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Abstract

This qualitative inquiry contributes to an exciting development in the postsecondary education
sector for the South Vancouver Island region of British Columbia, Canada. As the West Shore
grows, Royal Roads University (RRU) expands its undergraduate programming to respond to the
increasing need for postsecondary education. Common Foundations, a challenge-based learning
program, offers a unique educational opportunity due to its interdisciplinary and transdisciplinary
approach to addressing real-world global challenges. This thesis supports RRU Student and
Academic Services, a division that provides a range of student support services and desires an
innovative service design to support changing student demographics. This action-research
initiative used an appreciative inquiry methodology for two stages of inquiry to learn about the
aspirations for services. This study revealed several recommendations, including an integrated
first-year experience framework for collaborative planning, Indigenous student supports,
inclusive diversity practices and revealed the strategic emphasis required to support an
empowered first-year student experience.
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Chapter One: Focus and Framing
This research contributes to an exciting development in the postsecondary education
sector for the South Vancouver Island region of British Columbia. The inquiry outcomes will
support Royal Roads University (RRU) in designing an innovative and student-centred service
model to complement the challenge-based learning undergraduate program. The challenge-based
learning program uses a “flexible approach [that] frames learning with challenges using
multidisciplinary actors, technology enhanced learning, multi-stakeholder collaboration and an
authentic, real-world focus” (Gallagher & Savage, 2020, p. 1). Should institutional, community,
and Ministry of Advanced Education, Skills, and Training (MAEST) approvals occur, the future
West Shore university campus will offer the new program. The program responds to changing
expectations, demographics, increased student mobility, and “engages students in the acquisition
of foundational knowledge in traditional disciplines using nontraditional pedagogies aligned with
BC’s new K–12 curriculum” (RRU, 2019, p. 23).
More specifically, this research engaged RRU stakeholders to learn about their
experiences, hopes, and ideas for creating an equally innovative Student and Academic Services
design for this unique program offering, which will eventually be offered at the new RRU West
Shore campus. I used a participatory, action-oriented approach to identify recommendations and
plan action to implement positive change, while helping RRU meet its need to engage Student
and Academic Service leaders on the topic of innovation in service delivery for this new program
and potential new campus location in Victoria, British Columbia (BC).
The ultimate goal is that this research uncovers how this challenge-based learning
program at the proposed West Shore university campus might lead to a different orientation for
Student and Academic Services (SAS) at RRU. RRU is recognized for its interdisciplinary,
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authentically engaged and community-oriented academic programs, and the challenge-based
learning program remains true to RRU’s founding philosophical orientation (Grundy et al.,
2017). As this research uncovers, the design of the challenge-based program expands the reach
of pedagogical impact and RRU will simultaneously experience a shift in student demographics
to welcome undergraduate students in first year. RRU will welcome the first cohort to this
challenge-based learning program in September 2022, before the new campus is approved and
built. The local demographics and educational context, the moral obligation and commitments
made by postsecondary institutions to attend to the calls for action in the Truth and
Reconciliation Commission of Canada (2015) report, and the participants’ perspectives affirmed
an emphasis on Indigenous perspectives for this inquiry. Further, I was personally influenced by
my interest to learn more about this topic. The disturbing current events of the discovery of more
than 1,300 unmarked graves and Indigenous peoples’ experiences in Canadian residential
schools (Mosby, 2021) coalesced with the timing of this research and set the context to prioritize
Indigenous perspectives throughout this thesis.
The research informs the potential short- and long-term options to support the students in
the new cohort and sustain the program and SAS as the institution grows. This staged approach
to institutional change presents an opportunity to reimagine the student service delivery model,
unconstrained by traditional practices, as long-term interests may counter short-term habitual,
cultural, or pragmatic approaches. Next, I offer the inquiry questions and subquestions to support
RRU to implement a student-centred service model.
Inquiry Questions and Subquestions
The principal inquiry question is as follows: How might RRU Student and Academic
Services design innovative and student-centred services to complement the competency-driven
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and challenge-based learning undergraduate program and prepare for the future West Shore
campus?
The subquestions for this research follow Stroh’s (2015) four-stage systems thinking
approach to change, which seeks to clarify “the current state, ideal state, possible steps to get
there and barriers to change” (pp. 73–78). The subquestions are as follows:
1. What are the stories staff and others tell about successes and innovations in studentcentred services they have experienced at RRU?
2. What is particularly innovative about this challenge-based learning program?
3. What might be the relationship between the competencies of the challenge-based
learning program and the potential design of a responsive student services approach
for RRU?
4. How might Student and Academic Services best be designed to complement the
challenge-based learning program?
5. How might RRU pilot innovative student services specifically for the challenge-based
learning program and prepare for the future West Shore campus?
Significance of the Inquiry
It is essential to consider the long-term institutional interests and broader implications.
The project may present ideas of interest to other RRU programs that seek to enhance their
student-centred practices. Both the MAEST and the Associate Vice President, SAS have
indicated an interest in student-centred, cost-effective, and innovative options to flexibly address
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community needs and build a foundation for change (RRU, 2019; R. Mason, personal
communication, July 22, 2020). 1
The launch of this program is significant for RRU, as it will be the first undergraduate
program that allows first-year entry for domestic students. Previously, local students opted to
attend either Camosun College (Interurban Campus and Lansdowne Campus) or the University
of Victoria, although the geographical distance may have deterred enrolment for those located in
the West Shore region (RRU, 2019). This will bring a new student demographic to campus, and
the population in the West Shore region of Vancouver Island is rapidly growing. RRU is located
on the traditional lands of the Xwsepsum (Esquimalt) and Lekwungen (Songhees) ancestors and
families. The traditional lands of the T’Sou-ke (Sooke) and Scia’new (Beecher Bay) ancestors
and their families are also located on the south-west region of Vancouver Island. RRU deeply
values its connection to the local communities, and the Project Sponsor, Dr. Roberta Mason,
Associate Vice-President, SAS wants to design an innovative student-centred approach that
complements this new program and serves the local communities “in a good way” (R. Mason,
personal communication, July 22, 2020). RRU has traditionally offered graduate programs, with
some undergraduate programming offered to international students. Therefore, this research
contributes to the early stages of significant change for the institution. Student-centred service
models are a departure from traditional models frequently found in higher education institutions,
which are increasingly “undergoing dramatic changes driven by shifts in technology, student
expectations, leadership vision, and funding” (Felix & Lerner, 2017, p. 54). Therefore, the
outcomes of this research will be of interest to postsecondary institutions that seek to adjust their

1

All personal communications in this report are used with permission.

STUDENT-CENTRED SERVICES

22

service models. This first section provided the inquiry questions and subquestions and
considered the significance of the inquiry. Next, I examine the organizational context and
broader systems in which this research was situated.
Introducing the Context
This inquiry provides an opportunity to explore the student services required to
complement the challenge-based learning undergraduate program; however, the broader context
introduces some interesting considerations. The challenge-based learning program model
represents a new approach not yet offered by public postsecondary institutions in the province.
Leading the way carries both responsibility and opportunity to pursue innovation that is
meaningful and transferrable to other contexts. The Project Sponsor has indicated an interest in
building a foundation for reimagining the student service delivery model for other RRU
programs more broadly (R. Mason, personal communication, July 22, 2020). This interest signals
an opportunity to expand the change effort should the initiative be successful. Acknowledging
RRU’s institutional vision and values, including the Learning, Teaching, and Research model
aligns the effort in furthering its ambitions.
This research builds on institutional momentum established by the receipt of a $1.5
million grant from the MAEST, which supported a business case for the proposed West Shore
university campus. While the new campus is a longer term goal, the institution strategically
designed each goal to be pursued separately and simultaneously. This strategy signals a vital
consideration to deliver multiple practical recommendations, given the potential for context
change.
While not the focus of the study, another important contextual factor is the current state
of the coronavirus disease 2019 (COVID-19) pandemic. The COVID-19 impact on
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postsecondary institutions is top of mind for higher education administrators as enrolment, and
the resulting revenue that supports institutional change efforts is uncertain. Further, personnel are
constrained with increased workloads due to the requirement to attend to emerging needs, such
as transitioning services from face-to-face to online. Respecting these contextual constraints in
the research design is vital to move this change initiative forward.
Overview of the Thesis
The goals of this research were to explore how SAS might complement the new
challenge-based learning program at RRU. This thesis presents the research plan in three
sections. Chapter 1 detailed the focus and framing for this research, presented the inquiry
questions and subquestions, and considered the organizational context and broader systems in
which this research is situated. Chapter 2 presents the literature review on three topics that
support the research outcomes of this project: the distinctive qualities of the challenge-based
learning, transition pedagogy and first-year experience programming, with an emphasis on
exploring Indigenous student supports and contemporary student services. This comprehensive
literature review follows the emergent topics arising from the analysis of participant data in this
action inquiry. Chapter 3 presents the methodology, data collection methods, participant criteria,
research conduct, data analysis, validity, and ethical implications. Chapter 4 discusses the inquiry
findings for both stages of inquiry. and conclusions as well as the scope and limitations of the
inquiry. In the final chapter, Chapter 5, I put forward the study conclusions and
recommendations, discuss the organizational implications as well as implications for future
inquiry, share my reflections upon conclusion of this research, and provide a thesis summary.
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Chapter Two: Literature Review
This inquiry examines the literature in several topic areas, expands my knowledge in
higher education, builds on the institutional research completed, and explores several topics
relevant to this inquiry. This section begins with an expansion of the context introduced thus far
and begins with an orientation to the local demographic and educational context for the South
Vancouver Island region of British Columbia. The local context sets the stage for the
introduction of the challenge-based learning program at RRU. Challenge-based learning is
explored next, with an examination of the distinctive features, similarities, and differences to
other similar pedagogies, and the philosophical orientation are explored. Understanding the
challenge-based learning approach is helpful as it builds a foundation for the consideration of
complementary student support services.
These initial sections foreshadow a shift in student demographics at RRU, and thus, firstyear experience programming as well as Indigenous student supports are profiled in this
literature review. An illustration of the first-year experience processes, principles, and practices,
which I discuss further in Chapter 2, is provided in Figure 1. As mentioned, the local
demographics, the moral obligation and commitments made by postsecondary institutions to
attend to the calls for action in the Truth and Reconciliation Commission of Canada (2015)
report, and participants’ voices affirmed an emphasis on Indigenous perspectives for this inquiry.
The student support approaches chosen for this chapter build on participants’ perspectives as
well as my interests in being of service to others considering the disturbing current events of
Indigenous people’s experiences in Canadian residential schools, which coalesced with the
timing of this research.
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Figure 1
First-Year Experience Processes, Principles, and Practices

Note. Image created by Laurie Barnas; influenced by Gale and Parker (2013) and the authors
referenced in Processes 1 to 3 in Chapter 2.
This chapter presents the first-year experiences as multiple processes of transition. The
chapter begins with an exploration of the purpose and principles as well as an overview of four
variations of transition pedagogy (Birbeck et al., 2021; Crawford et al., 2016; Gale & Parker,
2014; Kift, 2015; Kift et al., 2010; Kift & Nelson, 2005; Morrison et al., 2013; Nelson et al.,
2012; Penn-Edwards & Donnison, 2014; Wilson, 2010). Several transition pedagogy approaches
are introduced that offer examples of postsecondary student support practices. The next part of
this chapter examines the processes involved in student transition. Gale and Parker (2014)
introduced these processes, which start with transition as induction, then transition as
development, and end with transition as becoming. Within each transition process, principles,
and approaches are explored. The student support approaches examined in this transition process
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section include orientation, peer mentorship programs, Indigenous peer mentorship programs,
diversity-inclusive engagement activities, Indigenous bridging programs, academic advising
methodologies, and student success coaches. These principles and approaches lay the
groundwork for exploring the findings of this inquiry. This literature review helped formulate the
conclusions discussed in Chapter 4 and provided SAS with some recommendations to consider
in Chapter 5, so that they could develop complementary practices for the RRU challenge-based
learning program.
Local Context
The purpose of this research is to reflect on how the implementation of a new
undergraduate program at RRU will attract local students from the West Shore community. This
presents a shift from the current demographic profile of RRU, which at the undergraduate level
has been predominantly international. A previous study established the demands for new campus
in the West Shore and population growth, public interest, and the need for local postsecondary
education (RRU, 2019).
Students have different “needs, strengths and risk factors” (Wilson, 2010, p. 7), and
institutions must plan to provide supports for all, as well as supports for specific student
populations. Wood and Breyer (2017) stated,
Universities must develop conditions under which students from varying backgrounds
can flourish and succeed. Providing access to education alone is not enough.
Furthermore, universities are increasingly under pressure to not only deliver disciplinespecific degrees that produce content experts but moreover, universities are expected to
deliver work-ready graduates for a labour market that is undergoing disruption in its own
right. (p. 2)
This requires being attentive to changing student demographics, both locally and
globally, to ensure that efforts are proactively supporting students through multiple education
pathways and are supported in their engagement and learning (Ciobanu, 2013; Cull et al., 2018;
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Kift, 2015; McKeown et al., 2018; Ogunmokun et al., 2021; Woolley, 2018). Greenfield et al.
(2013) suggested conducting an environmental scan to acquaint with the institutional culture and
guide planning efforts. Korbel et al. (2011) recommended institutions conduct a self-study of
communication practices to ensure engagement was accessible and reached a wide audience.
Conducting an environmental scan and evaluating the institution’s context is also important as
each institution will have its own culture (Greenfield et al., 2013; Killam & Degges-White,
2017).
In the 2019–2020 academic year, the MAEST reported there were 20,300 Indigenous
students attending postsecondary institutions in BC, representing 8.2% of the provincial student
population. A review of the Ministry of Education Student Success dashboard for 2020-21
academic year shows that the Indigenous student population for Grade 12 students in School
District 62 is 12.1% (Government of British Columbia, n.d.). Deer and Falkenberg (2016) stated,
The Aboriginal [Indigenous] population is young, with nearly five out of 10 people under
the age of 24. With the population of First Nations, Inuit and Métis people in Canada
reaching more than 1.4 million, and growing, they now represent 4.3% of the Canadian
population. (p. 25)
While the high school completion rate gap between Indigenous and BC resident student
populations is narrowing, the calls to action to support Indigenous students in their transition to
postsecondary education continue to escalate and postsecondary institutions are seeking
strategies to respond to the Trust and Reconciliation Commission’s report (Cull et al., 2018;
McGowan et al., 2020; McKeown et al., 2018). The specific calls to action expressed in the
Truth and Reconciliation Commission of Canada (2015) report are #7, which calls for a “joint
strategy to eliminate educational and employment gaps” (pp. 1–2); #10, which calls for a
collaborative approach to developing legislation that supports funding that closes the educational
gap; and #11, which calls on a commitment from the federal government “to provide adequate
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funding to end the backlog of First Nations students seeking a post-secondary education” (p. 2).
The local context presents an opportunity for RRU to meaningfully contribute to the West Shore
community by supporting Indigenous students to attain a postsecondary education. Most
successful first-year transition programs integrate multiple approaches to serve a diverse student
population (Mayhew et al., 2016). The next section explores challenge-based learning, as it
forms the basis of the new undergraduate program at RRU. In a subsequent section, a closer
review of first-year experience programming may highlight adaptations needed to promote
transformational learning and address changing demographic needs.
Challenge-Based Learning
While the challenge-based learning program will be a new approach for RRU, the
educational approach has been gaining attention for some time. Nichols and Cator (2008)
claimed the educational approach was popularized by Apple in their Apple Classrooms of
Tomorrow project and reality TV shows such as “The Amazing Race, Top Chef, Trading Spaces,
and Project Runway” (p. 1). However, challenge-based learning is not just a popular trend and
has an ability to influence more meaningful and systemic change, and the future depends on it.
Students are concerned with the rise in global suffering and desire an education that prepares
them for the challenges that lie ahead (Johnson et al., 2009). Challenge-based learning offers
opportunities for students to develop real world 21st century skills such as self-directed curiosity,
self-awareness, communication, and collaboration while approaching learning through a creative
mindset using an interdisciplinary and transdisciplinary lens (Gallagher & Savage, 2020;
Johnson et al., 2009; Malmqvist et al., 2015; Nichols & Cator, 2008). Malmqvist et al. (2015)
defined challenge-based learning as follows:
Challenge-based learning is an experience where the learning takes place through the
identification, analysis and design of a solution to a sociotechnical problem. It is typically
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multidisciplinary, takes place in an international context and aims to find a solution,
which is environmentally, socially, and economically sustainable. (p. 1)
A distinctive feature of challenge-based learning is that the community sets the context
for authentic real-world learning (Gallagher & Savage, 2020; Nichols & Cator, 2008). Connell
(2013) stated,
To say that educational encounters are calibrated to reality is to emphasize the cognitive
side of education, alongside the emotional – the dimension of intellectual excitement, at
every level from basic language learning onwards. Learning involves discovery,
realization, and engagement with the truth. The inner fire of education is the same as the
inner fire of culture in general; education does not involve a watered-down reality.
(p. 105)
Gallagher and Savage (2020) reviewed 100 articles related to challenge-based learning
from the last twenty years and identified the evolution of the discipline, definitions and key
features, benefits and challenges, popular discipline areas, methodologies commonly cited. In
many ways, challenge-based learning is like project-based learning, problem-based learning, and
possibly even service-based learning. While these pedagogies offer students practically focused
experiential education, Gallagher and Savage (2020) observed challenge-based learning as more
adept at considering large-scale multidisciplinary challenges across diverse settings while
shifting the roles of student, instructor and community to enhance collaboration by focusing
more on the process of learning rather than the immediate outcome. Both project-based learning
and problem-based learning were limited to discrete outcomes yet served as early foundations for
the challenge-based learning approach (Gallagher & Savage, 2020; Malmqvist et al., 2015).
While both challenge-based learning and service-learning offer students opportunities to engage
in community settings, challenge-based learning more readily addresses pressing issues of global
concern (Bintliff et al., 2000; Gallagher & Savage, 2020; Hatch et al., 2016; Malmqvist et al.,
2015; T. H. Peterson, 2009). Connell (2013) claimed service learning might be viewed as having
neoliberalist appeal; however, T. H. Peterson (2009) offered examples of service learning in
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which reciprocal partnerships supported positive change in communities. While both challengebased learning and service-learning offer experiences for students to build relationship skills,
challenge-based learning occurs collectively in contrast to many forms of service learning
(Gallagher & Savage, 2020; T. H. Peterson, 2009). Gallagher and Savage (2020) claimed,
To date, no review has been conducted on the use of challenge-based learning in higher
level institutions within the peer reviewed literature. The definition and research
landscape of challenge-based learning is therefore vaguely defined despite the rapid
increase of its use and interest among higher level institutions. (p. 4)
The evolving state of definitions and approaches present both a challenge and opportunity in
public perception which may require some further thought.
Gallagher and Savage (2020) mapped keywords in their literature analysis and noted the
pedagogical approaches often referenced in conjunction with challenge-based learning. The
emphasis of sociotechnical problems in Malmqvist et al.’s (2015) definition may have arisen
from the frequency in which engineering disciplines used project-based learning, which has now
expanded to the fields of biomedical science, nursing education and sustainability (Gallagher &
Savage, 2020; Malmqvist et al., 2015). Mayhew et al. (2016) described inductive teaching and
learning as follows:
[It is] rooted in the developmental constructionist theories of Dewey (1938), Piaget
(1954), Vygotsky (1978), and Kolb (1984), beginning with the real, practical, and
specific—a problem to solve, data to interpret, or a case study to analyze—and then
moving to the abstract. (p. 26)
Perhaps this explains why design thinking was identified as a commonly used pedagogical
approach to address challenges associated with sustainability (Gallagher & Savage, 2020).
Although not articulated in the challenge-based pedagogy literature specifically, I would
argue challenge-based pedagogy also infuses other philosophies and pedagogies. Desierto and
De Maio (2021) discussed alternative philosophies, “such as those of Vygotsky’s social
constructivism, transition pedagogies, and a ‘pedagogy of the heart’” (p. 2) and how these
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underpin student support services and teaching and learning practices, and argued, “educators
seem to resist neoliberalism [in higher education] through their alternative philosophies to make
space for supporting, retaining, enabling, and engaging their students . . . as learners in education
rather than primarily as consumers of it” (p. 3).
Aside from establishing a connection between the challenge-program learning and
student support services, which will be expanded in this study in subsequent sections, Desierto
and De Maio (2021) emphasized pedagogies that recentre authentic education affecting humanity
and sustainability. Connell (2013) noted, “It is easy to despair about the current scene. But
education itself has a resilience, has a grounding in social needs, that cannot be suppressed—and
that will be heard” (p. 110). Challenge-based learning appears to resist academic imperialism
through interdisciplinary and transdisciplinary learner-centred discovery.
Fitzsimmons (2015) stated,
The pedagogy of the heart . . . is restless and investigative by nature because the human
heart is not sedentary but in motion being influenced by human circumstances. It requires
a learner to focus on their own emotions towards people who may not be in ideal
situations. (p. 229)
The complex topics students explore through challenge-based learning approaches
support empowered growth. Hughes (2017) contended, “Pedagogies of emergence and becoming
rest on the idea that the work of coming to understanding inevitably changes the subject position
of the learner. They invite both students and teachers to think about thinking, and to think about
learning” (p. 27), which established the connection to Gallagher and Savage’s (2020) assertion to
traditional student-instructor-community roles shifting. In contrast to more traditional forms of
pedagogy in which the learner receives information, the learner is centred in the educational
experience (P. Gibbs, 2017). A reorientation of roles fosters independent critical thinking, which
arguably is one of the original purposes of education. Desierto and De Maio (2021) claimed,
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Engaging and developing critically returns to each student the power to move beyond the
value of being merely a unit of currency in a neoliberal world to find value in a deeper
existence where capital is but one aspect of life rather than it dominating all of life.
(p. 10)
At the local level, while community sets the context, the orientation to learning offers
other benefits and challenges. Given the reality of public investments in higher education,
challenge-based learning may offer an approach that builds community-university partnerships
by acting as a resource to communities (Groulx et al., 2020). However, a challenge may arise
when industry-focused initiatives perceive opportunities to partner that run counter to underlying
epistemologies of the challenge-based pedagogy (Connell, 2013; Desierto & De Maio, 2021;
Fitzsimmons, 2015; Gallagher & Savage, 2020; Malmqvist et al., 2015). Sheeran et al. (2007)
indicated the distinction arises due to differing philosophies associated with viewing education as
a means for an “economically able workforce” (p. 251) in contrast to those “who see education
as an essentially emancipatory or transformative experience” (p. 251). Also, to be fair, much of
society will have internalized the pressures of obtaining an education to improve their quality of
life (Desierto & De Maio, 2021; Hannon et al., 2017; Wood & Breyer, 2017). Further, T. H.
Peterson (2009) argued there is an important distinction between charity and social justice when
community is involved, and emphasized the community partnership dynamic needs to empower,
“rather than [hold] a thinly veiled assumption of superiority and inferiority” (p. 546).
The challenges of implementing a challenge-based learning program were summarized in
the literature review conducted by Gallagher and Savage (2020). Institutional challenges
pertained to increased uncertainty arising from the curriculum design and the flexibility required
when working with community partners. Institutions may also need to consider resourcing
implications as the demands on faculty, support staff, and technology increase as students adapt
to a new approach of multidisciplinary learning (Gallagher & Savage, 2020; Johnson & Brown,
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2011; Johnson et al., 2009; Malmqvist et al., 2015). Students may experience this transition with
a heightened sense of uncertainty and so planning to ensure students have ample time to prepare
and practice, are given technical guidance, and provided with opportunities to receive
intrapersonal and emotional support (Johnson & Brown, 2011; Johnson et al., 2009; Malmqvist
et al., 2015). Opportunities to provide this support exist in many areas of the organization and
will be introduced in this thesis.
On a broader scale, another benefit arises from the ability to collectively foster systemic
change. Challenge-based learning is frequently described as supporting the United Nations
sustainable development goals (Gallagher & Savage, 2020). The objective of the United Nations
sustainable development goals was to “integrate the principles and practices of sustainable
development in all aspects of education and learning” (Deer & Falkenberg, 2016, p. 140). The
number of institutions focusing efforts on the sustainable development goals is significant. Sáez
de Cámara et al. (2021) stated, “The 2030 Agenda for Sustainable Development was adopted by
193 countries at the United Nations General Assembly” (p. 1) in October 2015. Despite the
prevalence of postsecondary institutions aligning with the sustainable development goals, the
limited prevalence of full-scale challenge-based learning programs position RRU with a
competitive advantage. Malmqvist et al. (2015) observed, “Almost all challenge-based learning
experiences surveyed are on the periphery of the curriculum” (p. 10). The ambitions of the
challenge-based learning program are inspirational, but as with most opportunities, there are
matters to consider when implementing a new program.
In the next section, consideration will be given first-year experience programming and
the processes involved in transition. Each transition stage will present associated principles and
student service approaches that lay the groundwork for exploring the findings of this inquiry. I
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utilized the outcomes from this literature review to formulate the conclusions and provide SAS
with some recommendations to consider as they develop complementary practices for the RRU
challenge-based learning program.
First-Year Experience
Supporting students with their transition to postsecondary studies is a significant
endeavor for most institutions, and this topic has received substantial attention in the literature.
Gale and Parker (2014) defined transition as “the capability to navigate change” (p. 737), which
was conceptualized in three ways, transition as: “induction, development, and becoming”
(p. 737). Each dynamic transition process has a different quality; induction is “milestones . . .
and periods of adjustment” (Gale & Parker, 2014, p. 738), development is “a life stage . . . with
distinct stages of maturation . . . and associated identity” (p. 738) and becoming is “whole of life
. . . perpetual series of fragmented movements . . . and subjective experience” (p. 738). While
Gale and Parker (2014) described transition as a process, van Herpen et al. (2020) categorized
the transition stages as, “preparation, encounter, adjustment, and stabilisation” (p. 863). The first
stage occurs prior to admission, typically before the application for admission is submitted (van
Herpen et al., 2020). The second stage occurs after an offer of admission is accepted and during
the early stages of engagement with the institution (van Herpen et al., 2020). The third stage
occurs during the first year of study, and the fourth stage occurs once students have adapted to
their circumstances (van Herpen et al., 2020). While not specific to transition to university,
Harrison (2018) described the journey towards indigenization, which is a societal learning
transition. Harrison (2018) defined the stages with the terms: “Mamook Klshe (prepare), Mahsh
(boat launch), Isick (paddle), Elip nanitch (discover), Iskum (gather), Lolo illahee (bring home)
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and Okoke nikas (share)” (p. 2). The language chosen for this personal journey included the
following:
Chinook jargon, which was developed by Indigenous Peoples to communicate across
cultures, nations, and languages . . . shared by Dawn Smith’s memories of her Grandpa
Moses Smith of Ehattesaht. Moses was Nuu-chah-nulth and grew up speaking the
Ehattesaht dialect and hearing both Chinook jargon and English. He sought to keep
Chinook jargon alive throughout his life and would often say it was a sophisticated way
to facilitate communication among diverse groups. (Harrison, 2018, p. 1)
There is much to be learned by Dawn Smith’s Grandpa Moses, as the diverse perspectives of
first-year experience also invites its own version of jargon to navigate conversation. Gale and
Parker (2014) observed the challenge of formulating a simple framework for complex
perspectives and stated, “We do not claim absolute distinction between these categories: they are
not rigid and inflexible, but relatively permeable and fluid, reflecting the diversity of thought”
(p. 735). The overlap between these three perspectives might seem more easily defined in the
earlier stages of transition, but it is challenging categorizing activities; as such, a multipronged
approach to supporting transition is wise (Gale & Parker, 2014; E. Greenfield, 2020; Harrison,
2018; Mayhew et al., 2016; Snowden & Boone, 2007; van Herpen et al., 2020).
Purpose
First-year experience programming is the overarching approach that incorporates
intentional, complementary, and integrated supports and whole institutional experiences to build
a foundation for student success during the first year of study (E. Greenfield, 2020; Kift, 2015;
Kift et al., 2010; Nelson et al., 2012; Schütze & Bartyn, 2020). Orientation programming has a
long history in the Student Affairs profession, but more recently, there has been a shift in
thinking and programming is more extensive than it once was (Cook, 2009; G. M. Greenfield et
al., 2013; Kift et al., 2010; Long, 2012; Schütze & Bartyn, 2020; Wilson, 2010). Cox and
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Strange (2010) observed student services staff “tirelessly work to enthusiastically support the
goals of the student” (p. 7).
There is growing recognition that student success requires more than an initial experience
at the start of the term. Support takes on many forms, and Student Affairs professionals “develop
students’ cognitive and interpersonal skills, foster leadership, ethics, and cultural understanding.
Student Affairs professionals also stress the importance of wellness, help establish the students’
identities, and spark their exploration of careers and of service to society” (Long, 2012, p. 2).
Their role is to provide support during the multitude of transitions students experience by
providing guidance to inform decisions, promoting academic success through cocurricular
activities, encouraging healthy dialogue through intercultural awareness and skill-building
opportunities, and attending to continued pressures to ensure responsible management of
programs and services (Ciobanu, 2013; Cox & Strange, 2010; Gansemer-Topf & Ryder, 2017;
Hoyt, 2021; Long, 2012). The principles of practice are articulated through the professional
associations of The American College Personnel Association and Student Affairs Administrators
in Higher Education (NASPA, formally known as National Association of Student Personnel
Administrators):
1. Engaging students in active learning; 2. Helping students develop coherent values and
ethical standards; 3. Setting and communicating high expectations for student learning; 4.
Using systematic inquiry to improve student and institutional performance; 5. Using
resources effectively to achieve institutional mission and goals; 6. Forging educational
partnerships that advance student learning; and 7. Building supportive and inclusive
communities. (Doyle, 2004, pp. 377–378)
Institutions have recognized the risks associated with not supporting students well. Kift
(2015) claimed, “The cost of early student departure—for institutions, individuals, professions
and societies across a spectrum of reputational, ethical, personal, economic and legal
implications—is at its highest in the first year of university” (p. 53). Institutions have stepped up
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to the challenge and have started to think about how previously siloed experiences might be
better integrated.
Principle: Design
Designing a first-year experience (FYE) is a challenging endeavor. Kift (2015) claimed,
“The FYE bears the burden of being many things to many stakeholders but, at its core, its remit
is student learning and success. In the spirit of social inclusion and widening participation, the
FYE also speaks to social justice, equality and equity” (p. 68). Interestingly, Student Affairs
practices are historically grounded in the concept of supporting “holism, humanism, pragmatism,
and individualism” (Korbel et al., 2011, p. 40), yet, as institutions increased in size and
complexity, services and programs have become more disconnected. Keeling (2004) and Kift et
al. (2010) argued there is a profound disconnect in postsecondary organizations, in both the
teaching and Student Affairs realms, and claimed transformational learning requires a
reimagining of services. The next section introduces four variations of transition pedagogy,
including several design options.
Principle: Planning
Killam and Degges-White (2017) suggested using theoretical frameworks as a
communication and design tool when collaborating across organizational silos “to ensure that
programs are addressing the emotional, social, and cognitive needs of diverse students” (p. 9).
Kift et al. (2010) proposed a matrix of six curriculum principles and four key first-year
experience strategies. The six curriculum principles are as follows: “design, transition,
engagement, diversity, assessment, and evaluation” (p. 11). The four key first-year experience
strategies are “curriculum that engages students in learning, proactive and timely access to
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learning and life support, intentionally fostering a sense of belonging, and sustainable academicprofessional partnerships” (p. 11).
Theoretical First-Year Experience Frameworks: Generations of Transition Pedagogy
First-year experience programming is based on a theoretical first-year experience
framework known as transition pedagogy, which has emerged as a guiding framework that
orients the design and sequence of university activities (Birbeck et al., 2021; Kift, 2015; Kift &
Nelson, 2005; Nelson et al., 2012; Wilson, 2010). There are several variations to transition
pedagogy described in the literature. This section introduces four variations of transition
pedagogy, which are referred to as: first-, second-, third, and fourth-generation transition
pedagogy (Kift, 2015; Kift & Nelson, 2005, 2005; Nelson et al., 2012; Penn-Edwards &
Donnison, 2014; Wilson, 2010). This research primarily focuses on third and fourth-generation
transition pedagogies, however the introduction of all variations will build a foundation for
considering the student service activities discussed in this paper.
First-Generation Transition Pedagogy. Wilson (2010) defined first-generation
transition pedagogy as student service activities that are managed “parallel to and somewhat
independently of the classroom context” (p. 10), and noted examples included, “orientation days,
centrally run study skills workshops and academic advising” (p. 10).
Second-Generation Transition Pedagogy. Second-generation transition pedagogy, as
defined by Wilson (2010), refers to the domain of “the classroom environment and the core
practices of education” (p. 10), and noted examples included, “engaging course and assessment
design, formative assessment tasks, and community building in the classroom” (p. 10). Hughes
(2017) defined second-generation transition pedagogies as follows:
A strategy where one deliberately models—and openly discusses—one’s own
pedagogical choices . . . in so doing, the orthodox power dynamics of the classroom are
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breached since the teacher’s intentions are no longer necessarily mysterious, nor is the
purpose of the learning activity. (p. 24)
Gallagher and Savage (2020) described challenge-based learning as using several secondgeneration transition pedagogy approaches, as defined by Hughes (2017) and Wilson (2010), and
Desierto and De Maio (2021) observed the philosophical orientation was of “social constructivist
practices and dialogue which conceptualized the student as a diverse and multifaceted being who
requires support for their learning” (p. 6). The next section introduces third-generation transition
pedagogy.
Third-Generation Transition Pedagogy. Third-generation pedagogy has received
significant attention in first-year experience literature and refers to a whole-institution approach
(Birbeck et al., 2021; Crawford et al., 2016; Gale & Parker, 2014; Kift, 2015; Kift et al., 2010;
Kift & Nelson, 2005; Morrison et al., 2013; Nelson et al., 2012). First-year experience programs
aim to integrate separate academic and cocurricular areas by placing the student experience as a
central focus in the program design instead of working from the periphery to effectively leverage
talents (Kift, 2015; Kift et al., 2010; Tinto, 2005). Hoyt (2021) supported the integrated approach
and argued, “if a student is engaged on campus with several of our Student Affairs programs and
academic support services, they are more successful in their college experience and retained at
the university at higher rates” (p. 5). Several variations of third-generation transition pedagogy
approaches were described in the literature: discrete experience integration, holistic, and five
senses.
Approach: Discrete Experience Integration. The more traditional approach to
approaching third-generation transition pedagogy is to simply consider the activity that students
will experience and collaborate across the institution to deliver that experience. There are many
opportunities and spaces available for intentionally designed collaborative activities. Some
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examples include: orientation sessions (E. Greenfield, 2020; Schreiner, 2010); bridging programs
(Cull et al., 2018; E. Greenfield, 2020; McKeown et al., 2018) first-year seminars (Greenfield et
al., 2013; Schmidt & Kaufman, 2005; Schreiner et al., 2012; Wilson, 2010); learning
communities (Hatch et al., 2016; Mayhew et al., 2016; Tinto, 2005; Wilson, 2010). Habley and
McClanahan (2004) claimed there were three categories of practices shown to positively
influence retention:
(1) First-year programs: including freshman seminar/university 101 for credit, noncredit
freshman seminar/university 101, learning communities, and integration of academic
advising with the first year programs; (2) Academic advising: including advising
interventions with selected student populations, increasing advising staff, integration of
advising with first-year programs, academic advising centers and centers that combine
academic advising and career-life planning; and (3) Learning support: including
supplemental instruction, a comprehensive learning assistance center/lab, reading
center/lab, summer bridge program and tutoring program. (p. 23)
A further exploration of some of these examples will be discussed throughout subsequent
Chapter 2 sections.
Regardless of the topic, planning should centre the students’ curricular experience and
build cocurricular activities to complement and maximize learning (Felix, 2019; Kift et al.,
2010). Felix (2019) introduced the Student Experience Canvas as “a tool to understand and
improve students’ experience holistically across all the different touchpoints along their journey
from applicant to alum” (para. 5). It might be worthwhile to break the experience down into
discrete activities, as planning large initiatives this way could easily get overwhelming. These
approaches might function independently or in conjunction with the other approaches noted in
the next sections.
Approach: Five Senses. One approach of designing an integrated first-year experience
might be using Lizzio’s (2006, as cited in L. Burnett & Larmar, 2011) Five Senses of Success
framework, which included “sense of purpose; sense of capability; sense of connectedness; sense

