate, and quality across individuals to such an extent that any
categorical definition of age ranges of stages is not universally applicable. Thus, although several terms have
been used, such as late adolescence (late teens), emerging adulthood (20-29; Arnett, 2007), or early adulthood
(Cote, 2014), they do not adequately capture what is developing in all individuals but rather better reflect
societal expectations and economic constraints (Cote, 2014).

We suggest the alternative is to focus on process rather than stage categories. Process refers to the patterns
of thought, feeling, and action that unfold over time. These patterns can be recognized and described
developmentally as long as they are not rigidly attached to specific ages. In this way, development is viewed as

ongoing — a journey, not an arrival.

Furthermore, a process account also includes event-based perturbations or transitions as the means through
which old behavioural patterns may give way to new ones (Granic et al, 2003; Hollenstein et al., 2013).
Transitions can be idiosyncratic (e.g., relationship break up) or more universal (e.g., completion of formal
schooling), but either can initiate a period of variability and vulnerability that leaves one open to new
experiences. As we will highlight in subsequent sections, the entrance into PSE is a profound example of
this kind of transition that punctuates developmental processes. Indeed, the first year, particularly the first
semester is the most challenging for youth (Conley et al., 2014). Compared to previous adolescent levels, the
first year is associated with greater stress (Conley et al., 2014), loneliness (Larose & Boivin, 1998), depression
(Bewick et al., 2010), and anxiety (Doane et al,, 2015). Fortunately, across the 4 years of university, distress
decreases (Sheretal.,1996) and general well-being increases (Schulenberg et al.,, 2005). Thus, the initial transition
period brings unique challenges that are distinctive from the trajectories toward greater resilience at the end of
obtaining a degree.

From a developmental perspective, the uncertainty, vulnerability, and variability that occurs at developmental
transition points, such as the first few months at university, is both a challenge and an opportunity (Dahl,
2004). In order for new habits, patterns of behaviour, or even ways of thinking to emerge, there necessarily
has to be a breakdown of previous ones (Granic et al., 2003; Hollenstein & Tsui, 2019). For example, for those
who had adverse experiences in childhood or adolescence, the transition may offer an opportunity for a new
start (Huguenel & Conley, 2020). Thus, although such transition processes can be uncomfortable and anxiety

provoking, they are simultaneously part of universal processes of growth and change.

Before extending into our three topic areas, we would like to note one further developmental detail as
background. As any insurance company knew a long time ago when developing their rental car policy for those
under age 25, the development of the human brain continues through late adolescence and into adulthood.
Although there are myriad brain changes after age 25 due to experience (e.g., learning to play the piano at
age 50), the major structural development that begins in infancy continues into the mid-20s (Giedd, 2004). By
structure, we mean the number of neuronal connections (i.e., gray matter) and the insulation that facilitates
the speed of connection (i.e., white matter). White matter increases with age but, perhaps counterintuitively,
gray matter decreases precipitously throughout adolescence. This is because humans have an overabundance of
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neurons and synapses early in life that are enhanced when used often and wither when not used (Blakemore,
2012). This pruning is due to experience and culminates during or just after post-secondary age.

Importantly, the last regions of the brain where this pruning of gray matter occurs is in the dorso-lateral
prefrontal cortex — the areas near the top of your head between ears and forehead. This area has the most
connections with all other areas of the brain because it is involved in various processes such as working
memory, synthesizing and manipulating the information held in working memory, perspective taking, delay of
gratification, and self-control (Steinberg, 2010). Not only are these important processes that facilitate academic
success, but they also contribute to the developmental changes in identity, emotion regulation, and social

interactions that are covered in the next sections.