STUDENT-CENTRED SERVICES

41

of resourcefulness; and sense of academic” (p. 23). Larsen et al. (2021) elaborated on the five
senses and stated,
[The Five Senses] provides an over-arching framework for conceptualizing the design of
orientation and transition experiences in terms of five “senses of success”: capability or
self-efficacy; connectedness with other students and staff; purpose regarding reasons for
study and long-term goals; resourcefulness; and academic culture, which includes
appreciating values such as critical thinking and enquiry, ethical principles, and a “spirit
of curiosity and openness.” (p. 3)
Kift et al. (2010) referred to Lizzio’s Five Senses framework as a third-generation
approach that required strategic campus-wise collaboration. This framework was cited as a
common framework to use course-based, Student Affairs-based or institution-wide transitionoriented activities (Adam et al., 2010; L. Burnett & Larmar, 2011; Coulter et al., 2019; Larsen et
al., 2020, 2021; Lizzio & Wilson, 2010; Morrison et al., 2013; Wilson, 2010). Some institutions
incorporated the Five Senses framework with the student lifecycle (Coulter et al., 2019;
Morrison et al., 2013). Morrison et al. (2013) claimed York University “includes Lizzio’s Five
Senses [framework] as a deliberate model for a well-rounded approach to developing social and
academic supports for new students as they enter and progress through their first year” (p. 6).
Postsecondary organizations are intricately connected systems, and support is provided by many
areas, including areas outside of the organization. This approach is described as a fourthgeneration pedagogy (Penn-Edwards & Donnison, 2014), which I explore in the next section.
Approach: Holistic. Thomas (2012) claimed, “Holistic models of study, advice, and
personal development are effective in making students feel they are supported towards success,
whether these models are delivered across the university or locally in an academic school”
(p. 61). One approach is to adjust the configuration of services offered so that there is a single
point of contact for the student. This approach may consider some of the principles of universal
design. Korbel et al. (2011) stated student engagement was enhanced when approaches
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considered the following principles: “equity of use, flexibility of use, simple and intuitive,
perceptible information, tolerance for error, low physical effort and size and space appropriate
for use” (p. 36). Other approaches might be to integrate related services into a single student
experience. Increasingly, strategies to flatten or integrate organizational structures attempt to
address student needs (Neuhauser & Weber, 2011; Palepu et al., 2020). Galbraith (2014) claimed
organizational design results from “the interaction of variety, interdependence, and change
dynamics” (p. 7) and that adjusting the balance between organizational strategy, people,
structure, processes, and rewards foster energies towards organizational success. Crawford et al.
(2016) shared four enabling programs that integrated wellness into their programming, which
enhanced services through integration, stratification, needs-based response plan with targeted
colocated support, and student-initiated contact with the appropriate service provider. While
Crawford et al. (2016) stated each model had different strengths, Birbeck et al. (2021) evaluated
student perspectives of integrated transition programs and stated, “students valued the support
services delivered as part of the program more highly than those they had to seek out” (p. 88).
Fourth-Generation Transition Pedagogy. Penn-Edwards and Donnison (2014)
proposed a fourth-generation transition pedagogy that is inclusive to the roles of social and civic
community, and encompasses activities in three realms, “sectorial, institutional, and studentcentered” (p. 38). Programs that integrate with communities “can result in providing a wellrounded education for students, a widening of the university’s knowledge base, and an
empowering investment in community change” (T. H. Peterson, 2009, p. 541). Korbel et al.
(2011) recommended that, “institutions must plan ahead for such transitions, creating
partnerships across the university that are intentional about collaborating to design meaningful
programs” (p. 40). Developing partnerships with key stakeholders is a key strategy employed.
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Approach: Partnerships. Petersen and Kruss (2021) emphasized the importance of
forging partnerships that were aligned with the social change aspirations of the institution. PennEdwards and Donnison (2014) said partnerships are relevant when, “(1) the institution works on
community-based problems; (2) the students work in the community for workplace learning; and
(3) individuals from the community contribute to program development, and teaching and
learning” (p. 35). While the distinctions between challenge-based learning and service-learning
were already discussed, there are some interesting perspectives that can be learned from how
institutions leverage community partnerships and integrate service learning into their
organizations (Bintliff et al., 2000). Bintliff et al. (2000) stated,
For students, institutionalization of service learning is demonstrated through service and
service-learning scholarships, service-learning classes, 4th credit options, student culture,
and co-curricular transcripts that document service. Finally, community relationships
provide evidence of institutionalization when agency resources are coupled with those of
the academy to build reciprocal, enduring, and diverse partnerships that mutually support
community interests and academic goals. (p. 275)
The boundaries of the postsecondary are blurred in this fourth-generation transition pedagogy
approach. However, Petersen and Kruss (2021) cautioned, “The [institutional] framings and
narratives introduced through university-community engagement activities that do not align or fit
with legitimised framings and narratives in the local context are thus unlikely to receive
widespread support at the community level” (p. 2). Striking a balance in the reciprocal
relationship requires ongoing effort to maintain (T. H. Peterson, 2009).
Another important partnership is the relationship universities have with Indigenous
communities. Universities Canada (2020) reported “85% of universities report partnerships with
Indigenous postsecondary institutions, communities, and/or organizations to foster dialogue and
reconciliation. Penn-Edwards and Donnison (2014) categorized community-based partnerships
into three categories: student pre-enrolment, enrolled student, and graduation. Pre-enrolment
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partnerships are established to provide additional education pathways, engage specific student
populations, such as Indigenous populations, and to improve student transition (Britton et al.,
2020; Bruce & Marlin, 2012; McKeown et al., 2018; Penn-Edwards & Donnison, 2014; Wesley
& Bolduc, 2016). Another approach to supporting Indigenous students might be to consider the
incorporation of Indigenous principles in program design, where appropriate. Deer and
Falkenberg (2016) stated,
In an education system that does not plan, design, or deliver from a place of balance
between all aspects of a person (physical, emotional, mental, spiritual) or a place of
balance between that individual and all of Creation, fragmentation is ultimately the result
– fragmentation of the person and their relationship to Creation. (p. 14)
Both Hunt et al. (2010) and Britton et al. (2020) shared key concepts involved in designing
Indigenous programs. Hunt et al. (2010) offered the following design principles: “relationship
building, community building, Indigenous identity development, cultural relevance, reciprocity
and individualized programs” (p. 29). Britton et al. (2020) claimed there were five attributes that
promoted success: “(1) ensure cultural connectedness and awareness, (2) are contextually
designed, (3) foster relationship, (4) consider programming: teaching and learning strategies; and
(5) have holistic outcomes” (p. 12). These key concepts might be particularly helpful when
culturally appropriate programs are designed in partnership with Indigenous communities. These
fourth-generation transition pedagogy perspectives invite some further exploration and
discussion.
Process 1: Transition as Induction
Principle: Preparation
The first stage of transition to postsecondary studies is the preparation stage (van Herpen
et al., 2020). This stage occurs prior to admission and is a pivotal stage in decision-making.
Researchers van Herpen et al. (2020) referenced studies from Coertjens et al. (2017) and
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Nicholson (1990) and stated, “In the preparation phase, students think about their degree choice
and choose where to enrol and for which program” (p. 863). At this stage, Thomas (2012)
claimed institutions promote student success by “providing information, knowledge and skills to
improve decision making; developed expectations and academic preparation to enhance
transition; and, fostering early engagement to promote integration and social capital” (p. 21). The
preparation stage often involves the interactions students have with recruitment, applying for
admission, and seeking clarity on the supports and services the institution offers.
Students are faced with many options, and many feel overwhelmed with the amount of
information they must navigate. Ensuring websites are updated and easy to navigate is a common
expectation. Students and parents may be challenged to locate institution-specific information on
institutional websites, and a common refrain is that information and terminology varies. The
province of British Columba has attempted to address this by investing significantly in
developing the website, Education Planner BC (www.educationplannerbc.ca) to help students
navigate the many postsecondary institutions and programs available to them. The Education
Planner BC website also offers links to a common application so that students can apply to
multiple institutions of choice at once.
This stage is marked by an exploration of what the postsecondary experience will be like.
Wilson (2010) claimed, “The process of student engagement starts well before orientation week.
Students progressively form expectations, develop misconceptions, consider aspirations and
generate anxiety and excitement at various stages of their journey towards and into higher
education” (p. 13). Students will be anxious to know if they will be accepted by the institution.
Students will carry various experiences and expectations about what it means to pursue
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university studies and they may doubt their ability to succeed, which can have negative
implications for their ability to persist (Fairlamb, 2020; Mathern & Toner, 2020).
Making a personal connection has significant appeal (Montsion, 2018; Wilson, 2010).
Interested applicants and their families may also reach out to the institution with many questions
about the process or specific supports offered and will formulate evaluations based on their first
impressions. It is important that staff are promptly responsive and conversant in a wide range of
topics as it conveys the quality of education and service the student will receive. Campus tours
and opportunities to engage on campus provide students and their parents with opportunities to
imagine what their life will be like (Long, 2012). Information on a wide range of topics is shared
including details about the admission requirements, funding opportunities, programs and
services, and pre-admission experiences, such as dual-credit programs, if they exist at the
institution. (McKeown et al., 2018). Professor de Lugt (2020) emphasized that accommodation
supports and student rights and responsibilities was an area often not well communicated. Korbel
et al. (2011) suggested that regular opportunities to collaborate with other support offices helped
to increase awareness of services and promote seamless transition.
Principle: Prioritizing Indigenization
This section discusses prioritizing Indigenization processes that pertain to supporting
Indigenous students’ induction to the postsecondary environment.
Recruit and Prepare. The term recruitment almost feels like a misguided sales pitch
when you consider Harrison’s (2018) concept of “preparing for the boat launch . . . symbolized
by the Chetwood, or black bear, representing intentionality and our values, which help prepare
and launch the journey” (p. 2). Harrison (2018) stated, “Each stage of the journey includes
aspects of nature that connect us to the land and animals” (p. 2). The connection to the land and
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living organisms, as well as the relational narratives and symbolism explain the necessity to
think differently when it comes to recruiting Indigenous students. Indigenous-oriented
recruitment provides opportunities to build relationships with future peers and colleagues,
receive information about Indigenous-specific student supports, and allow potential applicants to
receive guidance from those who had paddled the waters before them (McKeown et al., 2018).
E. Greenfield (2020) stated,
Post-secondary institutions who do not have an existing Indigenous recruitment plan
should create thoughtful and extensive strategies for recruitment that specifically focus
on Indigenous communities. This can be done by creating an Indigenous recruitment
team that can plan and implement strategies while also liaising and collaborating with
Indigenous communities. . . . Creating and maintaining reciprocal partnerships with local,
remote, and urban Indigenous communities would be a necessary function of the
recruitment team. (p. 9)
Recruitment activities, such as institutional websites, webinars, informational booklets,
high school visits, community visits, or conversation with friends and family are still relevant.
However, making a personal connection is significant and it has become more common for
recruitment to be led by Indigenous staff members, elders, or Indigenous students (E. Greenfield,
2020; McKeown et al., 2018; Miron & Wabano, 2017; Montsion, 2018). McKeown et al. (2018)
noted many postsecondary institutions in BC also partner with the Indigenous collective,
Strengthening Connections. The Strengthening Connections (n.d.) mandate “is to plan and
participate in events that provide Indigenous Peoples and communities with educational and
vocational pathways” (para. 1). Cull et al. (2018) urged the importance of
helping students feel a sense of welcoming and belonging; sharing information to inform
their choices; supporting their capacity to navigate the necessary systems; referring them
to supports that are culturally and situation specific; helping them move to the next stages
of learning to meet their vision of success; showing compassion and actively listening
during interactions and supporting students so they feel confident to move forward. (p. 1)
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Institutions can create a welcoming campus for Indigenous students by promoting
culturally relevant programming, opportunities for funding, and considering some adjustments to
their admissions process, as described in the next section (McKeown et al., 2018).
Apply and Launch. The application process can be daunting for some students. Most
students will not have managed a process that is both administratively complex and anxietyprovoking previously. An application for admission may symbolize their opportunities for a
good future, not only for them, but also their families. Additional support to ease the application
process was strongly recommended to reduce confusion and increase the accuracy and
completion rate of applications for admission (Cull et al., 2018; E. Greenfield, 2020; McGowan
et al., 2020; Restoule, 2011). A common application question requests that students self-identify
if they are of Indigenous ancestry, which is fraught with concern and misinterpretation (Cull et
al., 2018; Restoule, 2011). Maya Chacaby (as cited in, Restoule, 2011) shared a story about the
struggle associated with admission to university and stated,
“Remember where you came from”—an elder told me once. And every day I find out all
the ways that I miss this point! I thought I could just study other Aboriginal [Indigenous]
university students’ stories about “getting in” and have an answer to the problem of
access to post-secondary education. I soon realized that once again I had to “remember
where I came from”—that we all started out in the public school system and many of the
barriers and misconceptions about post-secondary education were rooted in those
experiences. (p. 51)
While some Indigenous students will feel more comfortable pursuing postsecondary
education after completing some additional academic course work, many others will have met
the admission requirements established for all students (Cull et al., 2018). The challenge with
admissions policies is that they often depend on the use of an official transcript to support
admission to the university. As Restoule (2011) pointed out, transcripts do not reflect the
situational or societal factors that disrupt an Indigenous applicant’s education. Various strategies
have sought to counteract these injustices, such as admission access categories, appeal bodies,
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admission committees with Indigenous representation, adjusting criteria to consider cultural or
life experience, reserving program seats, or adjusting admissions practices to prioritize
Indigenous applicants (McKeown et al., 2018). The RRU Flexible Admission Indigenous
Student Access category appears to attend to many of these recommendations. Other attempts to
remove barriers include “connecting inadmissible Indigenous students with advisors to come up
with a plan of support and to discuss other options . . . [and] waiving application fees, or tuition
fees for students who are former youth in care” (McGowan et al., 2020, pp. 14–16). The next
section provides additional supports for Indigenous students as they prepare for postsecondary
studies, and also offers specific information about the orientation process as transition as
induction is explored.
Approach: Orientation
Orientation activities expand on the experiences students have had thus far with the
institution. At this stage, however, students have made their decision to attend the institution and
they are emotionally invested in the experience ahead of them. Greenfield et al. (2013) described
orientation as a “catalyst for building community and serves to both communicate and define
campus culture” (p. 37). The orientation process begins with creating a positive and welcoming
atmosphere to help students to feel comfortable. Larsen et al. (2020) suggested a welcome letter
should be sent out a few weeks before classes begin to help students mentally prepare for what is
ahead. Sharing information about the campus, its history, opportunities, and resources, as well as
conduct expectations remain an important aspect of orientation, particularly for students who are
experiencing postsecondary for the first time (G. M. Greenfield et al., 2013; Long, 2012;
Mayhew et al., 2016; Wesley & Bolduc, 2016).
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With so much information to provide, institutions look to find creative ways to
communicate. It is important to know your audience to design an orientation program that is
relatable to students’ experiences (Greenfield et al., 2013). Wesley and Bolduc (2016) suggested
Indigenous students appreciated transition handbooks that helped explain the range of
community and student wellness resources. Although a tangible guide may be preferred by some,
many students also expect this information to be easily accessible online and many universities
have moved this information to orientation-dedicated websites or have created learning
management systems. Larsen et al. (2020) advocated for faculty and staff to collaborate and
share a presence in learning management systems, whereas Saz et al. (2016) suggested more
interactive and customizable personal learning environments. Online orientation programs allow
for content to target specific student groups and present information in a structured format, but
students expect an engaging platform to connect with their peers (Korstange et al., 2020). A
coordinated approach to managing communication across campus is critical, otherwise students
will be easily overwhelmed with vast amounts of information (G. M. Greenfield et al., 2013;
Morrison et al., 2013). The other consideration, of course, is that orientation is also a social
experience.
Approach: Indigenous Student Engagement
Mayhew et al. (2016) described initial orientation activities as supporting student
socialization. McKeown et al. (2018) reported most postsecondary institutions in BC “did not
offer an Indigenous orientation session” (p. 18) except for the larger postsecondary institutions,
although informal activities and a welcome lunch were sometimes provided. However, as this
research will demonstrate in a subsequent section, many other opportunities for Indigenous
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student engagement exist. Opportunities to build relationships with faculty, staff and peers create
a sense of connection and purpose (Larsen et al., 2020). Greenfield et al. (2013) stated,
It is critical that during orientation, a student begins to envision himself or herself within
the social fabric of the institution and start to spin the strands of connection that will
ultimately result in a strong web of support during college. (p. 86)
Creating these opportunities requires that multiple engagement styles be considered. Not
all students feel comfortable in large group settings and so offering a range of opportunities to
engage will reach a larger audience (Larsen et al., 2020; Morrison et al., 2013). De Lugt (2020)
advocated for finding ways to modify the orientation to manage the sensory overwhelm as many
students are sensitive to the stimulation of a new environment. Greenfield et al. (2013) shared,
New models for orientation practice are emerging . . . including different formats for
shared orientation experience such as service experiences or common reading programs;
alternative settings, including outdoor orientation experiences and online formats; and
engagement of new constituencies such as adult learners, students’ families and transfer
students. (p. 89)
Balancing a realistic pace while engaging, authentic experiences may have also
contributed to the recognition that orientation programming is more of a process than an event.
As the school year moves forward, orientation transitions to become a campus affair. Greenfield
et al. (2013) and Schreiner et al. (2012) suggested faculty and staff collaborate to host orientation
activities that enhance student experience. While practices vary across institutions, Hatch et al.
(2016) observed, “[Orientation] curriculum varies in length and content ranging from a single
meeting for students new to the institution to a full-length credit-bearing course substantially
equivalent to first-year seminars and student success courses” (p. 14). Kift et al. (2010) described
orientation processes as “both independent from the curriculum and mediated by it” (p. 6).
In summary, this section discussed the transition process of induction (Gale & Parker,
2014), and summarized the student experience of preparing for post-secondary education.
Orientation activities were explored as an activity that promoted student success. An intentional
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focus on supporting Indigenous students during the induction process was considered. The next
section explores transition as a process of development (Gale & Parker, 2014).
Process 2: Transition as Development
Principle: Identity
While Pallas (2006) debated whether the transition to postsecondary studies affirmed the
transition to adulthood, Marsico and Tateo (2018) argued educational experiences formed a new
identity, named the “educational self,” described as follows:
The construct of an Educational Self, a specific dimension of the Self . . . through peer
relationships, the interactions with significant adults, and the school assessments affect
almost every aspect of individual development, providing values, models of behavior,
norms, symbolic repertoires, emotional experiences, knowledge, and practices that are
internalized in the form of “voices” that will constitute a capital of symbolic resources on
which the individual will draw during all his/her life. (p. xvii)
There can be a lot packed into the timeframe when students leave high school and pursue
university studies. Williams et al. (2020) claimed the transition to postsecondary education “can
bring increased contextual changes and identity-relevant experiences, such as exposure to diverse
peers, experiences with discriminations, and opportunities to become involved in diverse
extracurricular activities” (p. 108), and shared research from Kroger and Green (1996) that
indicated “contextual influencers and identity-relevant experiences may include: age-graded
events (e.g., leaving high school), history-graded events (e.g., September 11 attacks, double
coronavirus and racism pandemics), critical life events (e.g., job loss), and family life cycle
changes (e.g., marriage, divorce)” (p. 108).
Diversity Inclusive Practices. Programs and services that highlight options for diverse
populations are integrated into this section, and, considering identity in this context, are an
important component. Marks et al. (2020) shared research that suggested ethnically diverse
populations held positive and negative evaluations of themselves simultaneously, while Williams
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et al. (2020) described the transition to adulthood as oscillating through different stages of
commitment and attachment to one’s identity, often influenced by context or role. A
postsecondary environment can provide opportunities for students to experiment with ethnicracial behaviors that they may not have experienced before (Williams et al., 2020). Moneta
(2017) described his experience delivering social justice education in Student Affairs for several
decades and stated,
Interventions intended to enhance campus diversity have, for many years, been directed
at gender, sexual orientation, race, religion, and ancestry, among other identity
characteristics. The passage of time, the appearance of more nuanced and sophisticated
aspects of diversity, and the emergence of new ways of thinking about identity require
senior Student Affairs officers to find new tools and strategies for supporting and
promoting diversity and inclusion in contemporary higher education contexts.
Intersectionality and its manifestations among students, faculty, and staff offer far better
lenses through which Student Affairs and its leaders must address contemporary and
pressing issues related to identity, access, and social justice. (p. 69)
Intersectionality is described as recognizing the confluence of multiple socially
constructed identities that evolve over time and hold inherent power dynamics which introduce
variances of privilege across structural and political contexts (Dennissen et al., 2020; Jones &
Stewart, 2016; Rosenthal, 2016). Dennissen et al. (2020) claimed despite widespread recognition
that a more nuanced approach is needed to support differences in all their forms, many
organizations’ focus remains tied to numerical outcomes based on identity generalizations.
Perhaps the concept of intersectionality explains the challenge that student services staff find
themselves in when contributing to the creation of initiatives that facilitate equity and access
only to find out later that a student-specific need is unmet (Long, 2012). Moneta (2017) stated,
“Intersectionality celebrates the distinctiveness of every individual but complicates our
community and population-level approach to support and services” (p. 79). Institutions can
leverage this timeframe by supporting identity development to prepare students for future
success (Marsico & Tateo, 2018; Mayhew et al., 2016; Wood & Breyer, 2017).
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Principle: Learning
When Woolley (2018) critiqued the sustainability of postsecondary systems, the
argument was made that the only relevance from an economic standpoint was to help students
develop “human capital” (p. 1062) as the other benefits, building networks and increasing
visibility for employers could be provided in alternate ways. Arguably, Student Affairs
professionals contribute to the economic sustainability of the university by engaging students
outside of the classroom in learning activities that enable their success (Dalton & Crosby, 2014;
Kuh, 1995; Long, 2012). Thomas (2012) explained engagement benefits both the institution and
students, “knowing who or where to go for help provides reassurance to students that their
institution cares about them, their well-being and their success, and tends to strengthen their
relationship with that institution and their sense of belonging” (p. 60).
Moore and Upcraft (1990) summarized thirty years of theoretical development into five
general categories: “personal growth and development” (p. 19), “the way we think, make
meaning, and reason” (p. 19), “what we know about growing and changing” (p. 19), “campus
environments” (p. 19), and “identity development [are] influenced by culture, race, ethnicity,
gender, age, and sexual orientation” (p. 19). Nowadays, most researchers use the lifespan
perspective and the interactionalist model to understand how both internal and external factors
affect genetics, epigenetics, identity, personality, emotional affect, behaviour, learning, memory,
and cognition (Boyd et al., 2018; Jones & Stewart, 2016). A core component of growth is
learning. Marsico and Tateo (2018) drew the connection, and stated, “Learning and developing
involve changing one’s way of perceiving and creating understandings of the specific situations
you are in and [how] you choose to handle them” (p. 85). The magic formula for designing
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engagement activities to achieve this lofty goal of learning and transformation is of interest for
most postsecondary institutions.
Experiential learning is often lauded for its ability to “immerse [students] in and [be]
energized by new knowledge, skills, and awareness” (T. Gibbs & Larcus, 2015, p. 27). A
common strategy is to provide opportunities to develop self-management strategies, such as
“anxiety reduction, stress management, and self-acceptance” (Mayhew et al., 2016, p. 83).
Wilson (2010) argued,
[The debate around] whether it is best to challenge, or support misses the fundamental
point . . . we should be less concerned about whether “we are being supportive” and more
concerned about how our approaches help or hinder students to become increasingly selfregulating. (p. 15)
Wilson (2010) added that students should be provided with “evidence-based information about
the predictors of student success, the expectation for mutual responsibility . . . and a safety net
that will support them as they learn new behaviors” (p. 14). Learning takes place over time and,
for most, also requires practice and encouragement (Dalton & Crosby, 2014).
Prioritizing Indigenization. The evolution of student development theories seems to
reflect the history of an increasingly diverse student population and social consciousness, and the
Student Affairs profession is dynamic and emerging. The ground swell began in the 1960s with
more interest in diverse student populations (Cox & Strange, 2010; Long, 2012; Moore &
Upcraft, 1990). However, it is not yet clear if Indigenous perspectives have been fully considered
alongside the well-known development theories often integrated in Student Affairs literature.
Cull et al. (2018) encouraged an open mind with respect to acknowledging the diversity
of Indigenous peoples, but offered one description to explain the Indigenous worldview:
“Indigenous worldviews see the whole person (physical, emotional, spiritual, and intellectual) as
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interconnected to land and in relationship to others (family, communities, nations). This is called
a holistic or wholistic view” (p. 20).
Deer and Falkenberg (2016) described the life stages from the Annishnaabe perspective
and offered a description of the life stages often associated with students transitioning from high
school to postsecondary (teen, young adult, and adult). Deer and Falkenberg (2016) described
these three stages as follows:
The teen stage is known as the Wondering and Wandering Life, and is characterized by
figuring out the world, discovering nature, essence, and purpose through a vision of life;
the young adult stage is known as the Truth Life, and is characterized as standing on own,
making decisions, determining own truth in life; and, the adult stage is known as the
Planting Life, and is characterized by creating life, busy serving the people. (p. 11)
In contrast to a linear biological approach to moving through life stages, the Indigenous
perspective of transition was described as being in relation to knowledge acquired. Gale and
Parker (2014) might classify this perspective as “transition as becoming” (p. 738), rather than
“transition as development” (p. 738) given the dynamics of “navigating multiple narratives and
subjectivities” (p. 738). Deer and Falkenberg (2016) stated,
The teen stage [the Wondering and Wandering Life] may last until the individual is in
their early twenties, and is a time of seeking and solidifying the truth of their individual
selves [and] . . . the Truth Life [young adult stage] begins in adulthood when the
individual starts to show evidence of what they have learned. (p. 12)
The Truth Life is described as a process of learning and gaining appreciation for others’
experiences, connecting with “the healthy path . . . mother earth and Creation” (Deer &
Falkenberg, 2016, p. 12). The Planting Life orients toward “creating a life for others, usually
family, and the self” (Deer & Falkenberg, 2016, p. 12). The orientation to relationships is central
to understanding the Indigenous orientation for growth and development.
Learning was acknowledged in the transition through life phases just described, and an
important relationship to action-oriented experiential learning was found. Deer and Falkenberg
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(2016) offered the associated actions for each of the life stages and mentioned the Wondering
and Wandering life is associated with “are” (p. 11), the Truth Life is associated with “think” (p.
11), and the Planting Life is associated with “do” (p. 11). In other words, each stage reflects a
stage often associated with action-oriented pedagogies, which include variations of the lookreflect-act steps (Coghlan, 2019; Deer & Falkenberg, 2016; P. Reason & Bradbury, 2001;
Snowden & Boone, 2007; Stringer, 2007). Western orientations of these action-oriented learning
theories may have been privileged in the written word. This realization invites a more concerted
effort to expand perspectives beyond our current level of understanding; myself included.
Petersen and Kruss (2021) stated, “The emerging body of research on innovation in informal
settings shows that innovation and learning tends to be collective in nature, with tacit knowledge
and informal or experiential learning processes” (p. 3). Prioritizing indigenization on campus
requires developing awareness of the relational aspects of engagement that foster a culture of
learning from and with each other (Guido et al., 2010). Privilege and bias are difficult to
recognize unless challenged and all faculty, staff, and students on campus must work together to
demonstrate they value diversity and inclusion (Dennissen et al., 2020; Moneta, 2017).
Engagement is considered in the next section.
Principle: Engagement
Education is a social experience. Students connect with their peers, faculty and staff and
learn how to manage their experience. Opportunities to engage start well before students arrive
on campus, and often carry beyond graduation. Not surprisingly, engagement in the
postsecondary environment was seen to contribute to student success (Kahu & Nelson, 2018;
Thomas, 2012). Bongiovanni and Balgabekova (2021) stated, “Student engagement is the basis
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for active learning” (p. 90). Kahu (2013) and Tinto (2005) surmised high levels of social and
academic engagement in a student’s first year promoted student success in later years of study.
Student engagement has received a lot of attention over the past 30 years to understand
the behavioural, psychological, sociocultural, and integrated factors that improve student
outcomes (Kahu, 2013). Education offers opportunities to build experience and develop selfefficacy (Kahu & Nelson, 2018). Some students reported they struggle with feeling successful
and rationalized that success came with more life experience while others recognized their
relationship to success would evolve over their lifetimes (Hannon et al., 2017).
While students play an obvious role in having agency in their engagement, postsecondary
institutions also play a critical role (Burge, 2018; Dalton & Crosby, 2014; Fairlamb, 2020; Kahu
& Nelson, 2018; Korbel et al., 2011). Students may be unfamiliar with what is expected of them,
assessing their performance, or recognizing a reasonable workload, so regular feedback from
faculty and staff is key (Morrison et al., 2013). Dalton and Crosby (2014) argued, “Institutions
play an important role by actively fostering student engagement; . . . this commitment is reflected
in the ways in which institutions create a climate of support that helps new students to succeed
and encourages them to become committed to practices that promote their success” (p. 60).
Prioritizing Indigenization. When it comes to offering culturally relevant information
for Indigenous students, it is best to defer to the wisdom and guidance of the local Indigenous
peoples. However, given the topic of this study, I share some of the literature found. Both Kahu
and Nelson (2018) and Guido et al. (2010) cautioned taking a deficit-oriented approach. This
might be a challenging message to convey if it is determined that academic preparation is to be
incorporated in the programming, therefore an orientation to non-academic support might be
preferred. One might also wonder how engagement opportunities dedicated for Indigenous
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students might be viewed. In the discussion about the educational interface, Kahu and Nelson
(2018) drew my attention to Nakata (2002), a renowned researcher from Australia, who offered
the concept of the “Cultural Interface” and claimed,
I see the Cultural Interface as the place where we live and learn, the place that conditions
our lives, the place that shapes our futures and more to the point the place where we are
active agents in our own lives—where we make decisions—our lifeworld. For Indigenous
peoples our context, remote or urban, is already circumscribed by the discursive space of
the Cultural Interface. We don’t go to work or school, enter another domain, interact, and
leave it there when we come home again. The boundaries are simply not that clear. (p. 5)
Nakata (2002) definition of a cultural interface seems similar to Marsico and Tateo
(2018) definition of the educational self. Both constructs offer a socially constructed and growthoriented view of personal development in the education environment. The notable distinction
being that the cultural interface refers to the idea that culture carries forward, whereas the
definition for the educational self reflects lessons learned are internalized, suggesting that the
previous identity is left behind. Therefore, a rethinking of the mindset orientations and spaces for
engagement may further prioritize indigenization aspirations.
Principle: Belonging
Feeling confident and connected contributes to a felt sense of belonging and first-year
experiences can consider this in planning activities (Wood & Breyer, 2017). Kahu and Nelson
(2018) continued to highlight the aspect of student agency in this description of cultural
interface, which Larsen et al. (2020) had advocated as a key element of successful engagement
programs. More recently, increased awareness has been given to trauma-informed pedagogy
approaches to engagement, recognizing the detrimental effects intergenerational and early
childhood experienced across the lifespan and how practices can adapt to create safer spaces that
promote learning (Knoff & Hobscheid, 2021). Thomas (2012) described belonging as grounded
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in psychological and sociological constructs and argued engagement can build stronger
connections to the university environment and increase success. Long (2012) stated,
Building a sense of community between students has many educational benefits,
including: the potential to create opportunities to develop leadership skills; instill a sense
of belonging for students who might otherwise be marginalized; instill empathy and
responsibilities for violations of the community’s standards; and advance interpersonal
skills through communication and conflict resolution. Other benefits of community are
not strictly educationally meaningful but contribute to a safe and healthy environment.
(p. 8)
The transition from high school to postsecondary studies often means relationships are changing
as students are confronted with new experiences. Connell (2013) stated,
Educational encounter is [sic] always multiple, in terms of the numbers and diversity of
people involved and the number of structures shaping educational relationships: not only
class structures, but also gender structures, ethnic and race relations, connections with
region and land, generational relations and more. (p. 105)
Students will meet new people and will develop new relationships that offer
understanding, friendship, and comradery (Hannon et al., 2017; Thomas, 2012). Students make
sense of their new environment by relying on their past experiences to assess how they feel about
these new experiences, so messages that provide assurances help them to develop a sense of
belonging and engage more productively (Killam & Degges-White, 2017; van Herpen et al.,
2020). Researchers van Herpen et al. (2020) stated, “Adjustments in attitude and behaviour occur
gradually during the first year” (p. 863). Institutions can foster belonging by facilitating authentic
and meaningful interactions through structured activities that promote growth and well-being
(Krikorian, 2020; Thomas, 2012).
Prioritizing Indigenization. Creating a welcoming space, attending to organizational
barriers, and making positive contributions that address civic inequalities and social justice
issues demonstrates that all people are valued (Hughes, 2017; Long, 2012). Cintron et al. (2017)
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claimed marginalization can be counteracted by five forms of mattering, originally proposed by
Schlossberg (1989):
Attention . . . the feeling that someone notices you, importance . . . that others care for
your well-being, ego extension . . . that others take interest in your successes and failures,
dependence . . . that others rely on you, and appreciation . . . the desire to want to
continue your efforts to receive gratitude from others. (p. 59)
In the Indigenous worldview, well-being is often referred to as being a holistically balanced and
integrated life system (Deer & Falkenberg, 2016; Edara, 2021). Edara (2021) stated,
This innate relational tendency in all organisms, on the one hand, leads them to coexist in
a state of belonging and helps them to thrive in mutually beneficial and supportive
relationships, and on the other hand, it helps each organism to achieve its unique identity.
(p. 7)
In summary, the concepts of identity, learning, engagement and belonging support the
enhancement of any student service offered during the “transition as a development” stage (Gale
& Parker, 2014, p. 741).
Approach: Peer Mentorship Programs
Friberg et al. (2021) stated, “Mentorship is both transformational and liminal in that it can
impact one’s academic and professional development and socialization dramatically” (p. 407).
Student Affairs practitioners intentionally build community by engaging students in leadership
opportunities which extends the influence of institutional culture to student gatherings and peer
networks (Long, 2012, pp. 10–11). Gale and Parker (2014) provided several activities for the
“transition as development” (p. 738) phase and noted peer mentoring programs were an
appropriate fit. In this section, I initially focus on peer-mentorship programs generally, and then
explore peer mentorship programs that support Indigenous studies.
Peer mentorship programs offer students an opportunity to build meaningful relationships
with others who can relate to their experience. Thomas (2012) stated, “Peer mentoring provides a
semi-formal structure to enable students to make the transition to higher education, make friends
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and take advantage of what is on offer academically, socially, and from professional services”
(p. 55). Peer programs are diverse in that they can be informal or formal, paid or volunteer, range
from small to significant complex networks, and are flexible to a range of locations, technical
platforms, and events (de Lugt, 2020; Friberg et al., 2021; Gunn et al., 2017; Kift et al., 2010;
Morris, 2017). Collier (2017) defined mentorship as an arrangement where a person with more
experience would mentor someone with less. However, Morris (2017) asserted reverse
mentorship programs, which contrast traditional mentoring arrangements by reversing
hierarchical relationships, may offer expanded opportunities for postsecondary institutions to
pursue. Another option is to pair mentees and mentors with significant age gaps (Sinclair &
Larson, 2018). The flexible format of peer mentoring programs invites opportunities for students
to access the support they need to be successful because they can discuss topics ranging from
“managing workloads, being responsible for finances, and learning to adapt to shared
living/living away from home for the first time” (Thomas, 2012, p. 56).
Design. After making the decision to implement peer mentorship programs, one of the
first decisions is to decide how formal the program should be, which will be informed by the
program objectives and purpose (Ehrich & Hansford, 1999; Thomas, 2012). While formal
mentorship programs are better at supporting diverse communities, informal programs are known
to have more longevity, as relationships tend to be more internally motivated (Friberg et al.,
2021). Wilson (2010) suggested taking a compromised approach where the program is “formally
designed to run as a front-loaded intervention across the first half of a semester, but informal
contact is often subsequently maintained between mentors and mentees” (p. 15). W. A. Hall and
Liva (2021) reported students appreciated centralized oversight, activities, training, and
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resources, and exit interviews, as it enhanced the quality of the mentorship program. Thomas
(2012) reported,
University-wide “opt-out” programmes in which peer mentoring is offered to all new
students are particularly successful because in capturing the whole population of new
starters peer mentoring is not viewed by students as a “deficit model of provision,” but is
instead seen and accepted as part of the university culture. (p. 78)
Centralizing the oversight of the program also allows comprehensive marketing, as
coordinated recruitment events and orientation are prime opportunities to enhance the profile of
the program (L. Burnett & Larmar, 2011; Coulter et al., 2019; Rotar, 2021). Thomas (2012)
recommended, “Rigorous mentor selection and training” and taking the time to “pair mentees
and mentors to ensure a good match” (p. 80). Centralization also allows for enhanced program
support, regular assessment, and improvement (Ehrich & Hansford, 1999; Thomas, 2012). Rotar
(2021) claimed intentional structuring of activities, training opportunities, and incorporating an
adaptable feedback cycle improved student perceptions of program quality. Program assessment
can consider data collected from “students, mentees and mentors, staff, institutional surveys,
course evaluations, student outcomes, and informal and incidental observations” (Wilson, 2010,
p. 17).
If the organizational context decentralizes peer mentorship activities in academic units,
the production of common resources could be managed centrally to facilitate a whole-campus
approach (Kift et al., 2010). One benefit of decentralizing mentorship activities might be that
activities are embedded into the program and recognition is given through awarding academic
credit (Thomas, 2012). Kift et al. (2010) advocated for decentralized peer mentorship programs
in discipline specific programs that extend beyond the short-term buddy-system often associated
with orientation.
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The context and ambition will also inform the roles to implement. It might be helpful to
think about establishing roles that will attract candidates, as they will want to use the experience
on their resumes. Further, the role should reflect the activities involved. Roles are described in
many ways, and some examples include: peer mentors, peer leader, learning coach, student
learning advisors, student advocate, student ambassadors, orientation facilitators, peer support,
peer tutoring, peer helper, connecting link, resident hall assistant, and, trusted friend, to name a
few (Colvin & Ashman, 2010; Hoyt, 2021; Kift et al., 2010; Mayhew et al., 2016; Schmidt &
Kaufman, 2005). Colvin and Ashman (2010) reported role clarity is critical to mentorship
program implementation so that mentees and mentors know what is expected of their
participation, and Ehrich and Hansford (1999) mentioned role clarity must also emphasize “what
the program does not imply” (p. 102). Krikorian (2020) suggested coconstruction of objectives
may strengthen the quality of didactic relationships. . . and revisiting aspirations consistently
helps to monitor learning over time” (p. 8).
Theories and Frameworks. Recognizing the theories that ground peer helping programs
helps to clarify how the benefits are realized and establishes the alignment to other experiences
offered in the university setting. Griffiths (2012) claimed peer mentorship programs are founded
on mentoring theory, which promotes dialogue and reciprocal learning, and Mayhew et al.
(2016) argued engaged learning drew from personal experiences “grounded in the principles
advanced by Vygotsky (1978) and Piaget” (p. 26). Yomtov et al. (2017) drew the connection to
Tinto’s (1975, 1993) theory of social integration and retention. The flexibility of mentorship
programs offers an ability to build upon many developments and learning theories that suit the
institution’s needs and context.
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Frameworks are also an extension of the theoretical underpinnings that inform the
implementation of a peer mentorship program. A framework can help provide structure to
various activities planned for formalized programs. Friberg et al. (2021) modified a framework
designed by McKinsey (2016), which initially scaffolded activities into a three-stage transition
process of “mentoring in, mentoring through, and mentoring onward” (p. 398). Friberg et al.
(2021) argued that the mentorship process was nonlinear and nonhierarchical and demonstrated
how an inclusive “critical friend” (p. 400) mentorship exercise could promote equal voice, open
dialogue, and unseen moments of enhanced learning. Although the example was not explicitly
designed for first-year students, the takeaway is to recognize that the dynamic and contextually
situated relationship experiences benefit beyond any scaffolded learning, and program
development should account for this expansive quality. The following section explores the many
benefits mentorship programs offer.
Benefits. In this section, I discuss the organizational benefits, followed by the benefits to
the mentee. I close with a discussion of benefits to the mentor.
Organizational. The benefits peer-mentorship programs offer organizations, mentees,
and mentors are significant. Ender and Winston (1984, as cited in Schmidt and Kaufman (2005)
indicated institutions create peer mentorship programs for three reasons:
(1) the opportunity to offer experiential learning and leadership opportunities; (2) the
opportunity to provide more programs at more flexible times for students; and (3) the
ability to allow more effective use of professional staff to those areas requiring
specialized expertise. (p. 249)
This presents a strong rationale for institutions implementing peer mentorship programs
as they extend learning opportunities to students, expand their services, and strengthen internal
capacities. Rotar (2021) claimed, “This strategy takes less effort from academic and
administrative staff than any other intervention” (p. 13). Wilson (2010) added, “Thinking
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systemically about transition leads us to the question of underutilised capacity; . . . the answer
more often than not is ‘students’ (p. 15). Senior students are a potent contributor and partner in
the community building process” (p. 15). Collier (2017) agreed that potential mentors were
plenty and were motivated to give back, which was a strong incentive to participate. Mentorship
program engagement also builds organizational capacity, loyalty, and communication (Ehrich &
Hansford, 1999).
Mentee. Peer mentorship programs have a long history of engaging students throughout
first-year activities, which greatly help students through the transition from high school to
postsecondary (Burge, 2018; de Lugt, 2020; Horvath et al., 2019; Hoyt, 2021; Lizzio & Wilson,
2010; Morrison et al., 2013; Tsang, 2020; Wilson, 2010; Winston & Ender, 1988). Many
researchers argue first-year peer mentorship programs increase students’ sense of belonging,
self-efficacy, and connect students to services more readily, which leads to increases in student
retention (de Lugt, 2020; Schreiner et al., 2012; Thomas, 2012; Yomtov et al., 2017). Yomtov et
al. (2017) conducted research that confirmed “mentored students felt significantly more
integrated and connected to their university at the end of their first semester compared with
nonmentored students” (p. 25). Students may feel more comfortable talking with a peer as they
perceive them to be “all in the same boat together” (Hoyt, 2021, p. 10). In addition to providing
emotional support, mentees benefit from having role models who can help provide academic
support and offer guidance for goal setting (Collier, 2017; Colvin & Ashman, 2010; Gunn et al.,
2017). Wilson (2010) added mentors also act as, “problem solvers, normalizers, intelligence
gatherers, and change agents” (p. 15). It seems mentees benefit through the informal relational
influence mentors provide that fill the gaps where the organization is limited to respond. Collier
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(2017) suggested this might be because the mentee and mentor share a common perspective of
experiencing the organization.
Mentor. In addition to the benefits for institutions and mentees, there are also benefits to
mentors. Mentoring offers an altruistic and fulfilling experience, which enhances confidence and
life satisfaction (Ehrich & Hansford, 1999; Sinclair & Larson, 2018). Sinclair and Larson (2018)
expanded on the five pillars of youth development proposed by Lerner et al. (2000). Sinclair and
Larson claimed peer mentorship programs benefit mentors in the areas of: competence,
character, confidence, connection, compassion . . . and connection. Mentors indicated “they
gained leadership skills, gained a chance to share their experiences, and participated in planning
and organizing activities for mentees” (Gunn et al., 2017, p. 20). Mentees perceived mentors as
effective when they demonstrated “flexibility, support, and were experienced” (W. A. Hall &
Liva, 2021, p. 7), emphasizing the importance of communication and relationship-building skills.
Thomas (2012) expanded on the topic of mentor benefits to say that mentors benefitted from
practicing in these areas, as communication and self-management were viewed as highly
valuable qualities to have by future employers. Mentors also benefited from the relationships
they built with other mentors (Colvin & Ashman, 2010). Clearly, mentorship programs provide
significant benefits to the organization, mentees, and mentors.
Challenges. In this section, I discuss the organizational challenges, followed by the
challenges to the mentee. I close with a discussion of challenges to the mentor.
Organizational. There are some challenges to implementing peer mentorship programs to
consider. While the organization leverages students, one widely available resource, it must also
invest other resources to ensure success. Hodges et al. (2013) claimed inadequate investment
impacts program effectiveness, which counteracts the benefits of student retention. Ehrich and
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Hansford (1999) stated there must be strong organizational support and a culture that encouraged
participation. Collier (2017) described the resources required include: staffing to manage the
program, space, technology, resource sites and social media, mentee recruitment and training
recurring costs, program administration costs, costs associated with group activities, as well as
program evaluation and assessment. Further, recognizing and remunerating mentors is also
recommended (Hodges et al., 2013; Thomas, 2012; Wilson, 2010). Organizations may decide to
increase their investment into existing programs and services, particularly if they are concerned
optimal student engagement will not be realized (Hoyt, 2021). One challenge, which likely
applies to any program, is that there can be challenges with implementing communication plans
and training opportunities (Thomas, 2012).
Mentee. Benefits can also be challenges, depending on how they are perceived. Mentees
may feel uncomfortable when learning something new and may not feel they have the resilience
to enter a relationship that introduces them to new ways of interacting. The mentee may have a
different perception of the level of engagement than the mentor does, and there may be some
challenges in communicating these interpersonal boundaries (Colvin & Ashman, 2010).
Engaging with the mentor may introduce unfamiliar topics and the benefits may not be obvious
initially. Friberg et al. (2021) claimed, “it requires participants to lean into ambiguity, be aware
of what often might be unseen opportunities, and become, in turn, transitional learners or
experts” (p. 407).
Mentor. Despite the many benefits of participating as a mentor, there may be some risks
and challenges. For example, Colvin and Ashman (2010) noted the time commitment, emotional
investment, lack of reciprocity, and interpersonal challenges were sometimes challenging for
mentors to navigate. Ehrich and Hansford (1999) suggested some of the challenges could be
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mitigated by adequate planning and communication. Prior to implementation, institutions will
need to consider their unique context and discuss the multiple benefits and challenges. The next
section explores Indigenous peer mentorship programs.
Approach: Indigenous Peer Mentorship Programs
Peer mentorship programs for Indigenous students share many of the same benefits and
challenges previously discussed. This section expands on these benefits and challenges to
explore program elements that support Indigenous students specifically.
Peer mentorship programs are typically designed to support new students to transition to
the postsecondary environment, meet new friends and build a sense of community (Hunt et al.,
2010; Loewen, 2018; Malatest & Associates Ltd., 2010; Rawana et al., 2015). Creating
opportunities to experience culturally relevant programming and student support allows students
to feel they belong (Harrison, 2018; Universities Canada, 2020; Wesley & Bolduc, 2016). As
discussed previously, the holistic worldview emphasises the importance of nurturing
relationships. Rawana et al. (2015) reported peer mentorship programs were a natural extension
of Indigenous social relationships where elders, healers, and community members share cultural
knowledge and values. Rawana et al. (2015) noted there were a total of 22 programs, 4 of them
located in the province of British Columbia. Universities Canada (2020) stated, “nearly 60% of
universities offer peer-to-peer mentoring programs to create a community on campus for
Indigenous students” (p. 2), suggesting there has been a significant uptake of Indigenous peer
mentorship programs in recent years. Appendix A summarizes Indigenous peer mentorship
programs in case further exploration to inform design is desired.
Design. Respecting the diversity of Indigenous traditions is paramount in the activities
planned (Cull et al., 2018; Rawana et al., 2015). Loewen (2018) claimed, “Programming should
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be purposeful and have clear outcomes for why a program is being offered . . . institutions should
seek to create programming that does more than just get Indigenous students together” (para. 13).
Hunt et al. (2010) and Britton et al. (2020) suggested peer-mentorship programs consider the
following principles in their design: contextually designed, relationship-oriented, culturally
relevant, fosters reciprocity, considers both individualized and holistic supports, and honors
Indigenous teaching and learning practices.
Rawana et al. (2015) claimed, “Aboriginal [Indigenous] students may be particularly
receptive to mentorship programs, which may counteract historical aspects of colonialism that
Aboriginals [Indigenous peoples] have faced” (p. 4). Hunt et al. (2010) indicated mentors could
help create a welcoming environment by engaging in training related to “communication skills,
lateral violence, and the range of resources available both on and off-campus” (p. 50). Marks et
al. (2020) claimed a new environment is conducive to exploring ethnic-racial identity as students
can engage in activities they may not have experienced previously. Some suggested activities
include “storytelling, hands-on interactive learning, and sharing circles” (Rawana et al., 2015, p.
5). Wesley and Bolduc (2016) suggested, “inviting contemporary performers to orientation
sessions to engage students in a fresh and meaningful manner – providing a role model and
mentoring opportunities throughout the entire calendar year” (p. 53). Food is also an essential
feature for any community gathering (Harrison, 2018). Both Rawana et al. (2015) and Loewen
(2018) suggested that including family members in activities and celebrations would also
enhance success as family members would relate to their experience. Including family members
and other community members as guest speakers utilizes a fourth-generation transition pedagogy
approach (Penn-Edwards & Donnison, 2014). Similar to other peer mentorship programs, senior
students can be recruited to be engaged and remunerated for their efforts (Greenfield, 2020;
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Wilson, 2010). Engaging with senior students can help ensure activities are relevant and can also
“assist students in creating a stronger bond with their institution” (Wesley & Bolduc, 2016,
p. 43). The following section explores the benefits of Indigenous peer mentorship programs, and
then the challenges are considered.
Benefits. Peer mentorship programs improve well-being and resiliency, honor Indigenous
traditions, strengthen cultural identity, foster belonging, and promote learning (Bruce & Marlin,
2012; Loewen, 2018; Rawana et al., 2015). Mentees appreciated having the opportunity to
discuss a wide range of topics, which included “academic, financial, family, or other types of
crises, and the mentors were able to provide support or refer them to the appropriate services”
(Hunt et al., 2010, p. 51). Both Hunt et al. (2010) and Stahl et al. (2020) emphasized the most
impactful time for mentees to connect with mentors is within the first month of studies and are
especially important after the orientation activities conclude. Loewen (2018) mentioned the
mentorship programs also offered opportunities to connect with other students also being
mentored” (para. 5) which created long-lasting friendships.
Challenges. Hunt et al. (2010) shared some challenges with implementing a peer
mentorship program as part of the LE,NONET research project in Victoria, BC, and noted that
while the one-on-one support was helpful early in the transition to postsecondary, the informal
group events were more popular. It was also noted that the lack of “overt cultural focus”
positively impacted the perception of the program’s success (Hunt et al., 2010, p. 50).
Approach: Diversity-Inclusive Engagement Activities
In this section, I introduce two models that promote self-knowing, sense-making, and
community building: the lifespan model of ethnic-racial identity (Marks et al., 2020) and the
compassion, active listening, learning community, mindfulness (CALM) contemplative model
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(Krikorian, 2020). Both models offer a framework for scaffolding learning activities that
promote holistic well-being (Krikorian, 2020; Marks et al., 2020).
Both Marks et al. (2020) and Mezirow (1997) emphasized that the affective, cognitive,
and behavioural processes allow individuals to make sense of their lived experiences and form
new connections with the world. The lifespan model of ethnic racial identity (Marks et al., 2020)
and the CALM contemplative model (Krikorian, 2020) promote self-awareness, intersectional
awareness, relational skills, and have an orientation to building community through leveraging
shared lived experience (Dayton & Rogoff, 2013; Krikorian, 2020; Marks et al., 2020).
Adopting an ethnic-racial framework to create engagement activities might promote
respecting diversity and becoming more inclusive (Marks et al., 2020). Marks et al. (2020)
outlined possible applications using an affective, behavioural, and cognitive goal’s (ABC)
engagement framework and suggested activities for specific life stages. For example, activities
could be designed for the life stage “starting around adulthood” (Marks et al., 2020, p. 160) to
“combat experiences of marginalization (e.g., tokenism, emotional labor, imposter syndrome) in
higher education and work settings” (p. 160). The goals of this activity align with each element
of the ABC framework: “build ethnic-racial behavioral competencies (B); . . . counteract selfstereotyping, reduce implicit biases (C); . . . create and maintain supportive and responsive
systems to end systemic discriminatory policies and procedures (A/B/C)” (Marks et al., 2020,
pp. 159–160). Kahu (2013) presented an extensive analysis of student engagement literature and
introduced an integrated and holistic model alongside the more renowned emphasis on affect,
behavior, and cognition (see also Kahu & Nelson, 2018). While Marks et al. (2020) ABC
framework was not published in time for Kahu to consider in her analysis, Kahu may have
categorized Marks et al.’s (2020) ABC framework as one of the more integrated engagement
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models. The suggested applications seem to contribute to both the process of engagement and the
outcome (Kahu & Nelson, 2018; Marks et al., 2020).
In contrast to Marks et al. (2020) ABC framework, Krikorian (2020) suggested the
CALM contemplative model can be structured around the CALM principles to achieve
competencies related to self-knowing, community learning, and navigating difference. While
Krikorian’s (2020) CALM contemplative model did not specifically identify the affective,
cognitive, and behavioural constructs, the suggested activities could realistically achieve this. For
example, several activities promoted compassion, listening, learning in the community, and
mindfulness, as follows: the “Compassionate Role Play (Neff, 2001)” (Krikorian, 2020, p. 9)
promotes compassion; the “Ongoing Communication (Crook-Lyon & Potkar, 2010)” (p. 9)
promotes active listening; the “Didactic Relationships (Ancis & Ladany, 2010; hooks, 1994)”
(p. 9), and “Mutual Agreements (Crook-Lyon & Potkar, 2010)” (p. 10) promotes learning in the
community; and “Storytelling (Palmer et al., 2010)” (p. 10) and “Journal Writing (Ben-Shahar,
2009)” (p. 10) promote mindfulness.
In summary, this section discussed the transition process of development (Gale & Parker,
2014) and summarized that it included the concepts of identity, learning, engagement, and
belonging. Peer mentorship programs and diversity-inclusive engagement activities were
explored as an activity that supported students’ engagement and development. The next section
explores transition as a process of becoming (Gale & Parker, 2014).
Process 3: Transition as Becoming
Principle: Empower
Empowerment requires a balance of encouraging high standards and nurturing strengths
in a relationally supportive manner so that students are actively engaged and thriving (Fairlamb,
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2020; Hrabowski et al., 2019; Mathern & Toner, 2020; N. A. Peterson, 2014). Korbel et al.
(2011) outlined research that claimed academic success was enhanced when students were
provided opportunities to practice independent decision making and personal awareness.
Exploring what brings meaning to students’ lives is one way to promote empowerment (Berger,
2019; Wilson, 2010). Students improve their ability to self-regulate and take empowered action
when they “identify personally relevant issues and commit to personally appropriate strategies”
(Wilson, 2010, p. 14). Finding meaning can connect with their intentions when enrolling in
postsecondary education, for example.
Kahu and Nelson (2018) argued institutions often approach student support programming
with a deficit mindset and limit their focus to providing a combination of either skill-building or
socialization activities. They claimed empowering diverse identities and experiences should be
given more attention. Kuh (1995) suggested, “Encouraging [students] to develop more
complicated views, both personal and academic” (p. 146) supported integrated learning,
promoted an open mind, and a shift away from thinking too rigidly. Postsecondary institutions
can empower students by giving space to issues that matter to them and engaging them to thrive
by including them in dialogue, important institutional decisions, and cocreating services and
programming (Damali et al., 2020; Schreiner, 2010). Sometimes empowering attends to creating
a safe space for students to learn about themselves and come to terms with their identities.
Fitzsimmons (2015) stated, “reflection requires active engagement of the heart and how this
heart relates to a more wholesome life world in higher learning outcomes” (p. 220). Long (2012)
explained, “Student Affairs professionals accept that college is a critical period of life during
which students discover a meaningful identity and develop core values for how they will
perceive and experience their adult live” (p. 7).
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Williams et al. (2020) and Marks et al. (2020) advocated for enhancing ethnic-racial
identities to improve the quality of students’ lives. Marks et al. indicated that creating supports to
counteract internalized negative belief systems improved academic success and created healthy
psychological habits and other positive effects long after the studies had been completed.
Fitzsimmons (2015) described internalized belief systems as “blind acceptance of their own
oppression because of their own fear of freedom in learning situations or a lack of knowledge of
what exactly true freedom is” (p. 222). Mezirow (1997), known for developing theories
associated with transformational learning, contented learning requires supports to increase
critical reflection of personal experience through discourse and imaginative problem-solving, as
“learning is a social process, and discourse becomes central to making meaning” (p. 10).
Engagement activities that promote reflecting on identity with others, therefore, support
transformative learning.
Approaches: Bridging Programs
Bridging programs can help students at all levels as they allow students to experience
their institution of choice, while building confidence in a supportive environment. Tinto (2005)
stated,
It is unfortunately the case that more than a few students enter the university
insufficiently prepared for the rigors of university study. For them, as well as for others,
the availability of academic support for instance in the form of developmental education
courses, tutoring, study groups, and academic support programs such as supplemental
instruction is an important condition for their continuation in the university. (p. 3)
Postsecondary institutions have adapted to meet this need by delivering a range of
programs. These programs include summer bridge programs, Adult Basic Education programs,
accelerated learning opportunities, workshops, experiential days to familiarize with the campus,
as well as supplemental instruction to prepare students to advance in their studies (Crawford et
al., 2016; de Lugt, 2020; Desierto & De Maio, 2021; G. M. Greenfield et al., 2013). Many
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institutions schedule these opportunities in the months preceding formal studies (de Lugt, 2020;
G. M. Greenfield et al., 2013; Hatch et al., 2016; McKeown et al., 2018). Greenfield et al. (2013)
noted transition programs could be discipline-specific, engage specific populations and support
networks, and vary in timing and duration. The variety of bridging programs is vast and may
intentionally support all transition processes related to induction, development or becoming
(Gale & Parker, 2014). The next section focuses specifically on transition programs that support
Indigenous student populations.
Approach: Indigenous Bridging Programs. Returning to Harrison’s (2018) stages of
the indigenization journey as analogous to the learning experience of transitioning to
postsecondary studies, the imagery of launching a boat and having “the determination to paddle
to the place where we will discover what we need to be successful in the journey” (p. 2) seems a
fitting introduction to the purpose of Indigenous bridging programs. For this research, bridging
programs have been defined as curricular and cocurricular experiences which prepare students
for the next stage of their educational experience. The term next stage was intentionally vague as
the level of student varies from pre-university level to first-year university level. It seems there is
no one way.
Bridging programs appear to be diverse, as they support a range of students with diverse
academic and social needs. According to the Universities Canada (n.d.) website, a survey of
Indigenous Education members in 2015 reported that 69% of universities offered transition
programs, defined as “outreach programs in Indigenous communities, academic support, and
mentorship for Indigenous students started as early as the elementary school level” (By the
numbers section, para. 6). Malatest and Associates, Ltd. (2010) claimed “Aboriginal
[Indigenous] access programs last approximately 8 to 12 months, with options for extension if
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needed” (p. 45). However, in my review, there was greater diversity found, which I explored
next.
I have gathered a small sampling of bridging programs that serve Indigenous students in
Canada. This list is available in a table in Appendix B. The program samples vary in the entry
requirements, duration, cocurricular activities offered, tuition fees and funding supports, and in
the amount of credit earned for transfer to an undergraduate program. The programs have been
roughly categorized, starting with no academic content, moving to pre-university level studies,
and then finally, university-level academic content. The common thread through each of these
program types is they all include culturally and contextually specific programming and support
for Indigenous students. The categories in the table presented in Appendix B are (a) Indigenous
holistic support programs; (b) Academic Preparation and Cocurricular support, and (c) Transition
Support programs. The following section explores each of these categories, starting with
programs that have no academic content. Then, I explore programs with academic preparation
and cocurricular content. Finally, I discuss programs with university-level and cocurricular
content.
Approach: Indigenous Holistic Support Programs. The first category of Indigenous
bridging programs is categorized as Indigenous holistic support programs. As outlined in the
previous section, supports put in place for Indigenous student populations should be “culturally
and contextually relevant” (Greenfield, 2020, p. 10). Harrison (2018) shared,
Integral to an Indigenous worldview is the value placed on preparing to undertake a
significant journey. Preparation typically involves ceremony, such as smudging or
praying, to provide safety and guidance for those involved in the journey. The ceremony
also provides time to reflect and consider the purpose of a journey. (p. 8)
The two program examples noted in the table in Appendix B describe distinctive and
welcoming opportunities for Indigenous students to be acknowledged in a culturally supportive
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way. In addition to being culturally supportive, the programs encourage relational and holistic
wellness. Wesley and Bolduc (2016) acknowledged that each student will connect to their
cultural practices and ancestries differently. Wesley and Bolduc (2016) elaborated on supports
often offered and stated, “this can be remedied with adequately equipped cultural centres, a
variety of cultural events, and regular access to ‘Elders in Residence’ to offer guidance or to
perform a requested ceremony” (p. 34). Rawana et al. (2015) stated, “given the historical and
contemporary issues that Aboriginal’s [Indigenous peoples] have faced, preserving and
strengthening their ethnic and cultural identity is crucial” (p. 9).
Cull et al. (2018) and McKeown et al. (2018) claimed Indigenous programs and services
enable community members to develop, support students in feeling connected to their Indigenous
identities, and improve student success. Engaging the Indigenous community is paramount in the
planning and implementation of these programs. Miron and Wabano (2017) noted the
importance of “creating pathways that are relevant to Indigenous peoples’ lives and community
needs” (p. 16). A unique feature of Indigenous student services is the relationship facilitated with
surrounding communities in contrast to other student service areas (Malatest & Associates Ltd.,
2010). Educational institutions can demonstrate Indigenous students are welcome by creating
space, supporting cultural activities, and programming (Cull et al., 2018; E. Greenfield, 2020;
Harrison, 2018; McKeown et al., 2018; Tinto, 2005; Wesley & Bolduc, 2016).
Approach: Academic Preparation and Cocurricular Support Programs. The second
category of programs in Table 1 show programs categorized as academic preparation and
cocurricular support. These programs enable Indigenous learners to complete additional
education to prepare for university-level studies in a supportive environment. These programs
might blur the lines of Gale and Parker’s (2014) “transition as development” (p. 738) and
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“transition as becoming” (p. 738). Some programs allow students to satisfy high-school
graduation requirements, while others allow students to refresh their academic knowledge. Other
programs allow multiple academic achievements to be completed at the same time. Access
pathways improve the ability for Indigenous students to achieve postsecondary education (Cull et
al., 2018; E. Greenfield, 2020; McKeown et al., 2018; Miron & Wabano, 2017; Restoule, 2011).
McKeown et al. (2018) described access programs as “providing potential applicants with an
introduction to the postsecondary institution or an opportunity to gain the necessary
qualifications to enter their program of choice” (p. 15). On Vancouver Island, dual credit options
are available for local high school students, creating pathways for them to graduate high-school
and earn credit towards their postsecondary education. Drover-Davidson et al. (2017) noted the
geographical proximity to the South Island Partnership program is a likely factor in Dual Credit
enrolment patterns in the province of BC, particularly on the South Island.
Approach: University-Level and Cocurricular Support Programs. The third category
includes programs that provide university-level and cocurricular support and enable Indigenous
learners to pursue postsecondary level education in a supportive environment. While it might
seem this category of programming offers an experience no different than if a regular academic
program with access to Indigenous support services, it appears the programs offer cohort-based
programming. While this might be similar to the approach taken at RRU, it suggests a
contextually specific adaptation for the universities offering the program. Each of the program
samples offer different levels of cultural support. While the Indigenous cocurricular
programming appears more prevalent in the programs offered at Nipissing University and Simon
Fraser University, all sample programs allow students to obtain credit towards their subsequent
programs. Miron and Wabano (2017) noted that the growth in Indigenous pathway programs is
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rapidly growing, so this list of available bridging programs is sure to expand soon. The next
section explores other approaches to student support services.
Approaches: Student Support Services
In addition to bridging programs, other approaches to student support services engage
students and facilitate their growth towards “transition as becoming” (Gale & Parker, 2014,
p. 738). The student support services explored in this section are academic advising
methodologies and methods, as well as two overarching approaches to student support coaching,
life-coaching and performance coaching (Dalton & Crosby, 2014).
Approach: Academic Advising. This section includes the purpose, which is followed by
the design. The section closes with a discussion on advising methodologies.
Purpose. The advisor is an accessible practical resource for students at a postsecondary
institution. While academic advising has been categorized in “transition as becoming” (Gale &
Parker, 2014, p. 738), academic advising practices are situated on a dimension from “transition
as development” to “transition as becoming” (Gale & Parker, 2014, p. 738). The methodological
orientation of the role varies, depending on the organizational context, needs and overall student
support strategy. Long (2012) stated, “advisors help students identify choices and make
responsible decisions—an inescapable facet of so many dimensions of Student Affairs, from
residential life and financial aid to career services and health services” (pp. 12–13). Advising, as
a profession has evolved significantly over time (Cook, 2009; Shaffer et al., 2010). Greenfield et
al. (2013) noted “advising approaches and strategies have evolved from mere course scheduling
into a developmental and holistic process . . . as [students] forge, explore, and pursue their
academic and career goals, thereby making academic advisors critical advocates for student
success” (p. 37). Keston and Goodridge (2015) defined four broad categories for academic
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advising practice, “prescriptive, developmental, integrated and engagement” (p. 233). Some
popular advising methods are provided using these broad categories as a guiding framework in
this section.
Design. Organizationally, academic advising can be accomplished in several ways.
McFarlane (2017) claimed institutions should consider the means they have available to
“conceive the most integrative and holistic solutions for ensuring that students can achieve
desired advising outcomes” (para. 2). King (1993) stated there are four factors that must be
considered in the design of advising practices, “the mission of the institution, the nature of the
student population, the role of the faculty, and the programs, as well as policies and procedures
of the institution” (p. 47). Cook (2009) argued that institutional changes, such as “funding,
curricula, students and faculty roles have all affected the means in which students have been
advised” (p. 18). King (1993) claimed there were seven organizational models typically
employed: “faculty-only” (p. 34), in which students are assigned to an individual faculty
member; “supplementary” (p. 34), in which general information is presented centrally but faculty
have oversight for decisions; “split” (p. 34), in which central advising manages a portion of the
population or a specific period of time; “dual” (p. 34) in which each student has a faculty and
centralized advisor; “total intake” (p. 34) in which where centralized advisors manage for a
specified period of time or until requirements are met; “satellite” (p. 34) in which each faculty or
program manages their students with no centralized advising support; and “self-contained”
(p. 34) in which all students receive centralized advising support for the duration of their studies.
King (1993) and Long (2012) recommended the centralized total-intake model as it provided
accessible high-quality management in a resource-effective manner, where professional staff
coordinated with other parts of campus to ease faculty workloads and provide students with
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current information. Long (2012) and Shaffer et al. (2010) added a centralized office may assist
to mitigate the perception of bias. Thomas (2012) shared how the total-intake, dual and satellite
delivery models proposed by King (1993) could be combined when an institution expands to
multiple campuses. Thomas (2012) stated, “At least one student advisor is assigned to each
faculty, and where a faculty is located on more than one campus, it will have a student advisor
located at each site. The role is managed centrally to ensure consistency of practice” (p. 60). As
an institution grows, finding a mechanism to manage advising consultations demands intentional
development of technological solutions that can serve as conduits for many campus stakeholders
(Afify & Nasr, 2017; Keston & Goodridge, 2015).
Methodology. There are many methodologies and methods of academic advising
practice. These methodologies and methods are explored in this section.
Prescriptive. Keston and Goodridge (2015) defined prescriptive advising practices as
activities where “students succumb to the direct advice given by advisors, making advisors solely
responsible for the decision-making process” (p. 233). Prescriptive practices may be informed by
the program curriculum or institutional policy more than the actual advising practice itself. In
these cases, mandatory advising (Karp, 2016; Makino-Kanehiro, 2018; McFarlane, 2017) or
Student-at-risk (Steingass & Sykes, 2006) advising practices may be employed to help students
at risk of withdrawal. Makino-Kanehiro (2018) shared practical experience of implementing
mandatory advising and argued it may be more of an integrated approach than it appears on the
surface. This suggests that some advising practices need to be classified by their practice and not
title, as these advising practices might be perceived as prescriptive when they are instead
engagement or integrative-oriented. Butler et al. (2016) affirmed this analysis by confirming that
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both the student and institution have obligations, which contrasts the prescriptive advising
definition offered by Keston and Goodridge (2015). Butler et al. (2016) stated,
It is the responsibility of the institutions to provide advising, counseling, services and
programs that help students clear academic probation and persist to graduation. However,
it is the responsibility of students to put in the effort and time required for clearing
probation and improving academic performance. (p. 1)
Therefore, it seems prescriptive advising might be an elusive, and perhaps dated practice.
It instead refers to the overarching institutional mandates that require specific requirements to
qualify for graduation, and therefore be a policy rather than a practice.
Developmental. Developmental advising is aligned with the Student Affairs vision of
transforming the student through out-of-classroom learning (Cook, 2009; King, 1993; Long,
2012). Keston and Goodridge (2015) defined developmental advising practices as activities in
which “the advisor directs the student to the proper resources and the decision-making process is
shared between both parties with more responsibility being placed on the student, thus fostering
a higher level of student independence” (p. 233). Recognizing development as a process also
suggests the definition for developmental advising is too short-sighted. Therefore, some of the
examples presented are likely more aligned with the engagement advising category; however,
they are presented here as some activities might be achieved in shorter durations (Keston &
Goodridge, 2015). Some examples include: exploratory advising (Spight, 2020; Workman, 2015)
and career advising (Menke, 2016; Vasold Fischer & Nelson, 2018).
Developmental advising is a popular practice that is continually evolving. Cook (2009)
noted developmental advising became popular forty years ago, and Donaldson et al. (2020)
indicated they were still used but often integrated with other advising practices. However,
Gordon (1994) contested the developmental approach was overly ideal, and countered logistical
issues, such as high advising workloads, limited professional expertise and/or training
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opportunities, student perceptions, inadequate resourcing, optional service arrangements,
autonomous and decentralized delivery structures, limited philosophical campus integration,
limited awareness or ability to support at-risk or diverse populations, and limited time to conduct
research and improve service practices. Regardless, learning about how students are
experiencing their education provides an opportunity to offer suggestions and referrals (Young‐
Jones et al., 2013). Workman (2015) suggested one area often overlooked, particularly for
students who were undecided in their academic goals, was to “recognize the role the parent plays
in a student’s life and the ways parents may be influencing the student’s decisions” (p. 11).
Although this can be a challenging position to navigate, it may be useful to expand the topic
areas developmental advisors attend to.
Engaged. Keston and Goodridge (2015) defined engagement advising practices as “a type
of developmental advising, with increased student-advisor meetings” (p. 233). Some examples
include: first-year advising (Chojnacki & Emmanuel, 2018; Ellis & Rangel, 2018; Wilson,
2010); proactive or intrusive advising (Kitchen et al., 2021; McPherson et al., 2016; Wortham,
2014); appreciative advising (Appreciative Advising, n.d.; Butler et al., 2016; Workman, 2015);
problem-based advising (Muneno, 2021); and, group advising (Acevedo‐Gil & Zerquera, 2016;
Donaldson et al., 2020; Karp, 2016).
First-year advisors form an enduring relationship with incoming students, particularly if
there are many opportunities to engage, and for this reason I have categorized the approach in the
engagement category (Keston & Goodridge, 2015). Wilson (2010) stated, “First year advisors
respond to student needs and concerns, providing commencing students with a local, predictable,
nonjudgmental and accessible point of contact at the most critical and formative phase of their
university experience” (p. 2). Workman (2015) suggested first-year advising could be improved
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by integrating individual meetings at the start of the term and by providing structured resources
to “help the student think through their interests, skills, and values so that they can make
connections to career fields” (p. 10). First-year advisors offer a range of activities that promote
sustained engagement with the institution and have a positive influence on student success
(Young‐Jones et al., 2013).
Intrusive advising has been a practice since 1975 and was originally introduced as a
retention strategy (Cook, 2009). Kitchen et al. (2021) clarified intrusive advising was the same as
proactive advising, which may be a better term to use today. Kitchen et al. (2021) concluded
proactive advising was defined by “combined elements of prescriptive and developmental
advising, and typically includes discussions about course selection, choice of major, career goals,
college adjustment, academic planning, personal issues, time management, and strategies for
achieving success” (p. 32).
Appreciative advising is a strength-based approach based on the action-oriented research
methodology, appreciative inquiry (Appreciative Advising, n.d.). Kitchen et al. (2021) stated,
“Students overwhelmingly appreciated the non-deficit-oriented approach staff took when
offering interpersonal support and it appeared to preserve and build students’ confidence in their
abilities to improve and do well” (p. 38).
While limited studies can be found that support problem-based advising as a well-used
approach, the connection to this study invites some acknowledgement. Muneno (2021) shared a
problem-based activity conducted at the University of Hawai’i at Mānoa. Muneno suggested,
Problem-based Advising can be an effective platform for advisors to orient new students
to campus in an engaging and empowering way. It is also an innovative approach to
fostering collaboration and camaraderie among new students and developing group
facilitators’ leadership skills. (para. 18)
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Group advising is self-explanatory, however many of the other practices described above
can be implemented in a group-format. Group advising can be cost effective and service
oriented.
Integrated. Keston and Goodridge (2015) defined integrated advising practices as all
other practice categories, prescriptive, developmental and engagement combined. Contemporary
practices involve integrating various activities to provide context-specific and student-centred
advising approaches and aiming to select the methods most suited to the situation. Some
examples include enhanced advising programs (Donaldson et al., 2020; Karp, 2016); storytelling,
narrative, or dialogic (Lieberman Colgan, 2016; Pizzolato, 2006; Snyder & Zona, 2019),
technology-mediated advising (Afify & Nasr, 2017; Donaldson et al., 2020; Hu, 2020), and, as
mentioned previously, mandatory (Makino-Kanehiro, 2018; McFarlane, 2017), and student-atrisk advising (Steingass & Sykes, 2006). I now consider each of these approaches separately.
Donaldson et al. (2020) concluded, “Enhanced advising programs typically include the
assignment of a specific academic advisor to each student, required student participation in
advising activities, and intensive advising sessions that address both academic and nonacademic
development” (p. 35). Karp (2016) provided an example of an enhanced advising program at a
community college that enrolled a higher minority student population and indicated the program
integrated the following:
Streamlined curricular options aid in program planning while simultaneously focusing
advising conversations on students’ long-term academic and career goals . . . also
includes mandatory advising aimed at creating strong relationships among students and
advisors and an early warning system to identify struggling students so that advisors can
connect them to just-in-time services. (p. 39)
Storytelling, narrative, or dialogic advising takes an empowered and student-centred
approach. Pizzolato (2006) claimed story-telling advising practices would foster “contextual,
constructed, and relativistic learning and [students would be] simultaneously pushed to become
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critical thinkers, act autonomously, and function effectively in diverse communities” (p. 33).
Story-telling empowers students’ self-knowledge and may be a culturally-appropriate method for
the Indigenous student community (Deer & Falkenberg, 2016; L. Hall & Wilkes, 2015; O’Toole,
2015; Pizzolato, 2006; Williams et al., 2020).
While not implemented on its own, technology-mediated advising practice is seen as a
complementary and expected service and is often integrated to increase the quality and offset
resource-intensive face-to-face services (Donaldson et al., 2020). In many ways, technology is
seen as the solution to many of the logistical challenges contested by Gordon’s (1994) critique of
developmental practices raised previously in the “Methodology” section in Chapter 3, although
Hu (2020) stated it was “most effective when it is used to facilitate, rather than replace, in-person
or synchronistic advising” (p. 915). Technology-mediated practices encompass: user-friendly
web-based information, student-information systems, degree audit systems, engagement-capture
or transaction management systems, e-advising systems, learning management systems,
personalized learning platforms, virtual engagement platforms, communication management
systems, artificial intelligence systems, early alert systems, social media systems, and the
innovations increase every day (Afify & Nasr, 2017; Ekman et al., 2020; Hatch et al., 2016; Hu,
2020; Ipperciel, 2020; Schmidt & Kaufman, 2005). Hu (2020) recommended advisors use three
strategies in the postpandemic world to enable equal access to technology: “virtual connection,
pre- and post-advising reflection and in-person or virtual synchronistic advising” (p. 916). There
are many opportunities to deliver student-centred advising experiences to students. Having
discussed advising opportunities, in the next section I introduce another complementary role, that
of success coaches.
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Approach: Success Coaches. Like advisors, success coaches promote student success
through intentional engagement. Although there are many similarities to the advisor role, success
coaches provide a more personalised approach to supporting students while minimizing the
perception of authority. Neuhauser and Weber (2011) clarified,
The student success coach model de-emphasizes the need for students to receive
permission from the coach (as an advisor) to enroll, or change courses, and instead
creates a relationship that provides guidance and support at multiple interactions, both
formal and informal. (p. 48)
Success coaching is grounded in psycho-social development theories and aimed at
improving the quality of life and complements the overarching premise of supporting the whole
student (Dalton & Crosby, 2014; P. Gibbs, 2017). Griffiths (2012) claimed, “Constructivism,
psychology and learning theory have converged to shape the evolution of the coaching process”
(p. 5). In many ways, coaching seems like appreciative advising (Appreciative Advising, n.d.) or
dialogic advising (Lieberman Colgan, 2016); however, coaching focuses entirely on the student
experience and dialogic advising moves fluidly between institution-focused objectives, using
dialogic advising as a tool to provide student-centred advice (Keen, 2014; Lieberman Colgan,
2016).
Approaches. The context matters when planning the focus of success coaching efforts.
Success coaching is not a common service offered at most postsecondary institutions, but some
researchers argue it is an emerging practice (Cintron et al., 2017; T. Gibbs & Larcus, 2015;
Griffiths, 2012). The role of a success coach can be adapted to support specific student
populations, portions of the student life cycle, and can focus discretely on a limited topic area or
be expansive to be all encompassing. Dalton and Crosby (2014) observed two interconnected
categories of coaching, life coaching and performance coaching, and these categories frame the
discussion of each of the coaching areas introduced. Some areas of life coaching focus include
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recruitment coaching (Hoover, 2011), Indigenous student coaching (Bruce & Marlin, 2012;
L. Hall & Wilkes, 2015; O’Toole, 2015; Rawana et al., 2015); holistic nonacademic coaching
(Felix & Lerner, 2017; T. Gibbs & Larcus, 2015; Karp, 2016), first-year transition coaching
(Cintron et al., 2017; Dalton & Crosby, 2014; de Lugt, 2020; Donaldson et al., 2020; Farrell,
2007; Mathern & Toner, 2020); peer-mentor coaching (Bettinger & Baker, 2014; Freedman et
al., 2018; Griffiths, 2012; Rawana et al., 2015), and some areas of performance coaching include
academic coaching (Acevedo‐Gil & Zerquera, 2016; Allen & Lester, 2012; Neuhauser & Weber,
2011), and, student-at-risk coaching (Avant et al., 2021; Cintron et al., 2017). These different
approaches to coaching are explored in this section.
Life-Coaching. Dalton and Crosby (2014) described life-coaching as “being coaching,
which refers to the emotional, spiritual, and intellectual aspects or inner life of an individual”
(p. 61). Coaching supports reflective, experiential, and action-oriented learning (Griffiths, 2012).
A success coach can suggest resources, provide developmental guidance, orient students to
develop their personal goals and provide authentic in-the-moment feedback to students (Dalton
& Crosby, 2014). Life-coaching can have many different orientations, such as Indigenousorientation coaching, holistic nonacademic coaching, first-year transition coaching, recruitment
coaching, peer-coaching, and technology-enabled coaching. I discuss these different orientations
in this section.
First-Year Transition Coaching. The first year of postsecondary education provides many
new experiences and postsecondary education institutions offer many different approaches to
support student’s success. The first-year transition coach role offers another option to add to the
first-year student service repertoire. Coaches can act as the first point of contact to help the
student navigate other supports and resources (Cintron et al., 2017; Dalton & Crosby, 2014; de
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Lugt, 2020; Mathern & Toner, 2020). First-year transition coaches act as an arm’s length
resource, neutral to other relationships the student engages (Dalton & Crosby, 2014).
Depending on the institution’s strategy, the coach can begin engagement prior to
enrollment, acting as a recruitment coach (Hoover, 2011), or work in parallel to other first-year
experience activities (Mathern & Toner, 2020). Cintron et al. (2017) mentioned first-year
transition coaches help students adjust preconceived expectations and create action plans through