Identity Development

The post-secondary experience is often one of questioning and exploring different versions of oneself
that may exist, with the final goal of choosing or committing to one coherent self. This is the process of
identity formation, centered around the question of “Who am I?” Choosing which major to declare, what clubs
to join, with whom to be friends, and how and when to rely on parents are all identity relevant challenges
typically faced during the transition to PSE, making identity formation a preeminent developmental goal in this
time period. This section will: (a) describe the process of identity formation and how it unfolds during post-
secondary, (b) explain how individuals find meaning in their environment and incorporate that into their sense

of self, in order to further this process, and (c) highlight the social nature of identity formation.

The Identity Formation Process

Identity formation is an iterative cycle of exploration of identities and commitment to those which support
the realization of a cohesive sense of self. For example, a student entering PSE could think of themselves in
terms of their major (e.g., a sociology student), group memberships (e.g., a polo player), characteristics (e.g.,
smart, compassionate), or interests (e.g., philosophy, volleyball). This process unfolds developmentally through
two cycles: the identity formation cycle and the identity maintenance cycle (Luyckx et al., 2006), both made
up of different types of exploration and commitment. The identity formation cycle involves exploring multiple
different identities, and committing to the ones that feel like a good fit. In the identity maintenance cycle, the
commitments made in the previous formation cycle are further evaluated and the individual either deepens

their identification with these few commitments or begins the identity formation cycle once again.

Exploration of either type appears to be at its peak at 18-19 years old (Luyckx et al., 2013). This means that
the transition to, and first couple of years of, post-secondary can be characterized by high levels of exploration
through questioning previously made commitments, or actively seeking out new ones to explore. All types of
exploration can foment instability or uncertainty and may manifest as temporary negative feelings (Crocetti et
al., 2023; Luyckx et al., 2013; Schwartz et al., 2013). However, by and large these normative emotional challenges
are short lived and resolve as an individual progresses through their cycles towards more stable commitments.
Those that manage to explore their identity in both depth and breadth are likely to end up with stronger and
more resilient commitments that can withstand subsequent challenges and future life transitions (Branje et al.,
2021; Crocetti et al., 2023; Schwartz et al., 2013).



70 Megan S. Wylie

Narrative Identity: Communion, Agency, and Cohesion

Narrative identity theory further elaborates the intrapersonal processes through which this certainty is
reached, and commitments are made (McLean, 2008). According to the theory, it is through narratives (i.e.,
stories about the self and how one came to be who they are), privately thought or publicly shared, through
which youth make sense of life events and the role that they play in them (McAdams, 2019). By integrating
these self-narratives with personal and societal values, they build a unified and cohesive life story (Granic et al.,
2020; McAdams, 2019).

Intrapersonal narrative identity formation emerges from a tension between two key psychological needs:
agency and communion (Granic et al., 2020; Schwartz et al., 2005). Agency is the need to individuate, take
control in making choices, and think from one’s own perspective. Communion is the need for connectedness
and belonging. In childhood and early adolescence, communion is central to how individuals understand
themselves; however, by mid-adolescence, the focus turns to agency narratives as individuals seek to
differentiate themselves from others, especially family. However, university-aged youth work to balance and
utilize both in their narratives (Branje et al., 2021). The structure of higher education facilitates both these needs
and their integration. The individuation of agency occurs through such features as course and major selections,
or any choice made in an effort to differentiate oneself from others. Communion needs are met through various
social affordances such as the dormitory system, interactions with classmates, and opportunities to connect

with others who share interests.

Although much of identity formation can be internal, focused on characteristics, behaviours, or future plans,
often the values and categories considered are interpersonal via their relation to various social groups (i.e.,
Crocetti et al., 2023; Tajfel & Turner, 2004). Existing social groups such as families, religious groups, social
clubs, and even educational disciplines can provide a template for youth to understand the values, beliefs, and
behaviours typical of a group member. Youth can then explore these qualities when choosing their own values,
beliefs, and behaviours, and evaluate their commitment to their group membership (Crocetti et al., 2023). The
post-secondary environment often exposes students to new groups and identities of which they were previously
unaware, or even groups who share identities that previously seemed unique to themselves (Kroger et al., 2010).
For example, a student who was adopted may not meet others who share their experience or racial identity until
they are part of a larger campus community. These experiences may stimulate new identity formation cycles
(Huguenel & Conley, 2020).

As we have highlighted, the development of identity can be emotionally distressing at times, and it is also
a social process. These are the themes we take up in the ensuing sections. First, we consider how capacities to
manage emotional states comes to maturity at this age. Then, we consider how relationships with family and
peers — the close others with whom youth work out their narrative identities — change and develop during the

post-secondary years.

Emotion Regulation

The transition to post-secondary presents a series of novel challenges for youth to manage in the domains
of school/work (e.g., more difficult workload), social relationships (e.g., new social situations to navigate), and
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personal finances (e.g., managing money and paying bills; Arthur & Heibert, 1996). Finding ways in which youth
can deal with these new demands can be stressful (Cantor et al., 1987), as these stressors can be often perceived
as uncontrollable and unpredictable (Sapolsky, 2004). Emotions, such as anger, sadness, and particularly anxiety,
are natural responses to these stressful challenges (Folkman & Lazarus, 1985). Moreover, the type and quality
of emotional experiences may change for youth entering PSE. For example, from the summer before entering
university to the end of the first semester, positive emotional experiences become less frequent, while negative
emotional experiences are stably maintained (Rogers et al., 2018). Given the novelty and breadth of these
stressors and the emotions that accompany them, youth need to further develop and apply efforts to manage,
or regulate, those emotions.

Emotion regulation refers to the ways in which an individual attempts to change their emotional experience
(Thompson, 1994), which can be achieved through a variety of strategies that alter different aspects of emotional
experiences (e.g., thoughts, feelings, or behaviours). For example, cognitive reappraisal is the attempt to change
one’s evaluation of the meaning of an emotional experience (i.e., considering a different perspective; McRae
et al,, 2012), whereas expressive suppression is the attempt to hide facial expressions of emotions (Gross et
al., 2006). Because emotions and stressors occur throughout daily life in PSE, youth use a variety of emotion

regulation strategies daily to alter their emotional experiences (Heiy & Cheavens, 2014).

The range of an individual’s emotion regulation strategy use is referred to as their “repertoire,” which may
be large and diverse (i.e., containing a wide array of emotion regulation possibilities) or small and limited
(i.e., relying on only one or two strategies for all emotional experiences; De France & Hollenstein, 2017, 2019;
Lougheed & Hollenstein, 2012). Compared to adolescents, post-secondary-aged youth have developed a larger
repertoire of emotion regulation strategies (De France & Hollenstein, 2019; Zimmermann & Iwanski, 2014). For
example, expressive suppression (i.e., decreasing one’s facial expression of emotion) and cognitive reappraisal
(i.e., thinking about the emotional trigger in a different way) are used more often in emerging adulthood than in
adolescence (De France & Hollenstein, 2019; Zimmermann & Iwanski, 2014), though their use appears to decline
later in PSE schooling, as youth have adjusted to their new environment at school (Compas et al., 1986; Park et
al., 2020).

This repertoire expansion might occur for several reasons. First, PSE-aged youth are still maturing
cognitively, which reflects the structural brain changes mentioned earlier (Mills et al., 2016). Subsequently,
youth are better able to execute challenging emotion regulation strategies that they could not use as effectively
when they were teenagers. Reappraisal, for example, requires more cognitive effort (Suri et al., 2015) and is
even taught in various forms of therapy (Beck & Dozois, 2011). Importantly, reappraisal is considered central
to competent social and emotional functioning as it is typically applied early in the onset of an emotion and is
associated with greater well-being (Aldao, et al., 2010). With cognitive maturation, reappraisal becomes easier
to implement (McRae et al., 2012), and is even used more frequently than other strategies like expressive
suppression (Nezlek & Kuppens, 2008; Zimmermann & Iwanski, 2014, 2018).