regular engagement, which resulted in increased academic performance and retention. Farrell
(2007) noted critics may contest that coaching displaces the independent learning central to the
first-year experience, but countered that receiving feedback is a valuable skill to learn. The
argument countered by Farrell (2007) was substantiated by Griffiths (2012) research, which
positioned coaching as a strategy that supports transformational experiential learning.
Holistic Nonacademic Coaching. Holistic nonacademic support coaching attends to the
cognitive, behavioural, and social dimensions of students’ lives (Gibbs, 2017). Karp (2016)
argued four key mechanisms need to be holistically integrated: clarifying aspirations, enhancing
commitment, developing college know-how, making college life feasible and fostering the
creation of social relationships. Gibbs and Larcus (2015) referred to holistic models as having
nine interconnected dimensions: “career, creative, emotional, environmental, financial,
intellectual, physical, social, and spiritual wellness” (p. 27). A strengths-based approach will
nurture the coaching relationship and promote student success and a thriving community (Gibbs,
2017; Schreiner, 2010). Gibbs and Larcus (2015) described the activities involved as follows:
Coaches facilitate open-ended conversations with students to help them make progress
toward their self-identified goals while simultaneously supporting students’ capacity to
create the life they would prefer to be living. Coaches may augment the work occurring
within the coaching sessions by providing additional resources for inter-session work
(e.g., TED talks, online articles, evidence-based interventions from positive psychology).
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Coaches also facilitate referrals to other campus services to complement coaching in
supporting students’ development and accomplishment of their goals. (p. 28)
Implementing holistic coaching can be managed by creating a wellness coach program (Gibbs,
2017), integrating wellness coaching into a student wellness centre (Felix & Lerner, 2017), or
outsourcing to an external vendor (Keen, 2014). Again, the institutional context matters when
making this decision.
An Indigenous Orientation to Coaching. The distinctive feature of Indigenous coaching
programs is that they honor Indigenous knowledge and practices and are proficient at sharing
relevant and appropriate resources (Bruce & Marlin, 2012; O’Toole, 2015). The literature
discussing Indigenous success coaches seemed to use the terms mentor more readily than coach,
which may support the claim coaching activities are an emerging student service. It could also be
that mentorship is more aligned with cultural practices of reciprocity and the importance of
community relationships. O’Toole (2015) stated, “A coaching program can run in parallel with
the course of study, acting as a support and a safety net to inspire, motivate, and encourage”
(p. 10), and emphasized the relationship continued until the goal was met. This description
seemed similar to what a mentorship program might accomplish. In contrast, O’Toole (2015)
described the mentor relationship as a guide to navigate new experiences and environments.
While this definition was more suited to Indigenous mentorship programs in the work
environment, the suggestion did allude to sharing personal experience. Lim (2015) clarified,
Both coaches and mentors encourage self-improvement and provide a safe setting for
honest sharing” but, “coaches co-create actionable steps, can be formally engaged, and
are professionally trained, and strategize methods to handle various situations,” whereas
“mentors provide advice based on personal experiences, are experienced in a specific role
or industry, help based on goodwill, usually on an informal basis, and take a ‘here is what
I did’ approach. (para. 1)
I explore further consideration of Indigenous mentorship programs in a subsequent section.
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Peer-Coaching. While peer mentorship programs are more prevalent in the literature,
peer coaching was also mentioned. Griffiths (2012) claimed there were two forms of peer
coaching, expert coaching, and reciprocal coaching, distinguished by relational authority and
formality. Reciprocal coaching seems like peer mentorship, but there might be more structure in
interchanging feedback (Griffiths, 2012; Hoyt, 2021). It could be argued that mentorship
programs also provide feedback, making the mentorship and coaching approaches similar. Tsang
(2020) acknowledged the diversity in mentorship programs contributes to a lack of clarity. Keen
(2014) debated the challenges of implementing peer-based coaching programs and noted the
risks related to “reliability, supervision, and liability if students are assigned tasks that require
confidentiality and other dimensions of professional ethics” (p. 72). The counterargument is that
students are best situated to influence other students and play a key role in fostering an engaged
culture (Keen, 2014). T. Gibbs and Larcus (2015) outlined the training provided to student
coaches, which includes a combination of “classroom learning, live shadowing, and ongoing
mentorship and consultation” (p. 23). Regardless of the approach, Freedman et al. (2018)
recommended five lessons for building a peer-coaching program: “do your research, try new
things, leave it open, make it accessible and listen to feedback” (para. 16).
Performance Coaching. Dalton and Crosby (2014) stated, “Performance coaching . . .
refers to the outer life such as career, social relations, recreation, and so on” (p. 61). This section
explores academic coaching and student-at-risk coaching, which are approaches designed to
improve students’ academic performance.
Academic Coaching. Academic support is the more traditional role associated with
supporting student success. The use of the term coach might not be as prevalent as academic
support, supplemental instruction, in-class tutors, or even, remedial instruction in the literature
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(Dalton & Crosby, 2014; Griffiths, 2012; Schmidt & Kaufman, 2005). However, several
references were made which invite some exploration of how academic coaching could be of
benefit (Acevedo‐Gil & Zerquera, 2016; Bruce & Marlin, 2012; Dalton & Crosby, 2014; Gamble
& Crouse, 2020; Griffiths, 2012; Keen, 2014). Tinto (2012) argued first-year success was
enhanced when academic support was “aligned and contextualised to the demands of the
classroom” (p. 5). Academic self-efficacy develops over time through “verbal persuasion by
influential individuals and allies” (Kitchen et al., 2021, p. 31) among other sources of influence.
An academic coach is positioned to be familiar with the students’ needs, tends to have more time
than instructors, and can encourage the student to use their study plan (Acevedo‐Gil & Zerquera,
2016). In contrast to a deficit-orientation more typical of remedial instruction, academic
coaching can build on the students’ strengths (Schmidt & Kaufman, 2005; Schreiner, 2010).
Academic coaching may be just one tool to leverage among a wide range of support services, but
it does have many benefits to consider.
Student-at-Risk Coaching. Coaching students-at-risk emphasizes intentional support
delivered to students who are struggling or belong to populations that experience additional
barriers. Cintron et al. (2017) described it as “an initiative that improves struggling students’
academic success and engagement on campus by using a coaching framework of selfassessment, problem solving and goal setting” (p. 2). Struggling students benefit from engaging
from multiple support services, and Hoyt (2021) found the more supports students accessed, the
more successful they were able to persist and be successful in their studies.
In addition to the benefits of the coach approach discussed thus far, a student-at-risk
coach might be better positioned to identify more serious concerns, be well versed in crisis
management, specialize in a broader range of appropriate resources, and provide follow-up to
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help students move past unique circumstances. Avant et al. (2021) advocated for dedicated
resources to help former-youth-in-care students navigate through the many systems they interact
with and the transitions they experience. Rotar (2021) argued reducing the time between
identification of a problem and working to design an intervention improved retention. Uink et al.
(2019) identified,
[Students were at risk if they] (a) were disengaged from their course of study (ascertained
by checking whether the student has logged onto the university’s learning management
system to access course material and checked university email); (b) not attending the
Centre and/or classes and (c) have psychological and/or physical limitations to studying
and no current equity/disabilities/medical support plan; (d) had not submitted course
assignments or submitted late; or (e) were studying in a psychosocial context (e.g., living
away from home) that requires additional support. (p. 6)
These identification markers rely on collecting information from a broad range of sources and
tend to solicit formal program initiatives to help students get back on track. This requires the
ability to coordinate with multiple areas across campus.
A topic that is prevalent in the literature pertains to Indigenous students at risk (Baxter &
Meyers, 2016; Bruce & Marlin, 2012; Rawana et al., 2015; Uink et al., 2019; Wesley & Bolduc,
2016). Although several strategies are discussed, it may be that the student-at-risk coach is wellpositioned to service Indigenous student populations given the additional barriers that persist.
Therefore, in addition to any form of coach being well connected to the campus resources, the
coaching focus can adapt to what the campus most needs.
In summary, this section discussed the transition process of becoming (Gale & Parker,
2014), and summarized that engaging with others and empowerment were key concepts.
Transition programs, both cocurricular and curricular, as well as academic advising
methodologies and success coaching were explored as activities that supported students’
transition as a process of becoming (Gale & Parker, 2014). In the next chapter, I present the
methodology and research methods for this research project.
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Chapter Three: Methodology
This chapter presents the inquiry methodology and methods of my research project. I also
discuss the project participants, data collection methods, study conduct, data analysis and
validity, ethical implications, and inquiry outputs.
Methodology
The context of RRU’s state of change and the possibility that this research may influence
student services for this new challenge-based learning undergraduate program influenced the
methodology selected for this research. The research project used the appreciative inquiry (AI)
approach to action-oriented change to allow RRU faculty and staff to socially construct the
desired future through a cyclical and phased conversational approach known as the 4-D cycle,
with the following stages: discovery, dream, design, and destiny (Bushe, 2012; Cooperrider,
2013; Stavros & Torres, 2018; Watkins et al., 2011). AI is action-oriented as it combines three
necessary elements: participation, reflection and action (Hersted et al., 2019). Lewis (2011)
positioned AI as a way to nurture the “living human system” (p. 158). Positive energy is
generated through the inclusive engagement of all levels of the organization, which builds
relationships, boosts morale, and promotes collaborative learning and action (Grundy et al.,
2017; Ludema, 2003; Whitney & Trosten-Bloom, 2010). Engaging a diversity of stakeholders
and creating the conditions to share perspectives fosters system change by bringing experiences
together so that sense-making and readiness for change can occur (Senge, 2006; Stroh, 2015).
Discovery and Dream
The first phase of research was situated in the discovery and dream stages of AI. It
included eight semistructured interviews that sought to discover the significance of this
challenge-based learning program with key institutional stakeholders and invited stories that
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described the desired future state of the student services. In addition, I wanted to hear from
participants directly to become more familiar with the research topic, and semistructured
interviews offered an open-ended approach that encouraged participants to speak freely (Adams,
2010; Saldaña & Omasta, 2018). The output from the discover and dream stages culminated in
analyzed and themed data for participants to consider in the action-planning meeting, which
represented the design and destiny stages.
In preparation for the second stage of research, the interview data were themed and
presented in a Word Art Circle infographic (Appendix C). The Word Art Circle Infographic
presented several select phrases shared by participants in a creative manner. The Word Art
Circles allowed second stage participants to view select phrases of the semistructured interviews,
categorized in themes and subthemes. The intention of presenting these results was to transfer
information from the first participant group in a creative way and provoke a discussion about
what it means for the SAS portfolio of the organization. The expansive depth of data collected
required me to think through how to present data in an easily digestible format. I was introduced
to arts-based methods in my program residency and appreciated the benefits of navigating
through complexity. Eisner (2002) claimed art transforms consciousness and “promote the use of
our imaginative capacities so that we can envision what we cannot actually see, taste, touch,
hear, and smell” (p. 19) and “refine our senses to that our ability to experience the world is made
more complex and subtle” (p. 19). The arts-based method of creating Word Art Circles enabled
me to identify the subthemes and concepts arising from the first stage of research.
Simultaneously, the creative expression of first stage data was selected to support a
transformation of consciousness.
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Design and Destiny
The second stage of the research furthered aspirational visioning as the discovery and
dream stage transitioned to the design and destiny stage of this research inquiry (Cooperrider,
2005). I developed the design and destiny stage to support sense-making and action planning to
imagine how the student-centred delivery model might support RRU (Cooperrider, 2005).
Program and service delivery aspirations identified in the semistructured interviews were
articulated in the initial research results, which were distributed in advance of the collaborative
action planning activity. The action planning activity was the first dissemination of knowledge
arising from this research, but also allowed for additional data to be collected to further inform
the research findings.
The action planning activity used a Liberating Structure activity to engage RRU student
and academic leaders who have a vested interest in delivering services to students who enrol in
the challenge-based learning program (Cooperrider & Whitney, 2005; B. Reason et al., 2015;
Stroh, 2015; Varvasovszky & Brugha, 2000). Like the action research engagement methodology,
this stage “is designed to enhance organizational stakeholder acceptance or readiness for the
change” (Rowe et al., 2013, p. 8). It is essential to engage key stakeholders early in this planning
stage as their ideas are valuable, and early engagement increases the likelihood of successful
change (Kotter, 2007). Participants engaged in conversation that guided them through
articulating student services that addressed student needs and program aspirations. The service
design approach “takes an outside-in perspective, driven through real business objectives, while
considering the organization’s capabilities” (B. Reason et al., 2015, p. 12). The desired outcome
of this action planning activity is to provide RRU Student Service staff the opportunity to
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explore possibilities and further early thinking on potential research recommendations. The next
section details the data collection methods for the inquiry.
Systems Analysis of the Inquiry
A closer look at the RRU organizational systems that supported this initiative revealed
several possibilities to influence change. My research was designed to engage participant groups
in a way that resembles Oshry’s (2007) relational system of tops, middles, and bottoms of roles
in the organization. It removes the burden of action from the top and the feeling of powerlessness
from the middles and bottoms. A systems analysis map that details the context of this project is
provided in Appendix D. The systems map presents two stages of research, defined by the
participant groups and engagement activities. The first stage is presented on the left of the
diagram and the second stage is presented on the right. The flow of the research design moves
from the top-left to the bottom-left and carries on to the bottom-right and up to the top-right.
As I am external to the organization, my awareness of internal processes was limited,
which I viewed as an advantage because it enabled me to ask legitimately curious questions. I
chose to conduct two iterative cycles in this project’s discover and dream phase, as it afforded
me more time to learn the organization’s context. My location in the system and the
organizational context suggested data collection methods begin by sensing and exploring before
pursuing the literature review on emerging topics or more substantial engagement methods.
Therefore, my research plan included a set of multimethod sequential priorities to form a
research model that oriented me to the context and enabled me to disseminate more relevant
research to the organization (Morgan, 2014; Rowe et al., 2013).
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Inquiry Participants
I engaged representatives from different employee groups across the institution to
encourage dialogue on a topic of shared interest for this inquiry. The participant groups varied
for the two stages of the research process. The first stage of research engaged eight senior leaders
out of a total of approximately 450 RRU staff. First-stage participants included the following
RRU members: Associate Vice President SAS (Project Sponsor); members from the academic
team who developed the challenge-based learning program, and the remaining participants were
Student and Academic Service leaders. The research participants have a vested interest in the
program implementation, and my organizational partner indicated an interest in their
perspectives. These eight first-stage participants were identified by the organizational partner as
having information and expertise relevant to the inquiry due to their positions at the university.
After participation recommendations were made, I managed all email communication about this
study to solicit their participation. While a broader participant group would have been beneficial,
I maintained a sample size of eight participants to be mindful of my availability. I considered the
first stage of the research as an opportunity to gain insight into the philosophy and aspirational
vision of senior stakeholders before progressing to the second stage of research.
The second stage of research involved a larger participant group, which encompassed
staff who work more directly with students and included any participants from the first stage of
research who indicated an interest in the second stage of research. This broader participant group
provided an opportunity to those who were not identified for an interview previously. I invited
participants who engaged in the first research stage to recommend participants for the second
research stage. RRU staff who work in ancillary service areas, such as food services, the
bookstore, housing, or other areas of the organization, were out of scope for this study but may
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be considered in future research. Similarly, potential or actual students and other community
partners, organizations, or agencies, were not solicited for engagement in this study. Still, any
initiatives planned directly impact these stakeholders, and they might be ideal candidates for
future research. I was mindful that a smaller group would more easily converse at the actionplanning meeting, and I was initially worried that many participants would be recommended. I
received recommendations for a total of 17 participants. Without eliminating any of the
recommended participants, I sent 17 email invitations to potential participants. Nine participants
expressed interest, but one participant was not able to attend, so a total of eight participated. This
resulted in a meeting size that was appropriately sized for the meeting agenda and time allotted.
The meeting’s purpose was to make sense of the data collected thus far, collaborate, and
recommend options for action.
Inquiry Team
Additionally, I was supported to complete this inquiry by colleagues from my Master of
Arts in Leadership program, who I refer to as my inquiry team throughout this thesis. My inquiry
team voluntarily contributed their time to provide advice on study conduct and offered support
throughout the data analysis and creation of this thesis. In advance of engaging with this inquiry,
each inquiry team member signed an inquiry team member letter of agreement, which includes a
confidentiality statement (Appendix E). The inquiry team members included Su NichollsGaertner, Natassja By, Simon Kardnyal, and Jules André-Brown.
Data Collection Methods
Both the organizational context and the current reality of COVID-19 influenced data
collection methods in several ways. Although I discuss the ethical implications in the subsequent
section, I feel I should mention here that given the pandemic-related public health mandates, the
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RRU Research Ethics Board precluded face-to-face engagement. Further, early discussions with
my organizational research partner emphasized the need to conduct research promptly, as
COVID-19 had increased workloads across the organization.
The data collection methods included a series of semistructured interviews in the first
stage of research and an action planning meeting that used Lipmanowics and McCandless’s
(2014) W3 liberating structure-activity. Liberating structures are “a constellation of methods and
principles . . . designed with “the practical idea that simple shifts in our routine patterns of
interaction make it possible for everyone to be included, engaged, and unleashed in solving
problems, driving innovation, and achieving extraordinary outcomes” (Lipmanowics &
McCandless, 2014, p. 4). The W3 activity stands for “What, So What, Now What . . . and can
help groups reflect on a shared experience in a way that builds understanding and spurs
coordinated action” (Lipmanowics & McCandless, 2014, p. 196). In addition to the engagement
methods, I also wrote regularly in a research journal to make sense of the research process. Each
of these data collection methods is explored in this section.
Semistructured interviews allowed for content-rich qualitative data to be collected
through the creation of open-ended questions while a natural flow to the conversation was
maintained (Adams, 2010; Saldaña & Omasta, 2018). I chose to conduct individual interviews
because they provided scheduling flexibility and enabled me to solicit as many participants as
possible within the parameters of this study. In contrast to soliciting responses through a
structured survey, I also wanted to hear directly from participants so that I could ask follow-up
questions. While I recognized the interviews would be time-intensive to conduct, managing the
accuracy and analysis was also labour intensive. Adams (2010) noted semistructured interviews
contended with these time- and labour-intensive challenges; however, without direct experience,
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the commitment required was initially vague. As a novice applied researcher, the volume of data
collected was an eye-opening surprise and I ended up with 144 pages of transcribed interview
content. The semistructured interviews were recorded and transcribed using the transcription
software, otter.ai. While otter.ai is proficient at transcribing data, each interview was reviewed
multiple times and adjusted to capture the interview precisely before each participant validated
the content.
The liberating structure W3 activity was managed virtually using the technology
GroupMap.com. I modified the W3 liberating structure questions to use GroupMap.com to
structure the collaborative activities. The details of the activity are outlined in Appendix F.
GroupMap.com is highly configurable, both in the content display, buildable activity process
workflows, and inquiry design. The activities constructed for this inquiry provided an
opportunity for second-stage participants to make sense of first stage data, validate the
importance of topic areas, and establish a foundation for organizational change. I gathered data
from the virtual collaborative activities and recorded and transcribed the action-planning meeting
using otter.ai. The data gathered informed the literature review topics, which subsequently
formed the basis for the research projects’ recommendations.
In addition to the data collected from engaging with participants, I captured my
reflections of the research process using Atlas.ti’s memo functionality. Saldaña and Omasta
(2018) claimed, “Observations are best documented in some way . . . for recall and analytic
reference” (p. 38). Nowell et al. (2017) added, “Reflexivity is central to the audit trail” (p. 3).
Writing memos of my research process was particularly helpful as I analyzed the data because I
was simultaneously teaching myself Atlas.ti and was able to retrace my steps to ensure coding
consistency across multiple semistructured interviews. Returning to my reflections also helped to
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identify the research themes, zoom in and out of my data, capture topic areas for literature
review, make sense of my research process and experience, and prepare this thesis. The next
section discusses the study conduct.
Study Conduct
In the early phase of this inquiry, while I waited for approval of the ethics application, I
practised my data collection methods with my inquiry team members. After the ethics approval
was in place, I began the discovery phase of AI and I sent out the individual semistructured
interview email invitation (Appendix G) to solicit engagement. This email invitation included the
attachments, research information letter (Appendix H), and the individual semistructured
interview consent form (Appendix I). I contacted potential participants at their RRU email
address. As an external researcher, I had no direct power-over issues to consider when
circulating these research invitations and was able to manage communication with the
participants directly. I disclosed my organizational partner in case there may be perceived powerover issues with our partnership. I clearly stated participation was optional and decisions to
participate would be kept confidential. The semistructured interviews were estimated to take 1
hour, and the action planning meeting was estimated to take 75 minutes. The semistructured
interview was scheduled at the participant’s convenience and the action planning meeting was
scheduled approximately 2 months after completing the semistructured interviews.
In this first stage of research, I sought to understand the aspirations for the challengebased learning program. Felix and Lerner (2017) argued, “By starting projects at a high level
with their philosophy, teams have a chance to align and gel around an organizing idea” (p. 62).
The individual semistructured appreciative interview questions (Appendix J) explored desired
project outcomes and the ideal state at greater depth (Lipmanowics & McCandless, 2014; Stroh,
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2015). Recording each interview allowed for data transcription. I confirmed consent before
recording each interview. Before proceeding to the action-planning meeting, I completed the
initial data analysis and outlined the key themes of my findings in an infographic. This
infographic presented in both anonymized and themed data for the next stage of research.
The second stage of research engaged eight individuals who were recommended by first
stage participants. This 75-minute action planning activity allowed participants to make sense of
the data collected and recommend actions. I circulated the initial data analysis and key themes of
my findings in advance of the activity. The action planning meeting was held virtually and
utilized GroupMap.com, which allowed the participants to contribute both verbally and virtually
(Lipmanowics & McCandless, 2014). To initiate the meeting, I sent the collaborative action
planning meeting email invitation (Appendix K). This action planning meeting email invitation
included the attachments, research information letter (Appendix L), and action planning meeting
research consent form (Appendix M). I contacted participants at their RRU email address. Once
the invitees agreed to participate and submitted the action planning meeting research consent
form, I replied to each participant with the meeting Zoom link and the action planning meeting
agenda (Appendix N), which included the reflection question for the Part 1 activity to establish
the group’s shared purpose. Participants also received the first-stage data analysis and key
themes of my findings to assist with orienting their independent reflection and preparation for the
meeting (Appendix O). I started the meeting with an introduction to the project’s purpose and
oriented participants to the virtual space and our time together. A copy of the action planning
meeting exercises is provided in Appendix F, and the participant contributions are provided in
Appendix O and Appendix P. The action planning meeting included three steps. Step 1 created
an opportunity for the group to reflect and share a positive experience of student service
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(Appendix O). Step 2 provided an overview of the approach to data analysis. Step 3 offered the
collaborative W3 activity to interpret and make sense of the first-stage research data and enabled
participants to formulate top essential ideas (Appendix P). To ease the transcription of data, the
session was recorded (consent forms and verbal permission was sought first).
Data Analysis and Validity
After conducting the eight semistructured interviews, I reviewed the interview content
through multiple iterations. I first corrected transcription errors generated by the transcription
software, otter.ai. I then returned the transcript to each participant for review, providing 2 weeks
for them to send me revisions. I ensured participants were informed that they could withdraw
their contributions if they no longer wished to be included in the research project. I also informed
participants that if either a request to withdraw participation or to revise the transcript were not
received, the data contributed would become part of the research. I received two transcripts back
with corrections and received no requests for withdrawal.
Next, I began coding the data. Each validated transcript file was uploaded into Atlas.ti.
For each iteration of coding, I approached each transcript in the order in which the interviews
were conducted. At first, I attempted to code the data using an IN VIVO coding method, which
captures direct statements from participants (Saldaña & Omasta, 2018). My initial attempt at
coding with IN VIVO was so precise, I generated over 600 codes for my first transcript. My
initial attempt at IN VIVO coding was overwhelming as I was learning Atlas.ti and had
unknowingly created codes for every comment that was of interest without categorizing all the
comments into categories. Phrases ranged from single words to large paragraphs, and I ended up
undoing my initial coding to start afresh.
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As my initial approach to coding did not work for me, I reviewed each transcript a second
time, creating codes initially by thematic stakeholder categories and then creating descriptive
subcategories to capture the essence of each statement. Thematic analysis is a flexible approach
that does not require significant expertise and is useful in evaluating multiple perspectives
(Nowell et al., 2017). The broad categories initially included student, service, program, and
institutional. Then, these broad categories were further delineated. When participants mentioned
something about the challenge-based program, I coded the statement with a broad thematic
stakeholder category titled, “program” that was further delineated with a descriptive subcategory.
For example, codes included program-philosophy, program-distinctive features, programchallenges and concerns, and program-core competencies, to name a few. My approach to data
analysis is also an example of the constant comparison analysis method; as the coding categories
evolved, I gained perspective of how the data were contextually related (Corbin & Strauss,
2008). Glaser and Strauss (2004) claimed the constant comparative method is proficient at
“generating a theory that is integrated, consistent, plausible, close to the data and at the same
time is in a form clear enough to be readily, if only partially, operationalized for testing in
quantitative research” (p. 103). After coding each transcript, I would use Atlas.ti to review which
descriptive subthemes were most prominent by taking note of the growing frequency count for
each code. I also used the word cloud option in Atlas.ti to zoom out of the data to see if any
words were frequently referenced. I managed my codes into code groups using the code manager
feature in Atlas.ti on a regular basis to keep myself organized. I then wrote about these themes in
my Atlas.ti memo reflections. While the thematic stakeholder coding and constant comparative
method of analysis were helpful in familiarizing myself with the breadth of topics covered, after
coding eight interviews totalling 144 pages of content, I noticed there a significant overlap in the
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stakeholder group perspectives, requiring some statements to be assigned to multiple descriptive
categories. I desired more clarity from my data analysis and my growing proficiency with
Atlas.ti gave me the confidence to trial an additional coding schema.
In the next iteration of coding, I sought to keep the five overarching research questions in
mind. With a significant amount of data, I found myself lost and I wanted to find an approach
that clearly aligned with my research inquiry questions. Silver and Lewins (2014) advised, “The
‘big picture’ is always relevant to your consideration of the detailed nuances” (p. 5). I returned to
each transcript and added new codes, Q1–Q5, so that I could categorize responses according to
each research question. I followed the same coding framework used previously, however this
time, the Q1–Q5 was the broad category, and within each Q1–Q5 broad category, descriptive
subthemes were created. I then exercised the constant comparison analysis method again (Corbin
& Strauss, 2008); although this time, I was more careful to return to previous transcripts if I
uncovered a descriptive subtheme that required a new descriptive code to be created in Atlas.ti.
In addition to creating descriptive subtheme codes, I also used the IN VIVO code functionality in
Atlas.ti to simultaneously capture participant phrases. After each transcript was reviewed, I
checked the frequency for each descriptive subtheme and made memo notes in Atlas.ti. I then
produced a word cloud for each of the five research questions and created a word cloud for each
subtheme if the descriptive subtheme showed a high frequency. Coding the data with the Q1–Q5
broad categories was helpful as it provided more control when theming the data. To analyze the
data, I used the query tool functionality in Atlas.ti to search various combinations of descriptive
subthemes. For example, I would write a query that searched for codes Research Question 1 and
Impact.
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At this point, I took a more holistic view. I did this in two ways. First, I reviewed the
code frequencies in Atlas.ti for each of the Q1–Q5 code groups and selected the most prominent
subtheme descriptors participants discussed. I wrote down the overarching themes for each Q1–
Q5 theme on separate sticky notes, and then sorted the sticky notes into groupings. Ryan and
Bernard (2003) described this as “pawing” (para. 41) the data, and stated, “by living with the
data, investigators can eventually perform the interocular percussion test—which is where you
wait for patterns to hit you between the eyes” (para. 41). Next, I reviewed my memo notes in
Atlas.ti to refresh my memory of observations that arose during my inquiry and coding process. I
returned to my sticky note groupings and iteratively collapsed groupings to arrive at the research
themes described later in the Chapter 4 findings. I then created a spreadsheet in Microsoft Excel
for each of the themes. I queried Atlas.ti using both the thematic stakeholder code groups, and
the Q1–Q5 code groups and the subtheme descriptors captured on the sticky notes to find IN
VIVO phrases for each of my research themes. I exported my query report into a PDF file so that
I could transfer interesting select phrases to the Microsoft Excel spreadsheet. I found it easier to
categorize my subthemes in Microsoft Excel, as I was able to use the filter function and compare
differences in subthemes and complete comprehensive queries for select phrases in each research
theme.
Once I had captured a comprehensive list of select phrases for each research theme, I
created a blank page in canva.com and copied all the 30 subthemes onto one page. Canva.com is
a graphic design platform that supports the creation of visual content. This analysis approach
mirrored the “pawing” (Ryan & Bernard, 2003, para. 41) approach used with the sticky notes,
except I was now working towards making the data available in a presentable format. As I
moved text boxes that included the subthemes around the page, I noticed there were four
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overarching categories of subthemes. By arranging the subthemes, I was able to create four
categories. I then sent a request to my inquiry team to review my themes and subthemes, and
exchanged ideas for different ways I could name each of the concept categories, and the
presentation using the four-color quadrant circle. I integrated their feedback to create titles for
each of the four categories. These overarching subthemes formed the four concepts introduced in
Chapter 4.
Finally, I used canva.com to produce an infographic. I was inspired to use the circle as it
represented wholeness. This circle metaphorically symbolized all perspectives as belonging,
which seemed appropriate given that participants had often referenced their approach to serving
students and respected the many facets of their experience. Essentially, they were whole beings
themselves. I found a circle image in canva.com that had four colours for the categories of
subthemes. Simons and McCormack (2007) stated, “Working with metaphor, we can see how
themes and patterns form an integrated whole and carry a message beyond formal explanation,
reshaping the text from a unidimensional form to one that has multiple layers” (p. 295). I also
wanted to share the select phrases captured in the data analysis with participants and create Word
Art Circles as a creative expression of each research theme. As I created both the Word Art
Circles and the circle design for the four concepts, I reflected how the circle design symbolized
my experience of using a thematic stakeholder approach to coding as perspectives overlapped in
the data analysis and became integrated as one.
It was helpful to shift to a visual representation of my data to change my perspective.
While Word Art Circles might be a subjective form of art, they achieved the same objective as an
arts-based method because it “evokes different ways of knowing and understanding” (Simons &
McCormack, 2007, p. 292). I discovered that while Atlas.ti provides word cloud functionality, it
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does not allow select phrases to be strung together. I trialled several web-based word cloud
generators to settle on wordclouds.com as I was able to configure the size, shape, font, and text
colour to create Word Art Circles by copying the select phrases from Microsoft Excel for each
research theme. Each Word Art Circle is a product of many iterations to reduce the number of
select phrases to the most essential representations for each theme. This iterative approach to
creating the Word Art Circles illustrates another example of using the constant comparative
method (Glaser & Strauss, 2004), while “pawing” (Ryan & Bernard, 2003, para. 41) the IN
VIVO selected phrases during data analysis.
For each Word Art Circle, I calculated the frequency of select phrases for each subtheme
category and concept category. A further calculation produced the percentage for each subtheme
and four concepts. The percentage calculations were used to produce pie charts in Microsoft
Excel. Each Word Art Circle followed this same calculation method, and I created two pie charts
for each Word Art Circle, one with a subtheme view, and the other with a concept view. Before
moving the data into the infographic, I adjusted the colours to retain consistent subtheme and
concept colours throughout the infographic. While the colors have relevance, the font size and
angle of each select phrase result from the wordcloud.com generator. The creative process
required finding a balance between legibility and meaningful phrases in a visually appealing
way. The infographic was an initial research output that captured the data analysis from the first
stage of this research inquiry.
For the data analysis following the action planning meeting, I utilized IN VIVO and
process coding to make sense of the data gathered from the participant discussion (Saldaña &
Omasta, 2018). As discussed later in Chapter 4, the arts-based presentation of Word Art Circles
did elicit participant reactions and information was gathered, which affirmed “how the creative
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arts can elicit and portray the essential values of a program to promote usable knowledge and
understanding” (Simons & McCormack, 2007, p. 294). The process coding approach framed the
data collected into actionable ideas, whereas the IN VIVO approach helped participants
recognize the trustworthiness of the data (Saldaña & Omasta, 2018). Presenting the initial data
analysis and key themes of my findings to both participant groups allowed for member checking
and supported the institutional change process by helping participants validate and contribute to
the direction of this research (Birt et al., 2016). I also reviewed my journal to mitigate my
interests and biases before finalizing the data analysis process. Similarly, I called upon my
inquiry team to support my data analysis. While the data analysis process was iterative and
lengthy, my detailed research notes suggest my data analysis has good reliability. Further, the W3
activity validated the outcome of the first stage data analysis. However, given that the analysis
arose from participant perspectives, an expanded group of stakeholders might present new
information to consider. These research outcomes will be expanded upon in the future.
The application of both a qualitative and quantitative approach to the data analysis
presented an interesting perspective that solicited conversation at the action-planning meeting.
Presenting the select phrases and their associated subthemes and concepts allowed participants to
take a more conceptual view of the data and hopefully inspire new ways of thinking through
what potential next steps make sense for SAS at RRU as it relates to the challenge-based learning
program and the future West Shore campus.
Ethical Implications
As an RRU student pursuing research involving humans, I submitted a Request for
Ethical Review from the RRU Research Ethics Board, which was approved before I undertook
this research. I demonstrated that my proposal adhered to the Tri-Council Policy Statement’s
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principles of respect for all persons, concern for welfare, and justice (Canadian Institutes of
Health Research et al., 2018). As a researcher, I recognize it is essential to “do no harm”
(Saldaña & Omasta, 2018, p. 192) and only provide positive benefits. While the research did not
involve vulnerable populations, giving appropriate care to support the participant groups’
relationships demonstrated respect for all persons. The participants are colleagues and share a
common interest in contributing expertise toward the vision of this project. I was careful in my
engagement with them to ensure they could provide informed consent and were aware they had
the right to withdraw. I also maintained the confidentiality of their contributions. The risks
involved in participating in this inquiry were minimal, and the benefits outweigh the risks.
Demonstrating good relations starts well before the research begins. In residency,
Professor Teara Fraser explained that process ethics “is the procedure of telling the story of how
you are demonstrating good relations” (T. Fraser, personal communication, July 7, 2020). I
sought to proceed thoughtfully to support positive change while being transparent in my actions
and respecting the opportunity and privilege bestowed upon me. I informed participants
adequately and gained their consent before engaging them in the inquiry process. I also
considered details such as the power dynamics of participants and their roles in the hierarchical
organizational structure before sending out the invitations. Prior to running the action planning
meeting, I confirmed that no power-over relationships existed for attendance. Following the
advice of researchers, I planned thoughtfully to mitigate ethical dilemmas and create conditions
for authentic and expressive conversations (IDEO, 2015; Lipmanowics & McCandless, 2014;
Saldaña & Omasta, 2018).
All participants submitted completed research consent forms before contributing to this
research, and verbal consent was sought before recording using Zoom functionality. The research
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consent form specifically referenced that both otter.ai and Groupmap.com store data in the
United States using Amazon Web Services. It also conveyed that Groupmap.com required their
email address to access the software, and they may deregister after the meeting if they choose to.
It was also conveyed that those contributions were configured to remain anonymous to other
participants and me, as the principal investigator.
Chapter Summary
In summary, this chapter discussed the action research engagement methodology, using
an appreciative inquiry stance for the first stage of research for the semistructured interviews,
and service design framing in the second stage of research for the action planning meeting.
Inquiry participants, data collection methods, study conduct, and data analysis and validity were
also reviewed. I closed this chapter with a discussion of the ethical implications. The next
chapter discusses the inquiry findings, conclusions, as well as the scope and limitations of the
research.
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Chapter Four: Inquiry Findings
In this chapter, I describe the research findings and conclusions that are based on the
analyzed first and second stage data collected from this inquiry. The principal inquiry question
for this research topic was: How might RRU design innovative and student-centred services to
complement the competency-driven and challenge-based learning undergraduate program for the
West Shore campus? The subquestions for this research were as follows:
1. What are the stories staff and others tell about successes and innovations in studentcentred services they have experienced at RRU?
2. What is particularly innovative about this challenge-based learning program?
3. What might be the relationship between the competencies of the challenge-based
learning program and the potential design of a responsive student services approach
for RRU?
4. How might Student and Academic Services best be designed to complement the
challenge-based learning program?
5. How might RRU pilot innovative student services specifically for the challenge-based
learning program and prepare for the future West Shore campus?
Interview Findings
This study gathered perspectives from key organizational stakeholders that had an
interest in the success of the student services offered that complement the new challenge-based
learning program. This section details the results of the analyzed data which was described in
Chapter 3. The first stage of this inquiry engaged eight key stakeholders in semi-structured
interviews and the results were made available to second-stage participants in an infographic
(Appendix C). For the second stage of research, eight participants engaged in an action-planning
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meeting that produced additional data to further inform these research findings. In this section, I
initially present the findings of the first stage, and then conclude with the findings of the secondstage action planning meeting.
The key themes arising from the first stage of this research are presented as Word Art
Circles on separate pages of the infographic (see Slide 4 in Appendix C) as well as the Table 1.
The themes directly relate to the research inquiry questions and the Word Art Circles include
direct snippets of phrases from participants in the first stage of the inquiry. While some themes
obviously follow the research questions, such as the themes Proud Moments’ (Research Question
1), Challenge-Based Learning Program (Research Question 2), Pilot Ideas (Research Questions 4
and 5) and West Shore Campus (Research Question 5), other themes emerged from the data
itself. The themes I had not anticipated were Shifting Demographic (Research Questions 2 and
5), Engaged Communities (Research Questions 1–5), Student Transitions (Research Questions
2–5), Learning Environment (Research Questions 2–5), Design Considerations (Research
Questions 3–5), and Building for Change (Research Question 4–5). These unanticipated themes
emerged as frequently coded topics using the descriptive coding method.
The subthemes for each theme were determined by further analysis of the select phrases
in each Word Art Circle. Each theme generated four to six subthemes and was evaluated
independently without the intention of finding similar subthemes across the themes. The
subthemes are bulleted and nested under the themes in the table below and shown under each
Word Art Circle of the infographic. The subthemes offer a descriptive word that summarizes the
category of select phrases in the Word Art Circle and do not attempt to respond to the research
question directly. This qualitative interpretation distances the subthemes from the themes while
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the select phrases reflect participants’ words. Table 1 presents a summary of the key themes and
subthemes.
Table 1
Themes and Subthemes
Theme and Subthemes