Second, PSE-aged youth with their broader repertoires are implementing emotion regulation more
contingently by selecting strategies in accordance with situational demands. It is beneficial to use multiple
emotion regulation strategies in a flexible and context-dependent way (Bonanno et al., 2004; Westphal et al.,
2010), rather than exclusively using one or two strategies across all situations. For example, specific strategies
are selected to handle specific emotions (Heiy & Cheavens, 2014; Smith et al., 2022) and different emotion
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intensities (Dixon-Gordon et al., 2015; Wylie et al., 2023). Emerging adults also choose specific strategies when
they are with specific people (e.g., expressive suppression is used more around strangers than close others;
English et al., 2017) and depending on how much control they feel they have over the situation (Haines et al.,
2016; Medland et al., 2020).

Finally, emerging adults might be better able to balance their short- versus long-term goals in their emotion
regulation attempts with a broader regulation repertoire. For example, although expressive suppression use is
associated with short-term costs, such as negative evaluations and judgements from others (Srivastava et al.,
2009; Tackman & Srivastava, 2016), it can also be used for long-term benefits, such as conflict avoidance (English
et al., 2017). With maturation, PSE-aged youth are better able to consider these short- and long-term costs and

benefits, enabling more effective regulatory fit to each situation.

These developmental changes in strategies and repertoires, however, have so far been examined mostly
in North American PSE contexts. Hence, it is unknown how culturally specific the findings are. Because
there are cultural differences in both the experience and expression of emotions (Matsumoto et al., 1998),
the developmental timing of changes in either repertoire or flexible strategy deployment may be diverse. For
example, emotion regulation strategies like expressive suppression may not show the same developmental
change and may be used less in North America compared to East-Asian cultures (Butler et al., 2007; Soto et al.,
2011). This may be particularly relevant in North American PSE contexts given the relatively high proportion of
international students on these campuses. However, although there may be different patterns due to differing
models of emotional enculturation, more general developmental processes (e.g., structural brain maturation,
identity development) are universal. Thus, improvements in emotion regulation are expected for all students,

but the manifestations may differ across cultural groups.

Emotional Co-Regulation

So far, this section detailed the development of the self-regulation of emotions. However, emotion
regulation can also be a social act in which people can regulate each other’s emotions. In fact, this “co-
regulation” is the basis of emotion regulation in infancy, when caregivers implement various techniques to
calm or soothe their baby’s distress (Morris, et al., 2018). As children mature into adulthood, their capacity for
self-regulation increases but co-regulation never ceases to be important for well-being (Butler, 2011). By late
adolescence, youth reciprocally engage in co-regulation efforts (e.g., social support) with family, friends, and

romantic partners.

PSE-aged youth often seek out social support to help them deal with their emotions (Heiy & Cheavens,
2014), and use of this strategy also increases from adolescence into early adulthood (Zimmermann & Iwanski,
2014) and across the university experience (Park et al., 2020). With the arrival at post-secondary, many students
will have moved away from previous co-regulation partners, opening opportunities to further develop their
co-regulation skills with new partners. These new relationships may include peers or adult mentors (i.e., non-

relatives), who can also be important for emotion regulation in emerging adults (Le et al., 2021).

For those that relocate to post-secondary, the digital age has increased access to co-regulation partners at
home and elsewhere (Wei & Lo, 2006). Through text, social media, and video chat, youth living away from home
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can more easily rely on their emotional support networks than previous generations were able to, having a
positive impact on their well-being (e.g., Bardi & Brady, 2010). Unfortunately, this is an unexplored area, so it is
not yet clear if digital opportunities have diminished the degree to which students develop new co-regulatory
relationships or are better able to regulate due to an expanded network with a strong foundation. Fortunately,
social support achieved through digital means is just as effective for emotion regulation as in-person support
(Colasante et al.,, 2020). Thus, for current generations of youth, digital technology may be a valuable tool to
extend and enhance emotion regulation capacities (Hollenstein & Faulkner, under review).

Developing competent emotion regulation skills is critical for psychosocial functioning in adulthood.
Emotions and their co-regulation is an ongoing process in any close relationship. Thus, in the next section, we

consider the developmental changes in the forms and functions of relationships across the university transition.

Change in Relationships

Parents and Caregivers

As youth take their first steps into post-secondary training, the parent-child relationship is transforming,
driven by a confluence of developmental and contextual changes (Arnett 2004; Tanner, 2006). During this
transition, as youth make a leap toward greater autonomy and independence, parents continue to play a vital
role in providing support (Lowe & Dotterer, 2018; Wartman & Savage, 2008). Although some of this support is
instrumental, such as financial assistance (Schoeni & Ross, 2005; Yelowitz, 2007), much of it can be emotional,
including advice and comfort (Fingerman et al., 2009, 2010, 2016; Pizzolato & Hicklen, 2011). However, the
nature of this support undergoes a gradual transformation due to the changing developmental needs of young
adults (Harnett et al., 2012; Lowe & Dotterer, 2013).

The first year of post-secondary, in particular, becomes a key phase for renegotiating the parent-child
relationship. As many students move away from their homes and immerse themselves in new social
environments - including interactions with peers, professors, instructors, and academic administration and
advisors — parental involvement often recedes (Harnett et al., 2012; Lowe & Dotterer, 2018). This adjustment
aligns with the developmental progression of identity formation and emotion regulation described earlier,

fostering their individuation from parents and integration within the novel campus setting.

This shift from a hierarchical (i.e., top-down parental control) toward a more horizontal parent-child
relationship (i.e., reciprocity and mutual independence) is facilitated by no longer living under the same roof.
For youth who attend PSE while still living at home, however, there is less room for forming new relationships
outside of one’s family unit and the need for autonomy can be more challenging to satisfy (Bradley-Geist &
Olson-Buchanan, 2014). In either case, the negotiations for autonomy and recentering require both parent and
child to develop new and better communication processes. Thus, this is a transition for parents as well as youth.
Just as not all youth make a smooth transition into university, parents vary in how well they cope with distance,
independence, and waning of their control (Baete Kenyon & Silverberg Koerner, 2009). For example, youth and
parents can differ in their expectations for autonomy, with parents sometimes expecting more autonomy than
their children (Collins et al., 1997). Hence, it is important to situate the challenges of students’ adjustment as

not being solely due to their own development.
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In recent generations, advances of digital technologies have changed the nature of remote parent-student
communication considerably. Audio and video calls, instant messaging, and social media platforms bridge
geographical gaps, allowing youth to maintain close connections and support networks despite physical
separation (Chen & Katz, 2009; George & Odgers, 2015). First year students often experience significant shifts
in family dynamics and exhibit heightened contact frequency with family (Dorsch et al., 2016; Wolf et al.,
2009), using digital devices as virtual tethers to maintain emotional closeness and promote higher levels of
relationship satisfaction with parents (Chen & Katz, 2009; Gentzler et al., 2011; Gordon et al.,, 2007). Decades
of research has shown that in contrast to difficult relationships, continued parental connectedness actually
facilitates individuation and autonomy (Aquilino, 2006; Grotevant & Cooper, 1986). Whether this sustained

digital connectivity with parents has the same effect is not yet clear.

Peers

Although parental relationships undergo a shift as mentioned above, close peer relationships are similarly
transformed by the move to post-secondary (Swenson et al., 2008; Fraley & Davis, 1997). However, peer
relationships may be even more important than parents for providing support to a student living away from
home (Dennis et al., 2005). For instance, many students rely on each other when it comes to academic problems,
supporting each other in their classes by forming study groups, understanding course concepts, or helping
with assignments (Dennis et al., 2005; Richardson & Skinner, 1992). Additionally, peers become a pillar of
support emotionally, offering compassion and understanding by experiencing the same challenges and demands
associated with the transition to post-secondary (Dennis et al., 2005; Yazedjian et al., 2007). Thus, peers are able

to offer support in ways that are unique from parents due to their shared circumstances.