Theme Description

Proud Moments
• Identity
• Impact
• Resilience
• Relational
• Indigenous

Highlights positive stories that Student and Academic Services
leaders tell about their experiences at RRU.

Challenge-based learning
program
• Impact
• Opportunities
• Community
• Experiential
• Resilience

Distinguishing features that describe the Challenge-based
learning program at RRU.

Student Transition
• Resilience
• Awareness
• Experiential
• Student Community
• Critical Thinking
• Respect

Perceptions of the experiences students will have as they enrol in
the Challenge-based learning program at RRU.

Shifting Demographic
• Identity
• Community
• Opportunities
• Impact
• Indigenous

Perceptions of institutional change that the Challenge-based
learning program will have on RRU.

Affiliated with: Research Question 1.

Affiliated with: Research Question 2.

Affiliated with Research Questions 2–5.

Affiliated with Research Questions 2 & 5.
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Theme and Subthemes

Theme Description

Learning Environment
• Experiential
• Opportunities
• Collaboration
• Finding balance
• Safety to be
vulnerable

Perceptions that describe how the learning environment will be
experienced.

Engaged Community
• Student community
• Student-RRU
community
• RRU community
• External to RRU
community
• Indigenous-RRU
community

Highlights the various configurations of people and communities
that will be engaged as the Challenge-based learning program is
delivered. In other words, “Who should be involved?”

Pilot Ideas
• Activities
• Values
• Processes
• Roles

Describes various student service pilot ideas that might
complement the Challenge-based learning program, and/or
prepare for the West Shore campus. In other words, “What
activities make sense.”

Design Configuration
• Engaged community
• Integration
• Respect
• Strategy

Describes potential opportunities for how various activities can be
approached as Student and Academic Services supports the
implementation of the Challenge-based learning program. In
other words, “How should we work together?”

Building for Change
• Engaged Community
• Experimental
• Considerations
• Needs
• Strategy

Presents the perceptions of how Student & Academic Services
might build capacity and grow their services in preparation for the
West Shore campus. In other words, “How do we find leverage?”

Affiliated with Research Questions 2–5.

Affiliated with Research Questions 1–5.

Affiliated with Research Questions 4 and 5.

Affiliated with Research Questions 3–5.

Affiliated with Research Questions 4 and 5.
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Theme and Subthemes

Theme Description

West Shore
• Engaged Community
• Innovation
• Inclusion
• Humanity
• Strategy

Presents the opinions and perceptions of how Student and
Academic Services might approach their service delivery model
for the West Shore campus.
Affiliated with Research Question 5.