Campuses also provide youth with rich opportunities to engage with individuals of diverse cultural,
intellectual, and experiential backgrounds and build new social networks (Swenson et al., 2008). Engaging in
such social interactions can help students adjust and feel connected with their university environment (Goguen
et al., 2010; Tinto, 1998), as well as learn more about themselves and others (Crocetti et al., 2023). However,
students are faced with a unique transitional challenge of navigating the maintenance of pre-existing peer
relationships while also trying to form new connections (Benson, 2007; Swenson et al., 2008). Although pre-
existing friendships offer familiarity and emotional support (Benson, 2007; Oswald & Clark, 2003), they can
sometimes inhibit a new student’s ability to feel attached and integrated with the new university environment
(Benson, 2007; Goguen et al., 2010). Thus, as with parents, existing peer relationships also need recalibration to

accommodate the changed circumstances.

Compared to peer relationships formed early in adolescence, PSE-aged youth form relationships more
strongly based on shared academic interests and recreational activities (Swenson et al., 2008). In addition,
relationships now form based on shared living spaces (i.e., roommates). The affordances of these situations
increase the amount of time in contact with peers and the range of possible second-order relationships (e.g.,

roommate’s friend). Thus, there is typically an increase in both the quantity and quality of relationships.

Digital technologies have also revolutionized peer relationships during the PSE period. Digital platforms
like social media (e.g., TikTok, Instagram, Snapchat) and messaging apps (e.g., texting, Facebook messenger,
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iMessage, Whatsapp) have become virtual bridges for both initiating new relationships, finding and engaging
with communities, and maintaining connections across distances (George & Odgers, 2015). For those leaving
home for school, they can stay in touch with old friends as social supports as well as form new bonds upon
arriving to campus (Ellison et al., 2007; George & Odgers, 2015). For those who have opted to live at home, it

allows them to stay engaged with the social happenings on campus and cultivate new connections.

In summary, the transition to post-secondary sparks significant shifts in both parent and peer relationships.
As emerging adults tread the path of autonomy and increased responsibilities in this novel environment,
the parent-child dynamic evolves into more adult-like interactions, challenging parents to balance support
with newfound independence. Meanwhile, the university environment stimulates diverse peer connections,

providing social and emotional support during this pivotal time.

Conclusion

Although the majority of major developmental milestones emerge during the first two decades of life, at
the start of their third decade youth are still transforming into the adults they will become. As students take
steps toward future careers by engaging in post-secondary training, they are also human beings riding waves of
biological, emotional, and social change. Despite being granted the civic rights and responsibilities of adulthood,
the investment into youth in the modern era has extended this developmental period. Nonetheless, youth of
today must still adapt and grow in the same ways that previous generations have by forming a coherent identity,
mastering emotions, and initiating and maintaining supportive relationships. The PSE environment is a rich and

fertile soil for these normative developmental processes to unfold.

It is our hope that faculty, staff and administration can adapt their policies and responses to students through
the normative developmental understanding we have outlined. This includes being sensitive to age related
capacities and the conditions under which youth thrive and grow. For example, it has been difficult for the
older generations which comprise the majority of faculty, staff, and administrative positions to understand the
ways in which youth use digital technologies. By understanding that, at least in part, these tools are serving
important functions for their intra- and inter-personal needs (e.g., identity exploration, social connection and
support), it may be easier to identify and address concerning situations. Furthermore, by understanding the
timing and form of universal developmental change, it may be possible to improve structures and supports for
youth of varied cultural backgrounds. Although there are myriad ways that youth behaviours and interests can
manifest in the PSE environment that need thoughtful consideration, at their core all youth are traversing the

same developmental journey as they mature.
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