Discussion of First Stage Findings
The findings from this study focus on the significance of the challenge-based learning
program as well as the perceptions and ideas of how SAS services can best complement the
challenge-based learning program. Participants in the first stage of research were obviously
dedicated professionals and were keen to contribute as much information as possible to further
this initiative on behalf of the university. Their extensive contributions covered a broad range of
topics, which provided me with a lot of data to analyze. As I was not a member of the
organization, this was both a gift and a challenge. It helped me become familiar with the culture
of SAS and its relationship to key faculty members, but challenging as the span of information
was comprehensive and any one theme could become a research project in and of itself. As a
result, the presentation of my findings arises as if looking through a mirror shining back towards
the organization.
Another key observation is that the themes are tightly knitted together and affiliated with
multiple research questions. Visually, I imagined the Word Art Circles forming a network posted
on a large mural to represent their interconnectivity. In place of a large mural, I opted to present
the overlap of the themes using the multilayered circle diagram as shown on the infographic in
Appendix C. One example of this interconnectivity relates to the Engaged Community Word Art
Circle. It was clear to me that RRU has a strong sense of community from my engagement with
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first stage participants in that each of the research questions touched on the Engaged Community
theme somehow. The Engaged Community Word Art Circle highlights the different types of
communities that exist inside and outside the organization. Thus, even when not specifically
referenced in a subtheme, there is a connection to the Engaged Community Word Art Circle.
In the following section, I discuss the 10 themes supported by one or two relevant
quotations from participants. These quotations were obtained from the semistructured interviews
conducted in the first research phase.
Theme 1: Proud Moments
The Proud Moments theme highlights positive stories that SAS leaders tell about their
experiences at RRU (see Slide 5 in Appendix C). The following subthemes were: relational,
impact, Indigenous, identity, and resilience. These subthemes are presented from most prominent
to least prominent. The Proud Moments theme is affiliated with: Research Question 1.
Subtheme 1A: Relational. The most prominent subtheme in the Proud Moments Word
Art Circle was Relational, and this subtheme captured any phrase that referenced the relational
connections in esteemed stories. I categorized 16 phrases with the Relational subtheme in the
Proud Moments Word Art Circle. Sometimes esteemed stories presented themselves outside of
the specific research question and arose when participants discussed the CARE team service
offering, which was customized to work well at RRU. Participant #6 stated, “We’re small, but
[being a smaller organization] allows us to really leverage the relationships and connections that
we have across campus.”
Subtheme 1B: Impact. Participants shared they felt proud of the impact they had while
working at RRU. The subtheme of Impact was the second most prominent in the Word Art
Circle for the theme Proud Moments. I categorized 11 phrases with the Impact subtheme in the
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Proud Moments Word Art Circle. Participant #4 noted, “The turnaround and the impact that we
have [with applied learning] is almost instantaneous. And it happens all the time.”
Subtheme 1C: Indigenous. The next most prominent subtheme for the Proud Moments
theme arose from a topic that seemed to form a common thread in many SAS leaders’ stories,
which seemed to appreciate opportunities to honor and serve Indigenous communities at RRU. I
categorized five phrases with the Indigenous subtheme in the Proud Moments Word Art Circle.
Therefore, references to honoring Indigenous communities were categorized with the Indigenous
subtheme. A participant stated,
The Four Feathers Writing Guide . . . which takes the process of academic writing and
situates it within an Indigenous perspective, specifically for Indigenous students, but also
for others to reflect on how writing and knowledge transfer . . . marries up within and
between the Indigenous world and the university world. So, I think that is something that
students don’t necessarily get in other places, and this has been an innovation within our
own context. (Participant #8)
Subtheme 1D: Identity. As an outsider to the organization, I was struck by the positive
stories that SAS leaders shared. They shared stories that highlighted appreciation for pursuing
ambitions that were unique and perhaps nontraditional. Further, I got the sense that SAS leaders
felt they could be authentic and pursue meaningful work of significant impact to their
community. This led me to categorize such sentiments with the subtheme, RRU Identity, which
formed another subtheme for the Proud Moments theme. I categorized four phrases with the
Identity subtheme in the Proud Moments Word Art Circle. Participant #3 stated,
Student Services has done some amazing stuff . . . very much again, rooted in where I
feel the best . . . and the parallel to this program would be to look at where we’ve done
things that really speak to us . . . so that we aren’t copying what other people do.
Subtheme 1E: Resilience. Of course, it is expected to hear positive stories when
conversing with participants about what makes them proud. However, it was interesting to hear
those challenging experiences also hinted at the qualities of strength that they appreciated. One
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strength that stood out was the quality of Resilience, which formed another subtheme for the
Proud Moments theme. I categorized two phrases with the Resilience subtheme in the Proud
Moments Word Art Circle. One participant noted, “The people who are working in designing the
services would not even be working here if they weren’t really charged up about this idea of
imagining creative responses to student issues as they arise” (Participant #5). In the next section,
I present the findings for the Challenge-Based Learning Program theme and each of the
corresponding subthemes.
Theme 2: Challenge-Based Learning Program
The Challenge-Based Learning Program theme captured the distinguishing features that
describe the challenge-based learning program at RRU (see Slide 6 in Appendix C). The
subthemes that arose were Impact, Experiential, Opportunity, Resilience, and Community. These
subthemes are presented from most prominent to least prominent, however Opportunity and
Resilience has an equal number of phrases. The Challenge-Based Learning Program theme is
affiliated with: Research Question #2.
Subtheme 2A: Impact. The most prominent subtheme in the ‘Challenge-based learning
program’ Word Art Circle was Impact. I categorized 15 phrases with the Impact subtheme in the
Challenge-Based Learning Program Word Art Circle. It was clear the program would offer a
unique learning experience for students, but it also allowed RRU to distinguish itself from other
universities while promoting and realizing efforts that support the sustainable development goals.
Considering the many layers where impact could occur, starting with changing the mindsets of
youth and extending meaningful change to both the university and the broader community
highlights the significant opportunity this program presents for systems change. Participant #1
stated,
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It’s focused entirely on the sustainable development goals . . . and there is no other
undergraduate program, to my knowledge, that has this explicit focus as the centerpiece
of learning. So that kind of civic action citizenship piece becomes an important part. So
how do you use your education to build a better world?
Subtheme 2B: Experiential. The second most prominent subtheme for the ChallengeBased Learning Program Word Art Circle was related to Experiential learning opportunities. I
categorized 10 phrases with the Experiential subtheme in the Challenge-Based Learning Program
Word Art Circle. What I appreciate about the participant quotation below is it describes the
experience that students will have, which may help SAS staff consider helpful student services to
complement the learning needs. Participant #1 noted,
A lot of the learning is really quite autonomous. I mean, there are those kind of quick
study orientations to the Sustainable Development challenge at the beginning of each
challenge, but when it really gets down to doing the work, you as a student are expected
to get out there and learn about this, and talk to people in the community to understand
the local relevance of each issue . . . sometimes interviewing people in important
positions . . . and if you don’t do that work, you just simply won’t get through.
Subtheme 2C: Opportunity. The following three subthemes were of almost equal
proportion in the ‘Challenge-based learning program’ Word Art Circle. The subtheme
Opportunity identified new territory that was open for exploration. I categorized six phrases with
the Opportunity subtheme in the Challenge-Based Learning Program Word Art Circle.
Participants often described the program model as stepping away from discipline-specific
learning to instead approach learning across multiple disciplines without traditional boundaries.
Given the open-ended definition, the possibilities for new ways of thinking and creative
exploration seemed infinite which gives rise to new opportunities. Participant #4 stated,
The difference between project-based and problem-based learning, all of it is challengebased learning as the larger umbrella, but they will basically never attend a specific
subject course. So, everything they ever do is intentionally interdisciplinary or
transdisciplinary.
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Subtheme 2D: Community. Another key feature of the challenge-based learning
program was its’ connection to Community, which formed another subtheme. I categorized six
phrases with the Community subtheme in the Challenge-Based Learning Program Word Art
Circle. Connection to community was described as both a feature of learning, but also as an
identified need to sustain the institution as enrollment in the program increases. Participant #1
stated, “It has a very strong orientation towards the connection to the community. So, it really is
integrated with the community, with community stakeholders being part of the learning and part
of the context setting.” Another participant noted,
The challenge-based learning model is very much involved with community-based
projects, close and positive relationships with the community are going to be critical,
especially since we have not been a local university option for local, first and second-year
students before now, and many of our third and fourth-year students have not even
necessarily been on-campus. (Participant #2)
Subtheme 2E: Resilience. The least prominent subtheme of the Challenge-Based
Learning Program theme was the subtheme, Resilience. I categorized five phrases with the
Resilience subtheme in the Challenge-Based Learning Program Word Art Circle. Like the Proud
Moments theme, the Challenge-Based Learning Program theme also included the subtheme
Resilience. In contrast to the Proud Moments theme, where resilience often referred to SAS staff,
resilience in the Challenge-Based Learning Program theme referred to worries that participants
had for students’ ability to persist and feel supported. Participants worried about student’s ability
to persevere through challenging topics, deal with uncertainty and failure, and access supports to
manage collaboration effectively. Recognizing that the program has not yet launched, these
concerns represent perceived concerns that will be tested in the years to come.
While this subtheme refers to student resilience, there is an underlying message here for
SAS staff. The program represents an opportunity to support a new demographic of students
whose resilience will be tested due to the nature of the transition from high school, and this
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transition may not be as integrated as readily as other student populations. To support these
students, sustained efforts to build student supports will be required. This may, in turn, test the
resilience of SAS staff. Participant #1 noted, “I worry about the emotional resilience of students
to be able to be immersed in important, but also a little bit depressing global challenges on a dayin-day-out basis for two years.” Another participant asserted, “This type of learning provokes
different needs . . . I suspect we’re going to see a heavier emphasis on the teamwork support with
younger students” (Participant #3). Similarly, Participant #4 stated, “We don’t know what the
challenges are going to be that they are going to take on or the projects that they are going to do.
So, they need to be open to that and some things might work, and some things won’t.” In the
next section, I present the findings for the Student Transition theme and each of the
corresponding subthemes.
Theme 3: Student Transition
The Student Transition theme arose from perceptions of the student experience as they
enrol in the challenge-based learning program at RRU (see Slide 7 in Appendix C). The
subthemes that arose, in the order of most prominent to least prominent were Resilience,
Experiential, Awareness, Student-community, Critical thinking, and Respect. The Student
Transition theme is affiliated with Research Questions 2–5.
Subtheme 3A: Resilience. While it may seem that this is becoming a common pattern,
Resilience was the most prominent subtheme of the Student Transition theme. I categorized 15
phrases with the Resilience subtheme in the Student Transition Word Art Circle. As mentioned
previously, each of the Word Art Circles were analyzed independently, and the subthemes arose
naturally; there was no intention on my part to arrive at common subthemes across the various
themes.
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When participants spoke of resilience, they often described the challenges students
experienced when they transitioned from high school to postsecondary while simultaneously
experiencing social and personal changes. One participant commented on how these transition
challenges would be amplified given the social inequities of the population the challenge-based
learning program intended to serve:
Most Student Services areas at other institutions where I’ve worked have been quite
focused mainly on the first- and second-year undergraduate experience because that is
where attrition happens, particularly in that first year . . . because they are going through
a time of transition . . . they’re usually between high school and university . . . they
between teenage-hood and adulthood . . . so they’re undergoing all kinds of social and
personal adjustments. (Participant #5)
Another participant stated, “Traditionally, this area – School District 62 . . . has been one of the
lowest, if not the lowest in the province in terms of rates of transition from high school to
postsecondary, especially to university” (Participant #2).
Subtheme 3B: Experiential. The next most prominent subtheme in the Student
Transition Word Art Circle was the subtheme, Experiential. I categorized nine phrases with the
Experiential subtheme in the Student Transition Word Art Circle. The subtheme Experiential
highlighted the embodied experiences students have as they transition to postsecondary studies.
The transition to adulthood posed its own unique experiential process. Participant #1 referenced
the experiences that arise from changing educational contexts and the support required to
manage this successfully. I was also struck with Participant #3’s direct reference to the transition
to adulthood, as it highlighted that transitioning to adulthood may very well be the predominant
experience that filters all other experiences. Another participant noted,
I think there are some fairly significant adjustments that we’re going to have to make.
One of them is . . . and I think it’s probably true in all universities . . . is helping students
from high school sort of navigate the new expectations around autonomy, and selfdiscipline that are expected at university. (Participant #1)
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Furthermore, Participant #3 stated, “There’s so much going on for them as first-year students;
there’s the transition to adulthood.”
Subtheme 3C: Awareness. The third most prominent subtheme of the Student Transition
Word Art Circle was the subtheme, Awareness. I categorized eight phrases with the Awareness
subtheme in the Student Transition Word Art Circle. Participants referenced that students may be
self-conscious and quite aware of their connection to their environment and others. They
believed experiences of the challenge-based learning program might intensify this sense of
awareness given the emotional resilience required to endure. One participant stated,
This is an age . . . we’re talking about 18- or 19-year-olds . . . where maybe what your
peers think about you is pretty much as important as it gets. So being willing to be
vulnerable in that kind of context, that’s a tough one and a big learning curve.
(Participant #1)
Subtheme 3D: Student-Community. The next most prominent subtheme of the Student
Transition Word Art Circle was the subtheme, Student-Community. I categorized five phrases
with the Student-Community subtheme in the Student Transition Word Art Circle. The
experience of orienting to a new community of peers is a part of experiencing transition. The
Student-Community subtheme arose from references to this community of peers. Participant #6
described SAS initiatives that were designed to engage students in developing themselves and
connecting with each other to make the most of their university experience:
Engaging students in opportunities where they are taking the learning and applying it into
different kinds of extracurricular experiences, particularly in the areas of service where
they’re generating those opportunities to build experience, to build a resume, to build a
relationship and to build a network.
Subtheme 3E: Critical Thinking. The next most prominent subtheme in the Student
Transition Word Art Circle was the subtheme, Critical Thinking. I categorized three phrases with
the Critical Thinking subtheme in the Student Transition Word Art Circle. A major part of the
transition to adulthood is the heightened awareness of choice. Choice can significantly affect life
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trajectories, and students may need some assistance in making good choices in this regard.
Thinking through these options requires discerning attention and critical thinking, thus it makes
sense the subtheme for Critical Thinking was present. When Participant #3 spoke of the
competencies for the challenge-based learning program, they emphasized promoting critical
thought alongside emotional intelligence. Participant #5 suggested that SAS support continues to
help students think through their decision to withdraw from the program. Another participant
noted,
So, the sort of Bloom’s Taxonomy stuff, the higher order thinking around problem
solving and synthesizing . . . beyond memorization and comprehension . . . but at the
same time, there’s also an emphasis on the self-regulation and self-engagement,
communication skills and teamwork are part of it as well. (Participant #3)
Further, Participant #5 stated, “The most obvious answer is that you want someone to be able to
help them with that exit decision [if the student decides to withdraw from the program].”
Subtheme 3F: Respect (for the human experience). The final subtheme in the Student
Transition Word Art Circle was the subtheme Respect. I categorized three phrases as Respect,
and this subtheme was tied with the Critical Thinking subtheme in the Student Transition Word
Art Circle. As participants spoke of student transitions, I noted a real honouring of the
significance of that experience. I labelled this subtheme as Respect for the student experience.
What I appreciated about the sentiment noted below is that it highlights reciprocity in this
celebratory experience. It showed benefits for both students and SAS staff members while
promoting positive esteem and energy for persistence. The emphasis on maintaining positive
momentum through the student journey highlights respect for the student experience and seems
to underlie the mindsets of SAS leaders. One participant noted,
The welcome ceremonies that are done, where . . . it gives us a sense of welcoming you
. . . and that is all really thought through . . . like celebrating your coming, celebrating
that you’ve made it through your first batch of exams, and that celebration is actually not
just an afterthought. (Participant #3)
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Respect has shown itself as a repeated subtheme across Theme 3F, 7C, 8B and 10B (Humanity).
In the next section, I present the findings for the Shifting Demographic theme and each of the
corresponding subthemes.
Theme 4: Shifting Demographic
The Shifting Demographic theme arose from the perceptions of institutional change that
the Challenge-Based Learning Program will have on RRU (see Slide 8 in Appendix C). The
subthemes that arose, from most prominent to least prominent were Identity, Opportunity,
Impact, Indigenous, and Community-External to RRU. The Shifting Demographic theme is
affiliated with Research Questions 2 and 5.
Subtheme 4A: Identity. The most prominent subtheme for the Shifting Demographic
theme was the RRU Identity. I categorized 13 phrases with the Identity subtheme in the Shifting
Demographic Word Art Circle. Every participant referenced feeling a sense of pride for serving
the current midcareer demographic and all participants emphasized the program would attract a
demographic of students they had not yet supported previously.
Considering the student demographic will change as younger students enter the program,
I was struck that there will be a period of time as SAS staff adjust and adapt to new ways of
thinking about the RRU identity. I wondered if there are opportunities to expand their sense of
identity by seeking out examples to formulate new frames of reference to ground the work,
develop shared vision and formulate a renewed identity. Participant #6 commented on the impact
this would have on the services delivered. Participant #7 observed the impact to the RRU identity
directly. Participant #6 also stated, “For Royal Roads to venture into a traditional format with
traditional age students on a traditional student path. That in and of itself is very unique for us.
And so, it’s a shift from everything we sort of built our services around.” And another participant
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noted, “It will change how we see ourselves . . . at a fundamental level. We’ve always been
mostly a graduate program university, with some completion programs for undergraduates, but
not many” (Participant #7).
Subtheme 4B: Opportunity. The second most prominent subtheme was labelled as
Opportunity, which represents some opportunities for SAS to consider as they adapt their
services to meet needs that may not have required as much attention previously. I categorized
eight phrases with the Opportunity subtheme in the Shifting Demographic Word Art Circle.
Although Participant #4’s statement referred to the current RRU demographic, it juxtaposed a
shift in behaviour that may actually become more prevalent with a younger demographic. This
may be a new experience for RRU to contend with as the student demographic changes.
Participant #8, while providing a specific example about navigating academic literature, touches
on another key opportunity for SAS to be aware of as the demographic changes, in that naturally,
everyone will have assumptions that transcend the different demographics and generations.
Participant 4 stated, “[For our current demographic] I’m not so much worried about
helicopter parents coming in and trying to fix something for their kid. That’s a different set of
concerns, with a completely different demographic of students.” Another participant noted,
I think [being aware that students, faculty and staff may not have the same understanding
of reliable information sources] that’s the leap that we all have to make
intergenerationally . . . is those assumptions about the format and credibility of sourcing
reliable information . . . it is a piece that changes over time . . . and that intersection of
how the library, as well as instructors provide the context of what is reliable information
and what the expectations are of an academic environment . . . it is something we haven’t
done a lot of as an institution because we have so few lower-level undergraduate
programs. (Participant #8)
Subtheme 4C: Impact. The next subtheme that emerged considered the impact the
shifting demographic will have on RRU. I categorized seven phrases with the Impact subtheme
in the Shifting Demographic Word Art Circle. Participants referenced that first-year entry and
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pathways to complete an entire undergraduate degree at RRU represented potential to have great
impact given that relationships could be sustained for longer periods of time. Participant #4
stated, “What we haven’t had before, is a student for 4 years. And there’s time to go into greater
depth with someone who’s a full-time student for 4 years.”
Subtheme 4D: Indigenous. Another significant shift in demographics formed the
Indigenous subtheme. I categorized three phrases with the Indigenous subtheme in the Shifting
Demographic Word Art Circle. Participants shared the hopes for increasing enrolment to serve
local Indigenous communities in the West Shore region of south Vancouver Island. The
significance of this statement is not so much the increased enrolment, but the requirement to shift
mindsets to connect to students in a different way. One participant stated,
[In contrast to supporting the international student population] . . . the students that will
be coming into first and second year will mostly be from here, and deeply connected here
. . . and I think we’re going to have to shift our thinking around, how these [students] are
connected to the community as we are not introducing these students to a new
environment. This is their community. (Participant #2)
Subtheme 4E: External-RRU Community. The final subtheme for the Shifting
Demographic theme refers to the External-to-RRU Community. I categorized one phrase with
the External-RRU Community subtheme in the Shifting Demographic Word Art Circle. Like the
subthemes above, where there is an external focus with a sometimes subliminal and
consequential internal shift in thinking required, the External-RRU Community subtheme
accounts for an expansion of relationships, which support the demographic changes that require a
need to adjust priorities internally. One participant noted,
We’re going to need to do a lot more community building over the next couple of years
to have people begin to think of RRU as a local university for their children graduating
[from high school] . . . we have to change the perception of not being an educational
institution for high school graduates, but as well, we also need to change, or expand, our
RRU community. (Participant #2)
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In the next section, I present the findings for the Learning Environment theme and each of the
corresponding subthemes.
Theme 5: Learning Environment
The Learning Environment theme arose from the perceptions that describe how the
learning environment might be experienced (see Slide 9 in Appendix C). The subthemes that
arose, in the order of most prominent to least prominent were: Finding Balance, Safety-to-bevulnerable, Opportunities, Collaboration, and Experiential. The Learning Environment theme is
affiliated with Research Questions 2–5.
Subtheme 5A: Safety-to-be-Vulnerable. The most prominent subthemes in the
Learning Environment Word Art Circle were equal in relative proportion. I categorized seven
phrases with the subthemes Safety-to-be-Vulnerable in the Learning Environment Word Art
Circle. While the analysis of the Word Art Circle is qualitative and subjective, the grouping of
the two subthemes pose an interesting thought to consider. To support students to become their
best selves, the learning environment must create the conditions that allow students to have
courage to share parts of themselves that they may feel uncomfortable sharing. For the subtheme
Safety-to-be-Vulnerable, Participant #2 offered an approach that helps reframe challenging
experiences so that students develop courage to endure challenging learning opportunities:
“Emphasizing that every failure, or every kind of struggle or challenge is an opportunity to learn
and grow.”
Subtheme 5B: Finding Balance. Tied with the Safety-to-be-Vulnerable subtheme, the
Finding Balance subtheme also contained seven phrases. The subtheme Finding Balance
illustrates some key considerations to service delivery which may help foster a productive
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environment for sharing personal experience and learning. Participant #4 questioned how to best
strike this balance for students:
Do we try to counterbalance what they’re not getting from the lack of core structure? By
helping them more with study skills, organization and setting deadlines because their
courses aren’t going to have that as much. There will be some of that, but it is not the
same structure . . . or do you try to match the services with what you’re already offering
and double down on that? This is life. It is vague. There aren’t always rules. How far and
how fast do we want to push them to do things differently? I don’t know.
Participant #5 referenced the need to remain resilient to achieve success:
The way the program is designed . . . it’s going to be a challenge in and of itself . . . and it
is going to keep us on our toes . . . which I guess is really good to keep us alive. I hope
we don’t settle into the old conventions, because that’s not what we want here at all . . .
and let’s hope everyone can stay with that active mental edge that keeps us all alive and
keeps the program really vibrating with this intensity of the learning process.
Subtheme 5C: Opportunities. While the first two subthemes were equally represented,
the subtheme Opportunities was not too far behind and was supported by six phrases in the
Learning Environment Word Art Circle. In my review of these six phrases, three categories
emerged: time, space, and choice. The following quotations illustrate these three categories and
are shown in respective order. One participant stated, “Recognizing that in the first year, you’re
going to be doing a little more of your exploratory: Who am I? Why am I here? What am I
doing?” (Participant #6). Another participant noted, “So, place – both the natural environment
and the campus itself – can contribute significantly to the overall learning and community
experience” (Participant #2). Finally, Participant #5 asserted,
We may need a new approach to student advising, to find a clear way to serve as guides
on their academic path . . . and still to allow them as much flexibility as possible . . . so
they’re making the decisions, but we’re presenting the opportunities, or we are presenting
the opportunities so that they can make reasonable decisions along the way.
Subtheme 5D: Collaboration. The Collaboration subtheme of the Learning
Environment theme emphasized opportunities to collaborate at different times and places. I
categorized five phrases with the Collaboration subtheme in the Learning Environment Word Art
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Circle. Participant #5 emphasized the different types of collaboration the learning environment
provides. Students learn from each other, both inside and outside the classroom and there was
recognition that context sets the stage for both formal and informal collaboration. Further,
Participant #5 suggested opportunities for SAS engagement do not necessarily have to follow the
traditional formal arrangements of service delivery often seen in large universities. This
suggestion may expand the reach and impact that student and SAS collaboration might have if
time and place were considered more broadly.
It has a lot to do with having a community hub for students, because they will be in the
design lab, or in an innovations lab . . . they’ll be in these classrooms where they are
learning something about economics and other supporting subjects or courses . . . and
then they’ll also have time between these experiences where they need to relax and to
interact with each other and have lunch together. It is in this shared experience outside
the lab or the classroom where you can have a kind of informal Student Services
function, where you’re again, more of a guide-on-the side. (Participant #5)
Subtheme 5E: Experiential. Perhaps connected to the previous subtheme of
collaboration is the subtheme Experiential. I categorized four phrases with the Experiential
subtheme in the Learning Environment Word Art Circle. Participant #4 acknowledged it is not
just the students who are situated in this learning environment; staff and faculty are also
navigating their way through their experiences too. Reflecting on this sentiment allows me to
ponder the question, “how might students, faculty and staff learn from each other to cocreate
their ideal learning environment?” This perhaps hints at a potential future study. One participant
noted, “A lot of our instructors won’t have taught or managed a course in this way before. So, we
are all learning. They are all learning” (Participant #4). In the next section, I present the findings
for the Engaged Community theme and each of the corresponding subthemes.
Theme 6: Engaged Community
The Engaged Community theme highlights the various configurations of people and
communities that will be engaged as the Challenge-Based Learning Program is delivered (see
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Slide 10 in Appendix C). In other words, “Who should be involved?” The subthemes that arose,
in the order of most prominent to least prominent were: Indigenous-RRU Community, RRUCommunity, Student-RRU Community, Student Community and External-to-RRU community.
The Engaged Community theme is affiliated with Research Questions 1–5.
Subtheme 6A: Indigenous Community and RRU community. The most prominent
subtheme for the Engaged Community Word Art Circle was the relationship between the
Indigenous community and the RRU community. I categorized 11 phrases with the IndigenousRRU community subtheme in the Engaged Community Word Art Circle. The dash (–) between
Indigenous-RRU symbolizes the partnership relations between the two communities. The
prominence arose from references from most participants, but in selecting the phrases for the
Word Art Circle, I felt it was appropriate to represent the different territories in the region, as
well as noted efforts already underway. I also appreciated that the relationship with Indigenous
communities were a source of commitment, as shown previously in the Proud Moments Word
Art Circle, and I was struck by the possibility that prioritizing relationship building with
Indigenous communities might enhance positive regard and esteem for SAS staff, and perhaps
RRU more generally. One participant noted,
So, as part of the West Shore community, I think that greater relationship-building is
going to be essential between RRU and the wider community . . . like community
institutions, such as the schools, community centers, organizations, sports groups, arts
groups, music groups . . . any kind of extracurricular engagement that students might be
involved with within the community . . . as well, there is a fairly large Indigenous student
population in the West Shore . . . so we will need to do a lot of outreach with Indigenous
students . . . and families. (Participant #2)
Subtheme 6B: RRU Community. The second most frequent subtheme in the Engaged
Community Word Art Circle is referred to as the RRU Community. I categorized 10 phrases
with the RRU community subtheme in the Engaged Community Word Art Circle. I labelled this
subtheme RRU Community to encompass any members who were either faculty or SAS staff,
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mostly because I am still getting a sense for the organization and how everyone works together
as an outsider to the organization. Interestingly, several participants highlighted a similar interest
in figuring out how to best work together which is highlighted by the following quotation from
Participant #6: “It’s always helpful to connect with these people in the room . . . we are not just
engaging students, but also engaging staff in the work . . . so how do you work with us? How do
we work with you?” Participant #2 suggested one approach to achieving this: “We could do
more in terms of whole campus activities.”
Subtheme 6C: Student–RRU Community. The third most prominent subtheme in the
Engaged Community Word Art Circle was the Student-RRU Community. I categorized nine
phrases with the Student-RRU community subtheme in the Engaged Community Word Art
Circle. The dash (-) between Student-RRU symbolizes the relation between the two
communities. The participant quotations below offer some ideas for how SAS might best
complement the challenge-based learning program. What I extract from these sentiments is that
the desire to create a student experience that is relationally supportive, as all three participants
referenced shared experience. Yet, Participant #1 suggests making resources more focused:
“Maybe it’s more about there being key aspects of the program that invite Student Services in as
a more enduring relationship. As opposed to just making resources broadly available . . . maybe
it is just a little bit more focused.”
Participant #6 references challenges with scalability:
I think the challenges, are probably just the scalability . . . again, we’re a little school.
And we leverage that with our cohort model . . . where can we help create community in
different ways and different spaces?
Both Participant #6 and Participant #3 offered an approach to manage this scalability challenge.
Finally, Participant #3 stated, “You build that sense of tradition, not in a steeped, stodgy or
boring way, but it is in those things that create a shared experience.”
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Subtheme 6D: Student Community. The next subtheme for the Engaged Community
Word Art Circle was the Student Community. This community considers the student population
more generally. I categorized six phrases with the Student Community subtheme in the Engaged
Community Word Art Circle. The quotations Participant #3 offered highlight the emotional and
social needs that support student engagement and success: “So being with people in the same
boat and finding support for one another.” This same participant noted, “By the time you have
students moving through these four years, there should be a sense of community and different
people you can meet, and clubs and organizations and things to get involved” (Participant #3).
Subtheme 6E: External-RRU Community. The final subtheme was titled, External
Community-RRU-Community. I categorized three phrases with the External-RRU community
subtheme in the Engaged Community Word Art Circle. The dash (-) between External and RRU
symbolizes the partnership relations between the communities internal and external to RRU.
Relations with the external community seemed to fit into two categories. Participant #2 offered
an initiative that may more appropriately align with SAS initiatives or a student recruitment
function more generally: “We need to start building stronger relationships with the schools. And
also, the parents. The parents are still pretty influential in terms of deciding where their children
go to school and what they do after they’ve completed high school.”
Participant #4 explained the support provided to students in the challenge-based learning
program, which may be of interest to SAS as a potential area for partnership. “There is someone
responsible for finding the challenges and liaising . . . whether it’s community, business, or
government to structure the challenge . . . and most of them will be driven by the client.” In the
next section, I present the findings for the Pilot Ideas theme and each of the corresponding
subthemes.
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Theme 7: Pilot Ideas
The Pilot Ideas theme describes various SAS pilot ideas that might complement the
Challenge-Based Learning Program and/or prepare for the West Shore campus (see Slide 11 in
Appendix C). In other words, “What activities make sense?” The subthemes that arose, in the
order of most prominent to least prominent were: Processes, Activities, Values, and Roles. It is
important to point out that the Pilot Ideas theme is closely integrated with the following themes:
Engaged Communities, Design Considerations, and Building for Change (see Slide 11 as well as
Slides 10, 12, and 13 in Appendix C). The Pilot Ideas theme is affiliated with Research
Questions 4 and 5.
Subtheme 7A: Processes. The most prominent subtheme for the Pilot Ideas theme was
Processes. I categorized 19 phrases with the Processes subtheme in the Pilot Ideas Word Art
Circle. The labels for the subthemes Processes and Activities are closely connected, but
Processes seemed to represent ideas that required ongoing attention whereas Activities are more
discreet. Granted, there is some variability between the two subthemes depending on how
extensive these ideas truly are to implement and further consideration on what each would entail
is advised.
Participant #6 expressed a desire to collaborate and feasibly support the program: “It was
our way of saying . . . Okay, what resources do we have now? How do we make this work? How
do we embed ourselves [into the program]?” This conversational process may be visited
regularly, although how best to approach collaboration sustainably is a more critical question to
raise before the program launches. Participant #1 emphasized a process for shifting the
responsibility to students. Participant #1 stated, “It is really up to them to get the work done. And
it is up to them to map the course to their own successes.” Participant #1’s suggestion may offer

STUDENT-CENTRED SERVICES

138

one process that SAS could develop, which may simultaneously respond to Participant #6’s
concern.
Subtheme 7B: Activities. The second most frequent subtheme of the Pilot Ideas Word
Art Circle was Activities. I categorized 15 phrases with the Activities subtheme in the Pilot Ideas
Word Art Circle. As previously mentioned, in contrast to processes, activities seemed more
discreet. The distinction between the two is that activities may offer some ideas that could be
broken down into quick-win ideas that require less effort to implement. Participant #4 offered an
activity that may solicit direct feedback from students which may address the lack of student
voice in this study:
I dislike that kind of top-down approach to design. And so that’s why I say I’m the wrong
person [to ask about potential Pilot Ideas], because I’m not going to actually require these
services. I’d much rather sit down with a focus group of high school students. And say
what are the kinds of supports you would need?
Participant #1 shared an activity that is planned which might be leveraged or expanded with SAS
partnership:
We’ve tried to provide opportunities for the students to kind of develop a toolkit for, for
survival around dark topics. But, I mean, I’m not naive around that. I know that studying
a few topics, and maybe a few methods or procedures isn’t going to solve the problem.
This will be hard for some students. And it will, it will largely depend on the level of
resilience that they bring in with them.
Subtheme 7C: Values. The third most frequent subtheme in the Pilot Ideas Word Art
Circle were values. I categorized 14 phrases with the Values subtheme in the Pilot Ideas Word
Art Circle. Reviewing the phrases in the Word Art Circle, I see the values are adaptability,
community, empowerment, innovation, learning, respect, and wellness.
Value: Adaptability. Relating to adaptability, Participant #1 stated, “In terms of the
implementation of this idea, I think that there are probably a lot of entry points.” Similarly,
Participant #4 noted, “I see us asking our students to embrace some uncertainty, some
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nontraditional structures, and I think we have to do the same in terms of how we deliver our
services.”
Value: Community. In reference to community, Participant #2 noted,
Explore opportunities to meet with people, older students, maybe more mature students,
graduate students perhaps, or even third and fourth years that are doing work in areas that
younger students are interested in. Having opportunities to meet, having opportunities to
talk to them.
In addition, Participant #6 stated,
[The pilot] would include dedicated advisor resource that would really support the
student experience and the journey . . . that would be connected overall to the Student
Services team . . . and be really dedicated to that learning community in that first cohort
. . . really engaging students on the Royal Roads campus, in that space and place, outdoor
and indoor.
Value: Empowerment. Relating to empowerment, Participant #4 stated, “If we can trust
our students, we can empower them to make their decisions.”
Value: Innovation. Regarding innovation, one participant noted, “The parallel to this
program would be to look at where we’ve done things that really speak to us, we’re not copying
what other people do” (Participant #3).
Value: Learning. About learning, a participant stated,
I could do away with grading. I just don’t think it’s as relevant to our particular
demographic of students. I’d much rather focus on the learning, and the outcomes, then
the difference between a 75 and a 78, or an 83 and an 80. (Participant #4)
Value: Respect (demonstrating). About respect, Participant #3 asserted,
There’s one whole area that I haven’t spoken about . . . But I do want to make sure I do
this in a good way. And that’s that indigeneity should be not a thing that’s an add on. It
needs to be part of their [students’] understanding. And I do know that the intention is to
do that in the coursework, but ways to engage with, our Heron people Circle, with the
elders and old ones, with knowledge keepers . . . that [engagement] doesn’t become some
weird, special event thing.
Respect has shown itself as a repeated subtheme across Theme 3F, 7C, 8B and 10B
(Humanity).
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Value: Wellness. About wellness, Participant #1 stated,
Let’s not just be oriented towards what to do when things go wrong, but how to create
structures . . . everything from curriculum to student services that are supporting the kind
of culture or wellness as a basic orientation, or a mental wellness orientation as opposed
to the mental illness orientation.
Subtheme 7D: Roles. The fourth most frequent subtheme in the Pilot Ideas Word Art
Circle was roles. I categorized six phrases with the Roles subtheme in the Pilot Ideas Word Art
Circle. Participants discussed responsibilities, networks, student service leaders, and student
leaders. Participant #1 stated, “It’s probably more about . . . creating networks, connections, and
attractors.” Participant #3 noted, “The idea that a cohort is treated as, this is your contact. . . .
Student Services mentor, coach, personal contact . . . doesn’t matter what it is . . . you call them,
and they’ll help you.”
In the next section, I present the findings for the Design Considerations theme and each
of the corresponding subthemes. Select phrases in the Design Considerations theme can be found
in the Word Art Circle infographic (see Slide 12 in Appendix C).
Theme 8: Design Considerations
The Design Considerations theme describes potential opportunities for how various
activities can be approached as SAS supports the implementation of the Challenge-Based
Learning Program (see Slide 12 in Appendix C). In other words, “How should we work
together?” The subthemes that arose, in the order of most prominent to least prominent were
Integration, Respect, Engaged-Community, and Strategy. It is important to point out that the
Design Configuration theme is closely integrated with the following themes: Pilot Ideas,
Engaged Communities, and Building for Change (see Slides 10–13 in Appendix C). This theme
is affiliated with Research Questions 3, 4, and 5.
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Subtheme 8A: Integration. The most prominent subtheme for the Design Configuration
Word Art Circle was Integration. I categorized 13 phrases with the Integration subtheme in
Design Considerations Word Art Circle. Ironically, the data analysis produced this subtheme
before I realized that the overarching Design Configuration Word Art Circle resembled the
question, “How should we work together.” Perhaps this is a symptom of getting lost in the data
analysis but realising the connection between the frequency of the subtheme and how the theme
addresses the research question gave me assurance that my approach to data analysis was getting
me somewhere. Participant #6 offered an approach to integration of SAS services for the
challenge-based learning program:
When we know there’s certain themes that the [students] are working through . . . that
challenge-based learning theme where they all come together for a period of time on a
project . . . well, we can be doing some extracurricular and co-curricular programming
around that theme. . . . We saw ourselves as collectively responding but in a very
intentional way.
Subtheme 8B: Respect (for the human experience). The second most prominent
subtheme for the Design Configuration Word Art Circle was Respect. I categorized five phrases
with the Respect subtheme in Design Considerations Word Art Circle. The subtheme Respect
follows sentiments to honour people and the social environment of an educational organization.
The following statement from Participant #6 highlights diversity and relationships and situates
learning in the past, present, and future:
So where are we celebrating different opportunities for education, whether that’s aspects
of diversity and understanding intercultural competence, understanding without a doubt
our history, and ties to our first nations, relationships with local community, or on a
broader level, larger issues.
The same participant went on to state that although the work of SAS may provide many
opportunities for growth, it respects the inherent value the students bring with them: “We’re
forever facilitating, we’re not creating, they [the students] already are, but we are facilitating the
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journey of changemakers that are going to make the world a better place” (Participant #6).
Respect has shown itself as a repeated subtheme across Theme 3F, 7C, 8B and 10B (Humanity).
Subtheme 8C: Engaged Communities. The next subtheme for the Design Configuration
Word Art Circle was Engaged Communities. I categorized three phrases with the Engaged
Communities subtheme in Design Considerations Word Art Circle. As seen in previous
subthemes, this study has highlighted the importance of how various communities engage with
each other. Connecting this subtheme with Theme 6: Engaged Communities defines the different
communities mentioned by participants. Participant #3 suggested that consideration should be
given to equip and empower students to pursue clubs and organizations. This phrase may also fit
in the Strategy subtheme for the Design Considerations theme, as it might offer a cost-effective
resource while fostering engaged communities. However, I have included this phrase in this
subtheme as it emphasizes that design considerations do not always require extensive support
from SAS. In response to what student services are needed for the future West Shore campus,
Participant #7 indicated that one of the most important design principles was presence. Given the
phrase, another design principle may be the combination of presence and opportunity. Participant
#3 stated, “We’re going to have to walk a balance with students organizing for themselves,
which is an awesome thing, and we shouldn’t get in the way of giving them the tools to get that
started.” Another participant noted,
I think that presence means . . . students get to know someone . . . through visits in the
classroom, they know where the office is, and how to get a hold of people . . . and those
people are readily available when students are available. (Participant #7)
Subtheme 8D: Strategy. The final subtheme for the Design Configuration Word Art
Circle was Strategy. I categorized two phrases with the Strategy subtheme in Design
Considerations Word Art Circle. The two phrases below emphasize an interesting common
strategy, which aligns with the most prominent subtheme for this theme: integration helps the
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key stakeholders define a united approach to serving students. Participant #6 suggested the best
way to do this is to engage with SAS early, and this sentiment deeply resonates with my
professional experience as implementing initiatives requires careful planning. Participant #7
suggested that SAS and faculty members could be united on having consistent messages about
how to normalize and deal with conflict. This strategy suggests that conflict may be used as a
design consideration in fostering innovation, which was one of the subthemes of the theme, Pilot
Ideas. Participant #6 noted,
We want to make sure that we [SAS] are considered in the design stage, or this early
proactive stage so that . . . when it comes to supporting these students, that you’re not
taking us down afterwards, right? Like . . . it’s actually a more intentional design.
Participant #7 stated,
[In dealing with conflict] . . . there are different techniques that can be taught . . . students
need to be given practice and coaching . . . and Student Services can have a role in that,
as do the instructors themselves . . . and consistent messages . . . well, diverse points of
view, sharing of ideas, being open, listening . . . all of those skills are critical, in terms of
diffusing and maximizing the benefit of conflict, rather than trying to bury it, and not
experience it at all.
In the next section, I present the findings for the Building for Change theme and each of
the corresponding subthemes. Select phrases in the Building for Change theme can be found in
the Word Art Circle infographic (see Slide 13 in Appendix C).
Theme 9: Building for Change
The Building for Change theme presents the perceptions of how SAS might build
capacity and grow their services in preparation for the West Shore campus (see Slide 13 in
Appendix C). In other words, “How do we find leverage?” The subthemes that arose, in the order
of most prominent to least prominent were: Strategy, Considerations, Experimental, Engaged
Community, and Needs. The subthemes Considerations and Experimental were tied with an
equal number of phrases. It is important to point out that the Building for Change theme is
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closely integrated with the following themes: Pilot Ideas, Engaged Communities, and Design
Considerations (see Slides 10–13 in Appendix C). The Building for Change theme is affiliated
with Research Questions 4 and 5.
Subtheme 9A: Strategy. The most prominent subtheme in the Building for Change
Word Art Circle pertained to different strategies that could be employed to build capacity and
find leverage. I categorized 11 phrases with the Strategy subtheme in Building for Change Word
Art Circle. Each of the participants below had something to offer in this regard. Participant #6
identified that initiatives with high impact need to be prioritized. Similarly, Participant #4
supported focused effort, but emphasized the needs of the student needs to be met. When
disclosing a concern about the transfer credit complexities for the challenge-based learning
program, Participant #5 emphasized the need to be transparent with students prior to admission
to mitigate the risk of students withdrawing before the first two years of the program is complete.
Mitigating the risk is a sensible strategy to consider for any innovative initiative. Participant #1
provided a more direct response in how to build capacity to support change, indicating that a
strategic allocation of resources is key for supporting change endeavours. One participant stated,
“How do you leverage a small team? I think a big part of that is finding out those places for
impact” (Participant #6). Participant #4 noted, “As long as we’re focused on serving the needs
and wants of our consumer, then we’ll be alright, everything else should fit into place.”
Similarly, Participant #5 asserted,
We try to mitigate the risk as much as possible, so that the student can leave with
something valuable . . . that they can translate like academic currency into an advantage,
and advance in some other program that they want to enter . . . and here, that’s going to
be difficult to do unless they finished the first two years.
Finally, Participant #1 noted, “So how does it happen? We create the space, make a budget, we
hire some people.”
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Subtheme 9B: Considerations. The second most prominent subtheme in the Building
for Change Word Art Circle was tied with the next subtheme, Experiential. The subthemes,
Considerations and Experimental each had six phrases in the Word Art Circle. The
Considerations subtheme referred to topics that participants felt should be considered as Pilot
Ideas. Participant #4 suggested the need to adapt and be mindful of processes that create barriers
to success, and stated, “We can’t be overly bureaucratic . . . we have to be agile enough to
respond, to quickly respond and adapt.” Participant #8 implied that more conversations are
needed to refine the approach desired by the institution, suggesting the desired state may
determine how student services are constructed. Participant #8 stated,
The in-person thing is challenging . . . so what can you do in-person or online? What can
you do asynchronously? What can you do synchronously online? That’s a matrix of
service support . . . whether or not those meet student needs, whether or not they’re
willing to put in the time and effort to do that self-training and stepping them through
that. And whether or not that’s an expectation that they do that or whether or not they get
more hands-on support. I mean, that speaks to what are we trying to achieve as an
institution . . . are we trying to make them self-reliant, and to what level do we expect
them to be self-reliant? I think those are more robust conversations depending on the
outcomes you’re trying to achieve.
Both statements suggest the philosophy of the roles between staff and students invite further
consideration.
Subtheme 9C: Experimental. The third most prominent subtheme, Experimental in the
Building for Change Word Art Circle was tied with the last subtheme, Considerations. Each
subtheme had six phrases. Many participants referenced experimenting with new ideas as they
built out services that would complement the program. Participant #1 indicated the need to start
early to be prepared for enrolment growth. Participant #4 referenced the need to resource it, but
then also provide latitude to change plans if needed. One participant stated,
If the numbers were increasing pretty quickly, having some really good solid structures in
place is quite critical . . . I think that this kind of programming needs to be in at the
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ground floor. And build and learn at the same time that the program as a whole is
building. (Participant #1)
Another participant noted, “Whatever we design . . . we need to resource it properly . . . and at
the same time, be prepared to change it as quickly as possible . . . like absolutely flexible and
agile, nimble and entrepreneurial” (Participant #4).
Subtheme 9D: Engaged Community. The fourth subtheme in the Building for Change
Word Art Circle was the Engaged Community subtheme. I categorized five phrases for this
subtheme, and all phrases emphasized that relationship building was a key to supporting building
change. Participant #1 suggested relationship building was key to moving the institution forward
towards shared vision. Participant #6 explained that the focus on building relationships was also
efficient and cost effective. Participant #1 stated, “It’s probably more about creating networks,
connections, attractors . . . that will have the potential to grow into the kind of things that we’re
imagining.” Participant #6 noted, “Relationship building within the institution is critical . . . and I
think that’s how we stretch our limited hours we have with students is by trying to make those
partnerships happen, so that we can get to students quickly.”
Subtheme 9E: Needs. The final subtheme in the Building for Change Word Art Circle
was the Needs subtheme. I categorized four phrases with the Needs subtheme in Building for
Change Word Art Circle. While resourcing and planning are more obvious needs, the other needs
articulated by participants include a more nuanced approach to resourcing, prioritization, being
mindful around capacities and impacts to other services, as well as starting planning
conversations early. Participant #1 stated,
Budget is probably going to be our biggest issue . . . at the same time, we’re trying to be
accessible, which means we’re trying to reduce financial barriers to enrolment as much as
we possibly can. So, this is where it gets really tricky . . . it’s easy to come up with a lot
of really great ideas around additional services to put into place, but the fact of the matter
is, the more we put into place, the costlier we become. And the costlier we become we’re
less able to achieve our mission of increasing enrolments.
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Another participant noted, “I’m worried about people burning out or some of other services
unfortunately being compromised” (Participant #6). The same participant stated, “If you’re
actually going to connect with the student, given the whole experience . . . make sure you put the
time, effort and energy into building it right before they start” (Participant #6).
In the next section, I present the findings for the West Shore theme (see Slide 14 in
Appendix C) and each of the corresponding subthemes.
Theme 10: West Shore
The West Shore theme presents the opinions and perceptions of how SAS might
approach their service delivery model for the West Shore campus (see Slide 14 in Appendix C).
The subthemes that emerged, in the order of most prominent to least prominent were: Inclusion,
Humanity, Strategy, Innovation and, Engaged Community. The subthemes Inclusion and
Humanity were tied with eight phrases for each subtheme, and the subthemes Innovation and
Engaged Community were tied with four phrases for each subtheme. At the time of the
participant interviews, it did seem the West Shore campus was in the early stages of planning as
many participants indicated there were still many uncertainties. Therefore, the quotations offered
here illustrate early thinking. The West Shore theme is affiliated with Research Question #5.
Subtheme 10A: Inclusion. The most prominent subtheme in the West Shore Word Art
Circle was Inclusion. I categorized eight phrases with the Inclusion subtheme in West Shore
Word Art Circle. Although the subtheme Inclusion was tied with the next Subtheme, Humanity,
with eight phrases each in the Word Art Circle, I have ranked this subtheme higher. Some
phrases can extend over multiple subthemes, and those statements could easily categorize in the
Inclusion subtheme. While both Participant #7 and Participant #3 suggested a fluidity between
the two campuses, Participant #7 emphasized the conceptual connection that joins them together.

STUDENT-CENTRED SERVICES

148

Participant #3 relayed the hope of retaining that the Hatley Park campus remains open and
welcoming and that access to services at the West Shore location be prioritized so that the
location of the service did not become a barrier. One participant stated, “It needs to stay part of
Royal Roads conceptually” (Participant #7). Another participant noted, “They are welcome
there, that is their campus too, but in serving them, [we need] to provide as much access as
possible to things at that West Shore location” (Participant #3).
Subtheme 10B: Humanity. The second most prominent subtheme in the West Shore
Word Art Circle was Humanity. I categorized eight phrases with the Humanity subtheme in West
Shore Word Art Circle. This subtheme is very close to the subtheme for Respect (for the human
experience), but I chose the word Humanity at the time of coding the subthemes because it
suggested a compassion for the student experience. I had not reflected that the subthemes of
Respect referred to the student experience as well. Participant #3 indicated a desire for students
to feel comfortable expressing the help they needed, to feel that they mattered enough to receive
the support they needed without getting lost in navigating their way through the organization.
Participant #5, when describing potential ways to manage staff configurations across two
campuses, suggested the benefits of staying in touch with the student experience and how all the
different service areas connect. One participant noted,
We want students to be able to come to one place just to say to somebody in a
confidential way, this is what I need help with . . . and then to talk to someone and get
referred and supported and not feel like they got bounced around. (Participant #3)
Another participant stated,
[In pondering the benefits of generalist positions that learn specialities, rather than
managing a complement of staff who specialize] . . . it helps us remember, as service
delivery people, that students are actually whole beings themselves . . . and it’s easier to
remember that when we’re more familiar with the other parts of the service that we
provide” (Participant #5)
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These statements highlight the importance of maintaining the perspective of a student. Respect
has shown itself as a repeated subtheme across Theme 3F, 7C, 8B and 10B (Humanity).
Subtheme 10C: Strategy. The next subtheme for the West Shore Word Art Circle was
Strategy. I categorized five phrases with the Strategy subtheme in West Shore Word Art Circle.
Given the uncertainties around the future campus, one participant stated,
In other places where I’ve seen the satellite campuses, it takes a little work to make sure
that they’re always considered in decision-making, and so on. So, I think . . . they
[Student and Academic Services] need to be, it needs to be fully integrated. (Participant
#7)
Participant #4 asserted,
If Student Services for the West Shore campus reside at Hatley Park, then there’s going
to be certain structures that continue to exist. I think you need to move everything out.
Use the new campus. Develop a new culture that matches the program’s . . .There’s
nothing wrong with the culture that they currently have. . . . It’s just been built in,
developed for the students and the programs that we have. The challenge-based [learning]
program is different enough that [it] requires a rethinking of the services that we provide.
Similarly, Participant #2 stated,
[Creating a hub of activity and innovation will require] a lot of it is presence, it’s
outreach, it’s a respectful engagement with community and looking for, patterns of
support that might be needed . . . We need to ask the questions: what do we have here?
What can we take advantage of in terms of where we are? And really commit to
generating excitement around being in the West Shore and what kind of amazing
opportunities are, and could be, here. I think that’s what the new campus should focus on,
and probably more so than we do in our current location, which is absolutely stunning . . .
but it’s not in the center of the town. So, I think there will be a different kind of
engagement, and a sort of a more immediate interface with the new campus in a more
urban setting.
Subtheme 10D: Engaged Community. The Engaged Community subtheme has shown
up in many different themes so far; however, the West Shore theme emphasizes a community
that reaches further afield. I categorized five phrases with the Engaged Community subtheme in
West Shore Word Art Circle. Participant #2 referenced the complexity of engaging a growing
community but conveyed a desire to create an active, engaging, and inclusive environment.
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Understanding this desire may allow SAS to develop services that further this vision. One
participant stated, “We’re dealing with a particular student demographic in the West Shore. It’s
complex because the West Shore is really changing. It’s very dynamic . . . the fastest growing
place in BC, maybe in Canada” (Participant #2). This same participant noted,
All of those design elements take community into consideration . . . there’s a big
emphasis on . . . making that connection, or that interplay between the university and the
community more fluid . . . I think the atmosphere that we are hoping to generate would be
that of open doors, inclusion, and active participation, and local people coming in and
students going out, and to have this as a real hub of activity and innovation . . . and so
whatever it would take to really establish that as sort of the modus operandi would
involve Student Services too. (Participant #2)
Subtheme 10E: Innovation. The final subtheme for the West Shore Word Art Circle is
Innovation. I categorized four phrases with the Innovation subtheme in West Shore Word Art
Circle. Participant #4 suggested that the West Shore location could be used not only as space, but
as a fresh start to trial new ways of delivering services. Participant #2 spoke of a previous
planning session for the West Shore campus and shared that flexible space supports innovation.
Hearing the opportunities to use the new space in innovative ways may inspire SAS to consider
spatial factors as having an impact on culture and innovation. One participant stated,
It’s not just the design of the Student Services office area . . . but there are embedded
norms in that Hatley Park campus. So, you can use the West Shore as an incubator, where
you don’t have the same practices and norms that exist. (Participant #4)
Participant #2 noted,
There will hopefully be ample space for collaboration, innovation, and communication
. . . when we were envisaging the building/campus, we wanted to ensure that a common
space or a universal space . . . something that could morph into different things for
different purposes would be central.
Concepts and Model
In addition to the themes and subthemes found, another key finding is the development of
the four concepts which form a model for SAS to use as a discussion guide (see Slide 16 in
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Appendix C). As mentioned in Chapter 3, the concept model was produced by organizing the
subthemes of a similar nature into a four-quadrant circle. The four concepts presented are
individual congruence, active learning, collective advancement, and conceptual communities.
The descriptors for each concept were developed by considering how each subtheme grouping
might be described. The concepts came together as I was creating the infographic on canva.com,
and so once I had figured out there were four categories, I sourced a circle diagram and found an
image that had the four colors. Using the four-quadrant circle as a guide, the concept titles came
together through two Whatsapp chat discussions with two inquiry team members. I sent draft
images of how I had grouped the subthemes together and sought guidance on some descriptor
phrases that captured the essence of each concept. Initially each concept had one word. Although
since I was engaging in two simultaneous discussions, the creative energy of artistic play
emerged. I knew I had arrived on the correct concept titles when a sense of positive energy and
satisfaction appeared in both conversations. The concepts are defined in the table below.
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Table 2
Four Concepts Arising from the Data Gathered
Concepts

Concept Description

Individual Congruence

The Individual Congruence concept encompasses the subthemes:
Identity, Values, Respect, Humanity, Safety-to-be-Vulnerable,
and Inclusion.
This concept conveys how individuals might align themselves
with the identity and values of the organization.

Active Learning

The Active Learning concept encompasses the subthemes:
Awareness, Finding-balance, Resilience, Experiential, Critical
thinking, Experimental, and Innovation.
This concept conveys individual active engagement with applied
learning.

Collective Advancement

The Collective Advancement concept encompasses the
subthemes: Impact, Roles, Activities, Considerations, Relational,
Processes, Needs, Collaboration, Opportunities, Integration, and
Strategy.
This concept conveys collective engagement, reflecting different
processes and social systems to pursue shared endeavours.

Conceptual Communities

The Conceptual Communities concept encompasses the
subthemes: Engaged-Community, Student-Community, RRUCommunity, Student-RRU Community, Indigenous-Community,
and External-to-RRU Community.
This concept conveys the various communities which are
conceptually defined as unique groups for the purposes of this
research inquiry.

The proportions for each concept presented in the infographic (see Slides 16–21 in
Appendix C) were derived from the frequency of phrases in the Word Art Circles; each phrase
was mapped to a subtheme (see Slides 17–18 in Appendix C), and then each subtheme was
mapped to one of the four concepts (see Slides 19–20 in Appendix C). The four concepts form a
model that summarized all themes (see Slide 21 in Appendix C). The calculation of the
proportional weight of each subtheme and each concept were managed using a simple formula in
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Microsoft Excel, and then a pie chart was created for each theme, as well as the themes
collectively (361 phrases). The assignment of the subtheme to each phrase was qualitative,
however the pie chart calculation was quantitative as it used a mathematical approach. While
seemingly quantitative in its presentation, the visual presentation of the proportional concept
circle was designed to solicit reaction rather than to act as a precise metric, since fundamentally
the data analysis itself was qualitative in nature.
The concept model serves as an alternative perspective for understanding the data
collected in this study. The presentation of the concept model encourages conversation and may
act as a guiding interpretive framework to explore how the different concepts might be
considered in the planning of the activities. While it is interesting to think about each concept as
proportional, individuals view and apply concepts differently. Nonetheless, a quantitative metric
may support general estimation of the emphasis placed on different activities. Further discussion
of potential applications for this concept model is detailed in Chapter 5. An overview of the
participant reactions to the concept model is detailed in the next section.
Discussion of Second Stage Findings
This section details the findings from the second stage of the inquiry where the actionplanning meeting allowed for discussion of the infographic and the use of the virtual
collaborative tool, GroupMap.com. The action-planning meeting was an opportunity for
participants to receive some information about this study, discuss the results of the first stage of
research and decide what actions make sense. After months of preparation, I was excited to learn
which direction the project would go.
The meeting began with an opportunity for participants to share a story of a time they felt
proud of being part of SAS, a time when they felt students received innovative service. This
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question was also asked of participants in the first stage of the study, but the activity was
different this time as the second stage participants were invited to use GroupMap.com to
anonymously post a story for others to see. The purpose of this activity was to allow participants
to identify a source of energy that inspired their work which helps to provide some insight into
areas that could be expanded as the challenge-based learning program is launched.
Share a Story
There were 19 statements posted on GroupMap.com, and although GroupMap.com only
allows for abbreviated statements, it struck me that the sense of pride was related to access and
connection. Participants shared appreciation for opportunities to gather resources and deliver this
support through various modalities when students most needed assistance. For example,
participants shared that the LaunchPad fulfilled an orientation need for mid-career professionals,
volunteer opportunities coordinated to supplement the academic experience, and the Indigenous
Student Sneq’wa e’lun (E’lun was written on GroupMap.com) provided occasions for students to
connect and learn about the broader community. Sneq’wa e’lun, the Lekwungen term for the
Blue Heron House, “is our gathering and resource space for Indigenous students, faculty,
associate faculty, and staff. It’s also where we come together with members of our whole
university community for learning, sharing, and building relationships” (RRU, n.d., para. 1).
Whether the spaces were physical or virtual, the information provided was varied rather than
providing access to specific information across multiple physical or virtual spaces.
However, it was clear that delivering service meant more than a basic transaction of
delivering information as it was more about directly connecting with students to offer
personalized support in times of challenge. It seemed satisfaction stemmed from the ability to
rise to the challenge for the unexpected events that arise in a student’s journey, such as helping
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students navigate through interpersonal conflict, being present and accessible to find mental
health supports or collaborating with colleagues to offer a network of support when a students’
issue became too complex for one person alone. When I invited participants to reflect on what
they saw posted on the GroupMap.com collaborative board, Participant #5 offered the following
statement, which highlights the need to make space for the unexpected needs of students that
could potentially encompass a wide range of topics:
It’s so important that we see students as individuals in all the beautiful complex
messiness that that brings. There are best practices that we can draw on, and there’s
things that we can understand about our students as a whole. But that individualized
service really comes down to seeing students as individuals, as whole individuals.
This reflection presented a picture of inclusivity and acceptance yet also acknowledged
an openness to not having a set formula that assumed to have all the answers. Participant #2
reflected on this willingness to persevere through uncertainty when commenting on their
experience in reaching out for support from SAS:
I have no trouble being heard when I need help for a student. So, all of the services, even
if it’s not something that I think is where I want it to be yet, and I need some help to get it
there. I get heard in this process of looking for innovation for students . . . I think it’s very
beautiful that I can make a phone call or send an email or jump on Microsoft Teams. And
get a response from a colleague, a peer, a friend and mentor, a boss, a director . . . there
are so many people listening . . . it certainly is a little bit unique from my past
experiences at some other places.
Participant #2’s reflection of feeling heard in seeking support seemed to capture the
essence of services offered by SAS. Whether SAS offers support broadly to a cohort or
individually, the source of pride seems to be the ability to be attentive and responsive to the
needs of others, regardless of the modality used to that provide support. Given the challengebased learning program's unique needs, SAS will have many opportunities to leverage this
source of energy and satisfaction.
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Infographic Reflections
The source of satisfaction shared by participants during the action-planning meeting
aligned with the interviews conducted in the first stage of this research inquiry (see Slide 5 in
Appendix C and Appendix O). The infographic was presented to participants with an 8-minute
overview of my approach to data analysis using Atlas.ti. First, I shared my process for
completing the data analysis with participants to help them interpret the Word Art Circle themes
and subthemes. I intended to create the conditions to empower participants to make their own
decisions by providing information rather than providing advice and direction. This approach is
consistent with the AI methodology taken for this study (Bushe, 2012; Cooperrider, 2013;
Stavros & Torres, 2018; Watkins et al., 2011). Participants then shared their initial reflections,
which centred on two main topics: a question around the opportunities in the cascading
initiatives for the involvement of Career Services and the expressed desire for Pilot Ideas to
emphasize community.
Role of Career Services
The first topic centred around how the work of Career Services fits into supporting
students enrolled in the challenge-based learning program. The question stemmed from an
observed absence of relevant references in the Word Art Circles, appeared to present the
intention for exclusion rather than inclusion, which upon review by this participant. It was an
astute observation as it was not an overly prevalent topic that arose during the interviews in the
first research stage. Participant #6 clarified, “The client in challenge-based learning is
community. It’s not employers; it’s not oriented towards helping solve problems for individual
organizations. It is about making a difference in the community.” Given my external position to
the organization, I could not clarify the intentions for the institution’s plan for the involvement of
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Career Services as my knowledge was limited to the data I had collected thus far. There appeared
to be differences of opinion and not enough time to give this topic the required attention. Upon
hearing the deliberation, I appreciated Participant #2 sharing an example of their own experience
of supporting sustainable development goals in another program at RRU. This participant
suggested that although much of the support for community engagement was integrated into the
program, they observed that students often maintained that relationship after the course work was
completed. Participant #2 stated,
What we saw was that they [students] went back [to their community contact] even
outside of the curriculum, and they went back and offered their time, again, to keep those
connections because they wanted to. So, I think that that holistic piece is there . . . like we
put it in the curriculum, they did their work, they were guided and supported, but then
they went back and did it again on their own and continued to do so.
Without knowing the plans for integration of Career Services supports with this initiative,
this perspective may offer an alternative viewpoint to consider in future discussions as it may
counter assumptions that pertain to perceived time constraints when considering student service
offerings that complement the challenge-based learning program. The next topic that arose
during the infographic reflections relates to the expressed emphasis for community to be more
present in the Pilot Ideas identified for this study.
Emphasis on Community in Pilot Ideas
The Pilot Ideas Word Art Circle describes various SAS pilot ideas that might
complement the Challenge-based learning program, and/or prepare for the West Shore campus.
In other words, “What activities make sense?”
Initially, action-planning meeting participants expressed some confusion around what the
Pilot Ideas represent. The confusion arose through a review of the conceptual view of Pilot Ideas
(see Slide 18 in Appendix C) and not the Word Art Circle view (see Slide 11 in Appendix C).
The conversation focused on the conceptual view suggested that the pilot ideas, shown as select
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phrases in the Word Art Circle, did not elicit a reaction as much as the desired emphasis on
community, which seemed less prominent on the conceptual view diagram. Several participants
asked for further clarity, and I offered a detailed explanation of my approach to data analysis in
response. I hesitated to offer my interpretation of the first-stage findings as I did not want my
assessment to influence their interpretation of the data. Instead, I viewed my role as a facilitator
supporting the group through sense-making, and I intended to create space for the group to move
through the divergent process, labelled by Kaner et al. (2014) as the “groan zone” (p. 21), which
refers to groups’ participatory dynamics as they discuss divergent ideas to emerge, converge and
find a solution. While the action-oriented AI methodology supports positive change, the
participants needed the time and space to work through their diverse perspectives (Hersted et al.,
2019; Senge, 2006; Whitney & Trosten-Bloom, 2010). . As it turns out, presenting the conceptual
view of data in the infographic contributed to a divergent discussion at the action-planning
meeting. Presenting the conceptual view allowed the group to hear from other participants who
viewed the problem differently. It would have been valuable to allot more time for this
discussion. Kaner et al. (2014) stated, “Discovering common ground, in turn, is the precondition
for insightful, innovative collaboration” (p. 21). The conversation was slow to start, although
some key messages were shared.
One key message that participants expressed in perplexing surprise was in response to the
presentation of the concept ratios in the Pilot Ideas Concept view pie chart (see Slide 1 in
Appendix C). Interestingly, it was my observation that the concept views for Pilot Ideas, Design
Considerations, and Building for Change presented differing ratios of each concept. I noted that
the Pilot Ideas Concept View did not include the Conceptual Communities or Active Learning
concepts, whereas the other two themes had. Without the group’s feedback, it would not be
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apparent that something was missing from the logic. When I presented this observation, it was
merely a curious observation, and I struggled to retrace the steps of my data analysis to provide a
more comprehensive explanation as to why this was so. Unanswered questions did stimulate my
curiosity, and I was able to follow up with participants after the meeting.
While some participants struggled to get past the missing concept of Conceptual
Communities in the Pilot Ideas Word Art Circle, Participant #3 offered a reflection that helped
expose my data analysis process prompted the perplexing conversation. Participant #3 stated,
One of the things that I noticed, looking at the Word Art Circle concept views . . . those
last couple slides, it’s that you very rarely see all four concepts [in each themes’ concept
view]. Like some have two . . . most of three, there’s only a couple that really of these
items that touch on all four . . . I’m looking right now to see okay, is it green [Collective
Advancement] that sticks out the most? One is Collective [Advancement] and one is
[Conceptual] Communities. So those are very group [oriented] . . . So, the right side, the
green [Collective Advancement] and the pink [Conceptual Communities] is all aimed at
the group and the other side? . . . I guess Active Learning [blue] and Individual
Congruence [orange] seems very individual. So, you’ve got an individual side and a
group side [to the Concept pie-chart]. And trying to see quickly, which ones resonate the
most. And, green [Collective Advancement] and pink [Conceptual Communities] look
like they’re taking about 60-65% of the total circle . . . So, for Student and Academic
Services . . . we just finished talking about how everything is individualized. Yet most of
the items seem to go towards groups [Conceptual Communities and Collective
Advancement] . . . So, I would have expected more of the individual type things
[concepts] to show up.
Participant #3 offered an interesting observation because they identified the contrast of
the concept presentations for each theme with the expressed source of pride that participants had
shared at the start of the meeting. This observation may be an interesting follow-up conversation
for SAS to consider. For me, this reflection clarified the importance of framing the subject when
discussing the concepts. While personalized service may address specific individual student
needs, I had initially envisioned the Individual Congruence concept to be more reflective of how
SAS team members’ actions aligned with the identity and values of the organization as they
serve students. In other words, the subject for the concept staff members and not students.
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Granted, I had not reached the point of making sense of this distinction at the time of the actionplanning meeting. So, while Participant #3’s reflection may still provide an astute connection to
consider further, the remark encouraged me to solidify my sense of the definition for this
concept.
Despite the findings for the action-planning meeting thus far suggesting unfinished
conversations and my initial impression that the presentation of first-stage findings might not be
as relatable as I hoped, I have come to realize there is an alternative perspective to take.
Receiving feedback from the phase two participants was helpful as several potential next steps
were revealed. In addition to continuing the conversation about how Career Services might be
included in this initiative, I felt the need to understand the disconnect between the Pilot Ideas
theme and the Conceptual Communities and Active Learning concept. Further, the need to create
a description for each concept was identified to help frame the subject for each concept.
Regardless of whether sufficient clarity existed in the data collected thus far, the presentation of
the Conceptual model functioned as intended. The conceptual model provoked a conversation to
assess if further adjustments were required and identified that community was an important facet
of any pilot ideas that further this initiative. Given the reactions to the infographic, the meeting
served its purpose. This feedback allowed me to return to the data to consider this new
information and reflect on whether additional clarity could be offered. An alternative suggestion
for Pilot Ideas was calculated after the action-planning meeting, using data from the Word Art
Circles: Pilot Ideas, Design Configuration, Building for Change, and Engaged Community. A
copy of this reconfigured concept view is found in Appendix Q. I explore this topic further in
Chapter 5.
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W3 Activity Findings
The W3 liberating structure-activity guided participants through sense-making of the
infographic and facilitated brainstorming to define the top essential student service ideas to
complement the challenge-based learning program. The W3 activity was managed virtually
through Zoom and GroupMap.com, and participants had the opportunity to discuss with their
colleagues or share their thoughts anonymously in written form using the GroupMap.com
collaborative board. The activity had three parts: what, so what, and now what? An image of the
contributions made to the W3 activity is presented in Appendix P.
What?
The first part of the activity requested that participants share what observations they
made in their infographic review. Given the abbreviated statements posted on GroupMap.com, it
is a little challenging to discern when comments reflected affirmations of the infographic content
versus content that suggests information is missing. However, given the conversation described
in the previous Chapter 3 section, “Infographic Reflections,” which discussed participants’
immediate reactions to the data analysis from the first research stage, I have deducted that the
affirmed topics relate to three categories which I have labelled as: Holistic, Transition, and
Meaningful Education. The fourth category includes miscellaneous topics, which I labelled
Future Considerations, that do not necessarily affirm content in the infographic but rather suggest
potential gaps.
Holistic. The first category presents the observation that taking a holistic approach to
student support was important to participants. Anonymous contributions posted to the
GroupMap.com collaborative board in this category included the phrases “Honouring,” “Moving
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beyond the classroom,” “Focus on well-being and resilience, building personal resources for
thriving,” and “Peer connections.”
Transition. The second category affirms that student transitions were an essential aspect
for SAS to focus on when implementing the challenge-based learning program. The anonymous
contributions posted to the GroupMap.com collaborative board included the phrases “Transition,
for sure” and “Importance of supporting transitions.”
Meaningful Education. The third category affirms the significance of the challengebased learning program as providing opportunities for students to be engaged in meaningful
learning. The anonymous contributions posted to the GroupMap.com collaborative board
included the phrases “amazing learning opportunity,” “evolution of education,” “meaningful
learning, authentic engagement.” While the last anonymous contribution could fit into the
Holistic category, I included the final contribution, “genuine commitment to students’ learning
and well-being, and collaboration across [the] university to do this,” given the overarching
ambition of the university to distinguish itself as making a meaningful difference in the world.
Future Considerations. The fourth category captures miscellaneous comments that
suggest observed gaps in the presentation of first-stage research. As mentioned, I have deduced
that these statements reflect missing elements given the meeting conversation. The anonymous
contributions posted on GroupMap.com included the statements, “industry engagement,”
“employer involvement,” “where are the responses on faculty, instructors, coaches—or was this
not in the scope?” and “missing an evaluation of resources?” I can only surmise that the
comments referencing industry and employer involvement pertain to the conversation described
in the infographic reflections section. Given my limited knowledge of the intended role, this is a
potential conversation to explore in the future. The other two comments seem to reference some
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ambiguity around the scope of this inquiry. Given the research design and timeframe, it was not
possible to consider these facets. The scope of this research might have been better explained to
emphasize that an evaluation of resources was out of scope for this research inquiry. The number
of first-stage participants and a description of the interview method were shared. However, given
a significant amount of information to take in, the participant may have missed the research
scope. As such, I have categorized these statements as potential areas to explore in the future.
So What?
The second part of the activity requested that participants share why these observations
are important. Most participant observations reflected the importance of empowering youth with
education to become engaged in their communities and make a meaningful difference in the
world. These observations highlight the rationale that inspires participants to take actions that
support student success as outcomes for this research. Anonymous statements reflected this
identified purpose include the following: “students who are not afraid to imagine, envision, and
take action to achieve their best world,” “empathetic and intellectually curious youth,” “agree
with empowerment. ++civic engagement ++activism” and “honours the purpose of university.”
Additionally, one thumbs up was marked on the GroupMap.com contribution, “building better
citizens."
The multiple statements added to the So What? column reflected empowering youth. As
such, I asked if any of the participants wanted to share why empowerment was so important.
Participant #7 replied,
Well, we’ve made a fair mess of the world, haven’t we? It’s their future. And they need
to be decision makers. But they need to be informed and know that they can be engaged.
I see that, as largely our role is to help facilitate their engagement in their own world and
know that they belong there as decision makers and leaders now. We need them. It’s not
that we are bestowing membership on them. It’s that . . . we need to support them to
claim their rights.
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As much as this sentiment reflects the shared purpose for the group, it also suggests an
important consideration for SAS to consider as it implements complementary services. A further
discussion of this suggestion is detailed in Conclusion 4 in Chapter 5.
Like the first part of the W3 activity, a few additional comments were not as easily
categorized. One statement was brief, so it is unclear which category of observations it relates to,
but the anonymous GroupMap.com contribution stated, “What support needs to be specifically
offered when.” Despite the ambiguity, the comment seems to connect with the heart of what
planning for effective service delivery is all about. Perhaps instead of referring to a specific
category from the observations made in the first part of the activity, this statement underpins the
purpose of engaging these key stakeholders for this research inquiry.
The final statement that seemed to stand out on its own was an expressed fear. The
comment made to GroupMap.com stated, “I fear it’s a business class model on an economy class
budget. [It] comes at a cost to the service providers when no additional resources are available.”
The GroupMap.com configuration allowed other participants to ‘like’ other participants’
contributions, and this comment had one thumbs’ up marked to emphasize support. It is difficult
to ascertain if the resourcing plans have been finalized to give rise to this comment or if the
participant has expressed this fear based on their information. Regardless, resourcing tends to be
a constraint factored into planning initiatives. So any expressed fears might be alleviated as more
information is shared and decisions to refine the complementary student services occur.
Now What?
The third part of the W3 activity was facilitated through three steps. The first step allowed
participants to brainstorm some activities that they thought made sense as next steps in furthering
this initiative of planning for student services that complement the challenge-based learning
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program. Once ideas were added to GroupMap.com, participants were led through the second
step of this part of the exercise. This step requested that each participant rate each idea according
to the four concepts previously presented in the infographic (Appendix C). Participants were
prompted to refer to page 16 of the infographic in case they wanted to refresh their memory on
which subthemes each concept represented. GroupMap.com was configured so each participant
could select the idea, which would open a pop-up window and present them with four sliding
scales, one for each concept. Participants could then move this sliding scale from 1 to 10, to
indicate how much of an emphasis they felt should be placed on the concept as the idea was
implemented. The third step of the Now What? activity was to vote on their favourite ideas.
Participants were given five votes each and were permitted to use those votes in whatever way
they wished. It was possible to vote on ideas more than once if they felt that idea was important.
The ideas below were added to the Now What? column of GroupMap.com and are shown
in the order from highest ranked to lowest ranked, in the exact words used by participants:
1. Develop an Indigenous bridging component.
2. Make time to build skills on “how to [be a] student.”
3. Ensure admits have the growth mindset.
4. Blue sky: Walk with the students through their journey, mentoring, and guiding.
5. More time for conversation and collaboration.
6. Full peer mentorship program.
7. Resource mapping.
8. Resource and capacity.
9. Free tuition.
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Concept Metric
After the meeting concluded, I reviewed the concept rating metric for these ideas. Each
participant was prompted to rate this idea by considering how much emphasis should be placed
on the concepts presented in the infographic. The number of participants scoring the idea and the
average concept score were captured in the GroupMap.com reports generated after the meeting. I
was able to apply the same mathematical equation to create a pie chart for the idea using the
metrics provided by the participants. Appendix Q includes the Concept Circle Metrics for each
of the top voted ideas. My additional analysis of the first-stage data also resulted in the
development of a SAS Concept Circle which was demonstrated to be connected to the models
and theories promoting student support (Cox & Strange, 2010).
Study Findings Summary
In summary, the analysis of the first stage and second stage research produced the
following findings in relation to my inquiry questions.
1. The stories that staff and others tell about student-centred services arose from a
shared identity about the immediate impact they have on students, their ability to
persevere with resilience, their relationships with students and staff, and the supports
they provide to Indigenous students.
2. The challenge-based learning program was viewed as innovative for many reasons. It
was seen as providing authentic engaged learning, community-oriented and an
opportunity for RRU to reach a new demographic. It was also viewed as an
opportunity for SAS to integrate student activities to positively impact the learning
environment and build a strong foundation for student success.
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3. The relationship between the program competencies and the design of complementary
services was viewed as a product of the learning environment and an engaged
community.
4. Participants suggested taking an integrated, flexible, and experimental approach to
designing student service activities to complement the challenge-based learning
program that would aid student transition. Transition was viewed as extending
beyond orientation activities and engaging various communities was of key
importance.
5. Participants emphasized community engagement as a key factor in preparing for the
future West Shore campus. Specific ideas were less clear to participants when
responding to questions about the future West Shore campus which may have been a
result of the timing of this inquiry. However, responses reflected the values of
community, engagement, and respect for any strategies pursued.
Scope and Limitations of the Inquiry
The intended topic of this student was to explore how student-centred services might
complement the challenge-based learning program and better prepare SAS to provide services at
the future West Shore campus. This research did not consider resourcing implications, conduct
large-scale engagement either at the university or with its external community, or engage key
Indigenous stakeholders in developing these recommendations. Participation was limited initially
to the members recommended by the project sponsor, who considered the amount of time I
would have available to conduct this inquiry. As mentioned, the criteria for participation in the
first stage of research were limited to positions relevant to the initial stage of this inquiry.
Conducting this research during the COVID-19 pandemic required virtual technologies to be
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used. Two interviews experienced technical difficulties; one was managed without video, and the
other had to be rescheduled due to wind-storm-related power outages.
Scope
This research attempts to respond to a topic of inquiry that is quite significant in size, and
I have taken a high-level approach to respond to the research questions. The scope only
accounted for the views of select SAS leaders and RRU faculty. It did not include students’
perspectives or a more comprehensive representation from all SAS units at RRU. Given the
enormous scope, there are several possible tangents available, Therefore, the results are an initial
view, which can be discussed with a broader range of participants as RRU determines how best
to move forward. For example, resource planning arose during the action-planning meeting but
was out of my inquiry’s scope. This inquiry intended to consider the first step in the initiative
and outline initial recommendations for organizational change.
Limitations
The context of the state of change the organization was in likely affected the results of
this inquiry. These contextual factors suggest that this research may be limited to capturing a
specific moment in time. The engaged research was conducted from December 2020 to March
2021, during the COVID-19 pandemic, which created a great deal of uncertainty and increased
workloads. The added layer of organizational leadership changes and the state of change that the
organization was in highlight how change is experienced and articulated in participants’
observations and experiences. Not all participants have had access to the same information, and
many had unanswered questions about the future of the West Shore campus, for example. As
more information becomes available, these research outcomes will reflect the initiative’s early
stages and may be limited as discussions evolve.
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Since the semistructured interviews were conducted in the winter months on the South
Coast of Vancouver Island, it should be noted that two windstorms presented an interesting
challenge for conducting research virtually. The first occurrence was managed as the participant
kindly used their mobile phone to call in, and we managed bandwidth issues by turning the video
off. Unfortunately, the second occurrence resulted in my power being disrupted for an unknown
period, so it required I reschedule the meeting due to the requirement to maintain quality audio
recording, which I would have been unable to manage on my mobile phone. These irregularities
could not have been predicted, and thankfully, audio recordings of the first disrupted interview
served the purpose of this study and did not compromise the research outcome.
In addition to the context and state of change, the research process may have contributed
to some limitations to the research outcomes. For example, while participation in the first stage
of research allowed all recommended participants to contribute, the action-planning meeting may
have limited the number of interested participants given the one-week notice distributed in
advance of the meeting. Additional participants may have attended if the research invitation was
sent out two weeks in advance of the meeting.
Further, participation was limited because invitations required a recommendation by a
first-stage participant. This recommendation process may have impacted the research outcomes
in that the research output can only reflect the data gathered. As noted in the action-planning
meeting process, the conversation about the lack of work-integrated learning opportunities and
engagement with community partners might have benefited from more time. This perceived time
constraint suggests a further discussion about these aspects to determine if and how they may
factor into the student service activities envisioned to best complement the challenge-based
learning program. Other SAS areas may have other perspectives that the group who participated
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in this research would not have captured. It is also possible that some perspectives are not fully
representative of the whole organization. After this research completes and conversations expand
to include additional representatives, validity will be tested.
It is also possible that the use of GroupMap.com may have affected research outcomes.
While the GroupMap.com activity was enjoyable to use as a researcher and productive of
arriving at the top essential activities, it may have been more productive to allow the group to dig
into the idea generation more deeply and converse for a longer time. The use of GroupMap.com
may have distracted participants from engaging more deeply in this conversation. The actionplanning meeting used Zoom and Groupmap.com, and in hindsight, it would have been better to
allow for more time so that participants were not rushed through the final activity. Addressing
this pressure could have been mitigated by extending the length of the meeting and accounting
for more discussion time after explaining the data analysis process. These circumstances offer
valuable learning for me as a researcher and meeting facilitator.
Chapter Summary
This chapter presented the findings from the two phases of action research. The first
phase included semi-structured interviews, and the interview content was analyzed to prepare an
infographic for the second stage of research, the action-planning meeting. The infographic
presented the themes and subthemes in colour-coded Word Art Circles to provide actionplanning participants a creative expression of the first-stage data. The infographic also presented
a SAS Concept Circle that further analyzed the subtheme categories. The action-planning
meeting was managed virtually, and the W3 exercise was managed using GroupMap.com. The
GroupMap.com platform was customized specifically for this inquiry. Participants discussed the
infographic and affirmed potential future directions for RRU to consider as the challenge-based
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learning program is implemented. These perspectives and the top-voted ideas will be considered
along with the Chapter 2 literature in the next chapter to form the conclusions, recommendations,
implications, and reflections arising from this study.
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Chapter Five: Inquiry Conclusions, Recommendations, Implications and Reflections
This research inquiry explored how SAS might design a student-centred and
complementary set of services for the new challenge-based learning program. The challengebased learning program represents an exciting initiative for the university as it offers a unique
learning opportunity for undergraduate students and will effectively shift the student
demographics at the university. To complete this research, I conducted eight semi-structured
interviews using the appreciative inquiry methodology. I analyzed this data and produced
themes, subthemes, and a concept model for the second stage of research. The second research
stage included an action-planning meeting where reflections from the infographic could be heard
and further refinement of potential initiatives could be discussed. I described the findings for this
research in Chapter 4. In this chapter, I discuss the conclusions from these findings, building
upon the literature explored in Chapter 2. After presenting the conclusions, I present some
recommendations for the next steps, and implications and reflections arising from this inquiry.
Inquiry Conclusions
Analysis of these findings and the literature described in Chapter 2 led to the following
conclusions.
Table 3
Conclusion Highlights
No.
1

Conclusion Highlights
Cultivate community of faculty and staff:
Participants at the action-planning meeting may not have had the opportunity to
discuss the initiative before this research was conducted and may not have all
shared the same perspectives. Therefore, an opportunity to share perspectives,
cultivate community and explore planning and focus may further ground this
initiative.
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Conclusion Highlights

2

Consider integrated theoretical approach:
Participants expressed interest in pursuing a holistic, community-engaged, and
integrated approach to developing student-centred services. As a result, an
integrated first-year experience framework was developed using third-and-fourth
generation transition pedagogy, integrated with the Royal Roads Learning,
Teaching and Research Model. Indigenous principles of learning were also
integrated into this proposed model to provide a contextually and culturally
sensitive framework to guide initiative development.

3

Cultivate community external to the university:
In response to participant interest in community engagement with external
communities, fourth-generation pedagogy, and public pedagogy were suggested as
potential coalescing areas to focus on partnership development. Engagement in
these areas might fit into the proposed integrated first-year experience framework
(Conclusion 2).

4

Engage students to support identity and belonging:
Engaging students in activities that support identity development and foster
belonging would promote student community. Two engagement models were
proposed, which may support the expansion of the engagement-principle of the
integrated first-year experience framework (Conclusion 2).

5

Explore a customized approach to first-year experience:
The inquiry findings suggest that a customized range of student service
opportunities be developed to create a first-year experience that complements the
challenge-based learning program. For example, potential areas of focus might be
to develop a peer mentorship program, student success coach position/program, or
modify existing advising practices towards engaged and integrated methodologies.

6

Continue prioritizing Indigenization and supporting decolonization:
Participants expressed interest in developing an Indigenous bridging component at
the action planning meeting. Literature and an environmental scan of transition
programs that support Indigenous students at other post-secondary institutions
suggested that these types of student supports are diverse and contextually and
culturally oriented. Access programs, non-credit supports, and credit-based
programs were explored alongside peer mentorship programs that support
Indigenous students. Further conversation with Elders, Indigenous students, staff,
and university stakeholders will help determine future directions. Further, my
experience of exploring literature to support Indigenous students revealed the
importance of learning more about Indigenous worldviews, and I would encourage
others to do the same.
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Conclusion Highlights

7

Leverage available resources, strengthen capacity, and explore technology:
An unexpected conclusion arose through participants’ reflections of the need to
build capacity and effectively use resources. These perspectives may have been
influenced by the timing of this inquiry being conducted a year into the COVID19 pandemic. However, my observations of the conversation at the actionplanning meeting led me to believe there might be an opportunity to better
leverage technology to create capacity.

8

Explore the Student and Academic Services Concept Circle:
The analysis of the first-stage data resulted in the creation of a Student and
Academic Services Concept Circle. This Concept Circle was used as a discussion
tool and participants at the action-planning meeting experimented with it to assess
whether it could be used as a metric to aid planning, assessment, or evaluation. It
is possible that this might be possible, however further exploration is required. A
connection was made to the literature that the Concept Circle connects with
student success literature.

Inquiry Conclusions Expanded
This research explored how RRU might design innovative and student-centred services to
complement the challenge-based learning program, which will be delivered at the future West
Shore campus. In this section, I present an exploration of the conclusions of my engagement with
participants and review the literature presented in Chapter 2. The above conclusions are
expanded upon in this section.
Conclusion 1: Cultivate Community of Faculty and Staff
The first conclusion arises from a coalescing of inquiry findings. Two themes emerged
related to fostering connections to the faculty and community to create a network that supports
the challenge-based learning program. The first part (Conclusion 1A) of this section explores the
stage of change and the state in which the action-planning meeting participants might have
experienced when conducting this research. The second part (Conclusion 1B) of this section
explores some discussion areas to help clarify planning and focus.
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Conclusion 1A: Team Forming. This research contributes to the early stages of
significant change for the RRU. In addition to change occurring within a global pandemic, the
new program will shift the student demographic. This conclusion suggests that the participants
who have a vested interest in designing complementary student supports might have been in an
early stage of change when this research was conducted. It is assumed that some of these
participants will form a team to support the implementation of student supports.
Expanding the demographic will impact the student support services offered, and this
project sought perspectives at a time when there was great excitement and a need for more
clarity. In the semistructured interviews, Participant #7 stated, “It will change how we see
ourselves . . . at a fundamental level. We’ve always been mostly a graduate program university,
with some completion programs for undergraduates, but not many.” At the action planning
meeting, Participant #4 stated,
We’re building something that hasn’t really been done across a lot of institutions around
the world . . . we’re taking a totally different approach to these spaces . . . and a
demographic that we don’t have a tonne of experience working with.
These perspectives invite a discussion of individual and collective identity. An interesting
dynamic might be the realization that both students in this program and the RRU staff supporting
it will experience greater awareness of their sense of identity as the challenge-based learning
program is initially implemented. As a team, the RRU staff supporting this program will
experience the notorious phenomenon that Tuckman (1965) described as team storming,
norming, and forming stages until they sort out the details to clarify what they wish to do and
how they wish to work together. At the action planning meeting, Participant #4 stated,
As we’re developing this, there’s still a tonne of things that we’re still trying to figure out
. . . and I think that’s where coming together today and we look at that focus . . . a big one
is, is there going to be a West Shore campus? Are they going to be on that campus? Are
they going to be in a separate space? If so, do we need two spaces? What do those things
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look like? How are we supporting them as they engage in the community? What kind of
services do we need to offer them?
The presence of the team forming phenomenon invites additional time spent reflecting
together on collective strengths (Tuckman, 1965). Participant #3 stated, “The parallel to this
program would be to look at where we’ve done things that really speak to us [and] we’re not
copying what other people do.” Throughout this research, I was struck by the positive regard that
each participant had for their colleagues. The Proud Moments Word Art Circle highlights some
participant references to supporting each other as a caring community (see Slide 5 in Appendix
C). These references were categorized with the Relational subtheme, and there were 16 phrases
for this subtheme in the Proud Moments Word Art Circle. As much as this is a strength, I also
observed the anxiety of not having enough time to engage with the community as often as
desired. Participant #6 reflected on the desire to engage with staff across the university and
stated,
It’s always helpful to connect with these people in the room . . . we are not just engaging
students, but also engaging staff in the work . . . so how do you work with us? How do
we work with you? (Participant #6)
One challenge in keeping up with change is fully comprehending the aim of new initiatives when
there is limited information and other priorities, such as managing a pandemic. Long (2012)
acknowledged Student Affairs units often experience change more quickly than other areas as
they tend to support a broader range of stakeholders. The responsibility to support the whole
campus might restrict the capacity to engage in dialogue or professional development activities
(Moneta, 2017). As an external member of the team, it is easy to share ideas that might help.
However, some of these ideas may already be a regular part of the culture. Some ideas include
scheduling project kick-off and milestone meetings, exploring collocated spaces (particularly
early in the initiative), leveraging virtual community space, creating opportunities to learn and
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reflect together, and finding opportunities to celebrate successes. Hopefully, the ideas suggested
support the team in making this initiative a success.
In summary, Conclusion 1A reflected on the state of change that the organization was in
at the time of this study. It is possible that since this inquiry was conducted, participants have
had the opportunity to meet and discuss matters at a greater depth. One suggested topic of
discussion might be for team members to express how the demographics might shift their
perceptions of shared identity. Another topic of discussion might be how the team can set aside
time on a regular basis to build their sense of team.
Conclusion 1B: Planning and Focus. This research supported early planning for this
initiative by uncovering where to provide more focus. Conclusion 1B explores some areas of
discussion to help clarify the focus. Recognizing this research occurred in the early stages of
change, there may have been some ambiguity related to the role of Career Service in supporting
the first- and second year of the challenge-based learning program. As described in the Chapter 3
section, “Infographic Reflections,” participants shared their reflections on the infographic during
the action-planning meeting. The initial discussion prompted a conversation between two
participants. Participant #6 shared, “The client in challenge-based learning is community. It’s not
employers; it’s not oriented towards helping solve problems for individual organizations. It’s
about making a difference in the community.” However, the subsequent W3 exercise resulted in a
few anonymous comments, such as “industry engagement” and “employer involvement.” This
ambiguity is a meaningful conversation to have for a few reasons.
Returning to the previous topic, the state of change and limited information may have
contributed to a conversation that felt a bit disjointed for participants. I recognized there was a
concern, but I had not considered the two different perspectives together until that moment. After
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conducting the literature review, I appreciated both perspectives more fully. Participant #1
described the challenge-based learning program as follows:
It’s focused entirely on the sustainable development goals . . . and there is no other
undergraduate program, to my knowledge, that has this explicit focus as the centerpiece
of learning. So that kind of civic action citizenship piece becomes an important part. So
how do you use your education to build a better world?
As explored in the Chapter 2 section, “Challenge-Based Learning,” the challenge-based learning
program organized around societal challenges and community sets the context for learning. In
contrast to service-learning, challenge-based learning is not necessarily industry-focused (Bintliff
et al., 2000; Gallagher & Savage, 2020; Hatch et al., 2016; Malmqvist et al., 2015). At its core, I
concluded that challenge-based learning was a pedagogy of the heart (see the “Challenge-Based
Learning section in Chapter 2), as it focused on addressing issues affecting humanity and
authentic experiential learning (Freire, as cited in Fitzsimmons, 2015). I had also pointed out in
the “Challenge-Based Learning” section of Chapter 2 that the challenge-based learning program
seemed aligned with the public pedagogy discourse (Groulx et al., 2020; Sandlin et al., 2011). In
contrast to neoliberalist ideologies that promote workforce readiness, public pedagogy, and the
philosophy of the pedagogy of the heart is oriented toward emancipatory educational experiences
that promote public good (Fitzsimmons, 2015; Sandlin et al., 2011; Sheeran et al., 2007). Sandlin
et al. (2011) observed this debate of education for public well-being versus the economy’s needs
was well documented in the public pedagogy literature. Desierto and De Maio (2021)
acknowledged the predicament higher education faces when considered in this broader global
context.
Despite my interpretation, the dialogic disconnect in the action-planning meeting may
have related to different underlying epistemologies; as such, a follow-up conversation might be
wise to consider other perspectives. As mentioned, much of society may have internalized the
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pressures of obtaining an education to improve their quality of life (Desierto & De Maio, 2021;
Hannon et al., 2017; Wood & Breyer, 2017). Investment in education typically generates an
expectation on the return of investment, particularly as the cost of living is increasing and
students are making great sacrifices to pursue their education (Deer & Falkenberg, 2016; Kahu &
Nelson, 2018; Kift et al., 2010; McGowan et al., 2020; RRU, 2019; Wilson, 2010; Zientek et al.,
2014).
Career Services might be able to assist by helping students navigate how to build
networks of contacts after each challenge experience completes. Participant #2 stated, “What we
saw was that they [students] went back [to their community contact] even outside of the
curriculum, and they went back and offered their time, again, to keep those connections because
they wanted to.” Career Services could help build a LinkedIn profile or implement a cocurricular
record. This service might be appropriate given the uncertainty with other measures of academic
currency, such as transfer credit. Participant #5 commented on the transfer credit articulations for
the program and stated,
We try to mitigate the risk as much as possible, so that the student can leave with
something valuable, that they can translate like academic currency into an advantage, and
advance in some other program that they want to enter . . . the other thing about
transferability is that it’s never about the sending institution, it’s always about the
receiving institution.
Although challenge-based learning is distinct from service-learning, Bintliff et al. (2000)
suggested cocurricular transcripts might help document activities. Therefore, weighing these
different perspectives, and others, invites further conversation in the organization.
In summary, Conclusion 1B reflected on the planning and required focus for moving
forward with this initiative. One suggested topic is to discuss the role of Career Services and the
services provided to students enrolled in the challenge-based learning program. The literature
reviewed affirmed the differing underlying epistemological perspectives (Sandlin et al., 2011;
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Sheeran et al., 2007), which may help participants recognize what is an important focus for other
participants and understand that the two perspectives are not mutually exclusive. Encouraging
further dialogue may uncover student needs, which will support effective and focused planning.
Conclusion 2: Consider an Integrated First-Year Experience Framework
Conclusion 2 introduces an integrated first-year experience framework that might serve
as a framework for SAS to collaborate with faculty and plan initiatives to complement the
challenge-based learning program. This section expands on the sources of inspiration for this
integrated first-year experience framework, which is presented in Figure 2.
It was clear that members of SAS and the challenge-based learning program wish to
collaborate and support students in the best way possible. Both Participants #1 and #6 referenced
intentional design strategies for collaboration. Participant #6 stated,
When we know there’s certain themes that the [students] are working through . . . that
challenge-based learning theme where they all come together for a period of time on a
project . . . well, we can be doing some extracurricular and co-curricular programming
around that theme. . . . We saw ourselves as collectively responding but in a very
intentional way.
Participant #1 stated, “Maybe it’s more about there being key aspects of the program that invite
Student Services in as a more enduring relationship. As opposed to just making resources
broadly available . . . maybe it is just a little bit more focused.” At the action-planning meeting, a
participant shared their interpretation of the infographic on the GroupMap.com collaborative
board and stated, “I see a genuine commitment to students’ learning and well-being and
collaboration across the university to do this.”
The remainder of this section references the integrated first-year experience framework
shown in Figure 2, which was developed following the literature review and considered
participant perspectives from this research inquiry. The integrated first-year experience
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framework incorporates four separate theoretical models, and inspiration arose from a coalescing
of the following:
1. Participants expressed interest in collaboration across campus which invites the
consideration of third-generation transition pedagogy (Kift et al., 2010).
2. According to the challenge-based learning program proposal, the program embodies
the RRU Learning, Teaching, and Research model (Grundy et al., 2017). The RRU
Learning, Teaching, and Research model aligned naturally with third-generation
transition pedagogy (Kift et al., 2010).
3. A connection was made to the challenge-based learning program and the possibility
of inviting a fourth-generation transition pedagogy approach given the community
sets the context for learning (Gallagher & Savage, 2020; Nichols & Cator, 2008;
Penn-Edwards & Donnison, 2014).
4. A connection was made in Chapter 2, in the section, “Process 2, Principle: Learning,
Prioritizing Indigenization” to the RRU Learning, Teaching, and Research model and
the possibility that Indigenous principles of learning were connected. I observed that
the experiential learning stages, look-reflect-act (Coghlan, 2019; P. Reason &
Bradbury, 2001; Snowden & Boone, 2007; Stringer, 2007) were similar to the
Indigenous life and learning stages, “are-think-do” (Deer & Falkenberg, 2016, p. 11).
5. Participants expressed interest in supporting students holistically which invited
consideration for the Indigenous principles of learning (Deer & Falkenberg, 2016;
First Nations Education Steering Committee [FNESC], n.d.). However, it is possible
that participants’ perspectives also reflected Student Affairs principles of practice
(Doyle, 2004). Therefore, Student Affairs principles of practice were not incorporated
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into the model as they were represented in the third-generation transition pedagogy
model already selected (Doyle, 2004; Kift et al., 2010).
6. My interests in human development and learning theories, and institutional
frameworks for program implementation supported creating this integrated
framework.
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Figure 2
Integrated First-Year Experience Framework for the RRU Challenge-Based Learning Program
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Given the state of change and time constraints of implementing initiatives for September
2022, I wanted to explore frameworks that provided structure for collaboration. Killam and
Degges-White (2017) suggested using theoretical frameworks as a communication and design
tool when collaborating across organizational silos “to ensure that programs address the
emotional, social, and cognitive needs of diverse students” (p. 9). First-year experience
programming aims to address these components and more. Throughout the literature review,
variations of third-generation transition pedagogy drew my attention as an opportunity to
develop first-year experience initiatives that align with an academic program (Cintron et al.,
2017; Clark et al., 2015; Coulter et al., 2019; Doyle, 2004; Drover-Davidson et al., 2017;
T. Gibbs & Larcus, 2015; Hu, 2020; Kift, 2015; Kift et al., 2010; Korbel et al., 2011; Korstange
et al., 2020; Long, 2012; Macken & Bishop, 2009; Marsico & Tateo, 2018; Nelson et al., 2012;
Schmidt & Kaufman, 2005; Schreiner, 2010; Tinto, 2005). Transition pedagogy is studentcentred and strives to integrate diverse stakeholders to effectively leverage talents (Kift, 2015;
Kift et al., 2010).
The foundation of the integrated first-year experience framework in Figure 1 is based on
Kift et al.’s (2010) third-generation transition pedagogy. Kift et al. described a matrix involving
key first-year experience strategies and transition pedagogy principles. The integrated framework
shows the key first-year experience strategies as the four blue horizontal bars with descriptors
shown in black text. The transition pedagogy principles are shown as the six blue vertical bars
with the white text. In contrast to Kift et al.’s original framework, the horizontal and vertical axis
have been exchanged to create more space for other frameworks to be integrated.
The second modification to the framework integrates the RRU Learning, Teaching, and
Research model with the third-generation transition pedagogy model. According to the
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challenge-based learning program proposal, the program “fully embodies the Learning, Teaching
and Research model, and introduces learning themes that explicitly connect changemaker skills
and competencies with the sustainability challenges of our time” (Grundy et al., 2017, p. 2). The
RRU Learning, Teaching, and Research model articulates the philosophy, 11 guiding principles,
five pillars, and 11 core components to orient the design of any initiative (Grundy et al., 2017).
The 11 core components of the RRU Learning, Teaching, and Research model closely align with
the four key first-year experience strategies (Grundy et al., 2017; Kift et al., 2010). Therefore,
when the core components of the RRU Learning, Teaching, and Research model were mapped to
the key strategies of the third-generation transition pedagogy framework, the two frameworks
naturally fit. The core components of the RRU Learning, Teaching, and Research model are
shown in red text in the upper four blue horizontal bars. One of the core components,
“supportive” (Grundy et al., 2017, p. 11) could equally apply to either the “proactive and timely
access to learning and support” principle (Kift et al., 2010, p. 11), or the “intentionally fostering
a sense of belonging” principle (Kift et al., 2010, p. 11). The core component that could equally
apply to either strategy is noted with a single asterisk in the diagram.
The third modification to Kift et al.’s (2010) original transition pedagogy framework
included fourth-generation pedagogy. Penn-Edwards and Donnison (2014) proposed fourthgeneration pedagogy as an expanded framework for partnerships and engagement with the
broader community. While Penn-Edwards and Donnison did not provide a diagram to
demonstrate what this fourth-generation transition pedagogy framework might look like, an
argument was made that “there is a need for a less insular approach which moves beyond the
boundaries of the higher education institution” (p. 32). Since the community sets the context for
challenge-based learning program learning, fourth generation transition pedagogy was deemed
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appropriate for this integrated framework (Gallagher & Savage, 2020; Nichols & Cator, 2008;
Penn-Edwards & Donnison, 2014). The integrated first-year experience framework in Figure 2
integrates fourth-generation transition pedagogy as a key first-year experience strategy, shown
with the single green horizontal bar at the bottom of the diagram. While it is recognized servicelearning has a different orientation than challenge-based learning, Schreiner et al. (2012)
provided an example for how faculty and Student Affairs staff might codesign support for
students to engage with the broader community. In essence, this example demonstrates how
fourth-generation transition pedagogy integrates with the institution (Penn-Edwards & Donnison,
2014; Schreiner et al., 2012). Schreiner et al. (2012) stated,
In learning communities, faculty and cocurricular staff from student development offices
can collaborate to identify involvement opportunities that build on the themes explored in
class. Together, they can provide students with directed activities and with evaluative
tools to discern whether additional clubs or activities will suit their interests and fit their
schedules. Service-learning activities provide another beneficial opportunity for
involvement. Working alongside classmates and members of the larger community
provides students with a valuable opportunity to create new relationships and deepen
existing connections while contributing meaningfully to enrich the lives or circumstances
of others. When this work is undertaken collaboratively by a group of students in an
established learning community, expanding relationships with faculty and peers,
connecting service experiences with course material, and reflecting meaningfully about
social justice and other relevant issues are just a few of the opportunities that accompany
the endeavor. (p. 57)
The early discussions of focus and framing for the challenge-based learning program may also
determine the relevance, extent, and timing for whether fourth-generation transition pedagogy is
appropriate. Regardless, establishing the connection between third- and fourth-generation
transition pedagogy in an integrated first-year experience framework may be interesting to other
academic programs.
The fourth modification to the integrated first-year experience framework arises from the
perspectives shared by participants. Participants expressed a desire to consider the student
holistically. In the action-planning meeting, Participant #5 stated,
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It’s so important that we see students as individuals in all the beautiful complex
messiness that that brings. There are best practices that we can draw on, and there’s
things that we can understand about our students as a whole. But that individualized
service really comes down to seeing students as individuals, as whole individuals.
This perspective reflects the principles of Student Affairs practice as introduced by (Doyle,
2004), and invited me to reflect on the Indigenous holistic worldview. Throughout this inquiry,
participants shared their interests in supporting Indigenous students and perspectives. For
example, at the action-planning meeting, participants reflected on the infographic and the
GroupMap.com collaborative board posted words such as, “honouring,” “moving beyond the
classroom,” “focus on well-being and resilience, building personal resources for thriving,” and
the top-voted idea for implementation from the Now What? activity resulted in the “Indigenous
bridging component.” These perspectives inspired me to reflect on how the integrated first-year
experience framework could create space for the RRU Learning, Teaching, and Research model
and the Indigenous principles of learning.
In the “Process 2, Principle: Learning, Prioritizing Indigenization” section found in
Chapter 2, I observed similarities between Deer and Falkenberg’s (2016) description of the
Indigenous perspective life and learning stages being like the action-research cycle (Coghlan,
2019; P. Reason & Bradbury, 2001; Snowden & Boone, 2007; Stringer, 2007). This connection
drew my attention to the core components of the RRU Learning, Teaching, and Research model.
Initially, I incorporated the principles of learning shared by Deer and Falkenberg (2016)
alongside the RRU Learning, Teaching, and Research model in the draft integrated framework.
Deer and Falkenberg’s (2016) text were succinct, and it was straightforward to draw the
connection to key strategies in the third-generation transition pedagogy model (Kift et al., 2010).
I initially tried to integrate the FNESC (n.d.) principles of learning, as I observed they were
included in the RRU Four Feathers Writing Guide. However, the principles were less
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straightforward to apply to a single key first-year strategy in the framework, and I hesitated to
make an incorrect interpretation.
I sat with these principles for some time. I sought out a good friend to discuss. My friend
is a high school teacher for English Studies 12 and Social Justice 12 in the Cowichan Valley. I
learned that the First Peoples Indigenous Principles of Learning were included in the BC high
school curriculum (FNESC, n.d.). This conversation and a conversation with my thesis
supervisor about the connections I was making between experiential learning and the Indigenous
life and learning stages inspired me to try again at integrating the FNESC (n.d.) principles of
learning into the integrated first-year experience framework. I ended up duplicating some of the
principles across multiple key first-year strategies, as I felt they could apply to either, depending
on the context for which the principle was interpreted. Any duplicated principles have been
noted with an asterisk in Figure 2. While the two perspectives for the Indigenous principles of
learning are shown on the right side of the figure, there is no intentional meaning for this.
Similarly, the order of each bullet point has no intended meaning. Instead, the content displayed
in the integrated first-year experience framework reflects my approach from working from left to
right as I expanded the framework to accommodate the various perspectives. I hope these
Indigenous principles of learning are discussed at length with those who hold knowledge in this
regard before the integrated first-year experience framework is used. Regardless, making this
connection to experiential learning inspired me to put this forward to be explored in future
discussions and research.
Attempting to incorporate the Indigenous principles of learning into the integrated firstyear experience framework demonstrates the complexity associated with the assumption of
categorical models to accommodate expansive Indigenous worldviews (Deer & Falkenberg,
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2016; FNESC, n.d.). Rather than prioritize one version of Indigenous principles over the other, I
chose to include both, which likely increased the complexity of the task but might present a more
comprehensive starting point for future discussions. The principles described by Deer and
Falkenberg (2016) are shown in purple text on the top three blue horizontal bars of Figure 2. The
principles described by (FNESC, n.d.) are shown in green text on the bottom three blue and
green horizontal bars. Asterisks indicate areas that might belong to more than one of Kift et al.’s
(2010) key first-year strategies. As noted, categorizing the Indigenous principles of learning into
a single strategy did not seem to fit absolutely. However, upon reflection, this is perfectly
appropriate for a holistic worldview. This exercise of creating an integrated first-year experience
framework with both perspectives has allowed me to reflect on the value of recognizing that
operating from a categorical perspective is short-sighted. There is no one “correct” way. There is
a relational, coconstructed, and experiential way. Guidance will need to be offered by those with
the knowledge and willingness to share, and discussion to explore how this might serve the
community will need to occur.
Presenting an integrated first-year experience framework does invite further reflection
and discussion. A modified fourth-generation transition pedagogy framework attends to the
institutional context, intended student demographics, institutional aspirations, and participant
perspectives. Knoff and Hobscheid (2021) argued that within inclusive environments, “teaching
and learning [must] take into account various learning theories and understandings of students’
needs” (p. 17). The integrated first-year experience framework creates space for both the RRU
Learning, Teaching, and Research model and Indigenous principles of learning. While I
recommend that research be conducted to establish further the connection between the RRU
Learning, Teaching, and Research model and the Indigenous principles of learning, the initial
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observation might inspire change at the institution beyond the SAS division. An opportunity
might present itself to modify further the RRU Learning, Teaching, and Research model to create
space more readily for Indigenous perspectives. If the RRU Learning, Teaching, and Research
model is used as a framework for developing new services and programs, these included
perspectives might support further Indigenization of SAS planning activities and curriculum
renewal. If appropriate for revision, updating the RRU Learning, Teaching, and Research model
in this way might inspire other programs to integrate Indigenous perspectives into their programs
and further promote Indigenization across the organization.
In summary, Conclusion 2 reflected on theoretical approaches that might help frame
faculty and staff engagement as they implement initiatives to support the challenge-based
learning program. Several models were considered, including third-generation transition
pedagogy (Kift et al., 2010), fourth-generation pedagogy (Penn-Edwards & Donnison, 2014),
RRU teaching, learning, and research model (Grundy et al., 2017), and both Deer and
Falkenberg’s (2016) and (FNESC, n.d.) versions of Indigenous principles of learning. The
integrated first-year experience framework that designed using these four models might be a
helpful discussion tool. It presents concepts involved in creating a first-year experience aligned
with the challenge-based learning program, the RRU Learning, Teaching, and Research model,
and RRU aspirational student demographics. The integrated first-year experience framework
serves as a foundation for further conversation. If the integrated first-year experience framework
is attractive to key stakeholders, I recommend that further conversation with the Elders/Old Ones
occur to seek their advice and input.

STUDENT-CENTRED SERVICES

191

Conclusion 3: Cultivate Community External to the University
Conclusion 3 expands from an institutionally integrated framework described in Chapter
5, Conclusion 2 to engage the broader external community. In my review of the literature, thirdgeneration transition pedagogy was more prevalent than the fourth-generation transition
pedagogy; however, fourth-generation transition pedagogy seemed suited to the challenge-based
learning program as it acknowledges the community as setting the context for learning
(Farrington et al., 2014; Hughes, 2017; Kift, 2015; Kift et al., 2010; Kift & Nelson, 2005; PennEdwards & Donnison, 2014; Raw et al., 2015). For example, Farrington et al. (2014) reflected,
“Underlying my thinking about place is an understanding of it as emergent, affective, embodied,
and experiential—that the continual construction of space parallels the constructivist nature of
learning” (p. 31). Participant #2 shared how place and space was part of the challenge-based
learning program design:
The challenge-based learning model is very much involved with community-based
projects, close and positive relationships with the community are going to be critical,
especially since we have not been a local university option for local, first and second-year
students before now, and many of our third and fourth-year students have not even
necessarily been on-campus.
At the action-planning meeting, the initial discussion surrounding the infographic Word Art
Circles confirmed the aspirations for initiatives to centre around the community.
Partnerships form a vital part of the conclusion for this research, as they support both the
challenge-based learning program, and student populations. Numerous examples were shared
about partnership arrangements with the community to support engaged scholarship and
challenge-based learning programs (Dereso et al., 2021; Elmassah et al., 2021; Farrington et al.,
2014; Gallagher & Savage, 2020; Groulx et al., 2020; Kajner et al., 2012; Linda et al., 2013; T.
H. Peterson, 2009; Sáez de Cámara et al., 2021; United Nations, 2015). In addition, the literature
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on engaged scholarship suggested many ideas for fostering connections with agencies outside of
the university context.
Participant #2 expressed interest in engaging Indigenous communities in the West Shore
region:
So, as part of the West Shore community, I think that greater relationship-building is
going to be essential between RRU and the wider community . . . like community
institutions, such as the schools, community centers, organizations, sports groups, arts
groups, music groups . . . any kind of extracurricular engagement that students might be
involved with within the community . . . as well, there is a fairly large Indigenous student
population in the West Shore . . . so we will need to do a lot of outreach with Indigenous
students . . . and families. (Participant #2)
In the “Fourth-Generation Transition Pedagogy, Approach: Partnerships,” section in
Chapter 2, I introduced the preenrolment and enrolled student categories for community
partnerships (Penn-Edwards & Donnison, 2014). Partnerships with Indigenous populations foster
relationships, increase understanding of Indigenous student needs, and are a common method for
postsecondary institutions to engage with Indigenous communities (Avant et al., 2021; Baxter &
Meyers, 2016; Britton et al., 2020; Bruce & Marlin, 2012; Cull et al., 2018; E. Greenfield, 2020;
Guenther et al., 2021; Harrison, 2018; R. A. Malatest & Associates Ltd., 2010; Mathern &
Toner, 2020; McKeown et al., 2018; Mitchell et al., 2018; Montsion, 2018; Pidgeon et al., 2019;
Truth and Reconciliation Commission of Canada, 2015; Universities Canada, 2020). I introduced
several transition pathways and student supports in Chapter 2, section “Process 3,” and I discuss
these further in Conclusion 6.
RRU already includes flexible access pathways to aid student transition, but alternative
approaches are rapidly growing (Miron & Wabano, 2017). Drover-Davidson et al. (2017) noted
that the geographical proximity to the South Island Partnership program is a likely factor in dual
credit enrolment patterns in the Province of BC. However, RRU was not noted on the list of
included institutions shared by Drover-Davidson et al. (2017). If not done so already, RRU might
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wish to explore possibilities to develop local partnerships to promote student transition to the
program.
Community engagement was also seen to be important for the desired future state of the
West Shore campus. Participant #2 stated,
All of those design elements take community into consideration . . . there’s a big
emphasis on . . . making that connection, or that interplay between the university and the
community more fluid . . . I think the atmosphere that we are hoping to generate would be
that of open doors, inclusion, and active participation, and local people coming in and
students going out, and to have this as a real hub of activity and innovation . . . and so
whatever it would take to really establish that as sort of the modus operandi would
involve Student Services too.
Both Participant #2 and Groulx et al. (2020) held similar beliefs. Groulx et al. (2020)
suggested there is a need “to re-conceptualize the interface between a university and community
as a porous boundary that facilitates mutually beneficial and accessible relationships” (p. 275)
and a shift towards “reciprocity . . . community empowerment, grassroots experimentation, and
collective action” (p. 276). Petersen and Kruss (2021) provided an engagement model to help
orient university activities within a matrix of entrepreneurship and innovation, and action and
learning, suggesting that socially responsible engagement models prioritize “incubation
programmes, small business, and small networks, clusters, and co-ops” (p. 12). An exploration of
this engagement model matrix, which noted potential partnerships, may be of interest to RRU as
the challenge-based learning program is implemented (Petersen & Kruss, 2021).
While fourth-generation transition pedagogy literature seems relatively limited,
significant literature exists that describes public pedagogy. While fourth-generation transition
pedagogy is more suited to community engagement to support student transition, some of the
discourse related to public pedagogy is focused on supporting the community’s needs of
education (Groulx et al., 2020; Sandlin et al., 2011). Public pedagogy might integrate well with
Kift et al.’s (2010) principles of design, engagement, and diversity because Student Affairs
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supports the whole student (Doyle, 2004; Killam & Degges-White, 2017; Long, 2012), and
students engage with their communities. Student Affairs areas might concern themselves with
the whole student when engaging with popular culture, public discourse, and social activism
(Sandlin et al., 2011). Fourth-generation transition pedagogy and public pedagogy might connect
faculty and staff by creating “democratic public spaces that transform social problems” (Sandlin
et al., 2011, p. 355). For example, Participant #4 suggested how engaging the local high school
student community would benefit the design of services to complement the challenge-based
learning program:
I dislike that kind of top-down approach to design. And so that’s why I say I’m the wrong
person [to ask about potential Pilot Ideas], because I’m not going to actually require these
services. I’d much rather sit down with a focus group of high school students. And say
what are the kinds of supports you would need? (Participant #4)
Participant #4’s reflection suggests that establishing partnerships with students might also
be of benefit. For example, Ogunmokun et al. (2021) argued institutions must remain
competitive by merging “student engagement with customer engagement” (p. 4) to ensure
service quality expectations.
In summary, engagement with the external community was an essential guiding strategy
to design student services that support the challenge-based learning program. This section
expanded on third-generation transition pedagogy and argued fourth-generation transition
pedagogy is more aligned with the aims of the challenge-based learning program. In addition, a
suggestion to explore areas within the dimensions of public pedagogy noted a possible topic for
faculty and staff to consider. This suggestion might inspire possibilities to develop reciprocal and
respectful partnerships that support a fourth-generation approach of student transition pedagogy
(Penn-Edwards & Donnison, 2014).
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Further, an overview of the different forms of partnerships with external stakeholders was
provided. Potential partnership areas to explore relate to fostering relations with Indigenous
communities, agencies in the community that align with challenge-based learning program
interests and engaging with students not yet admitted to RRU. Significant literature supports
Indigenous communities, which may be a helpful resource if RRU wishes to expand partnerships
and create unique opportunities for students. In addition, the challenge-based learning and
engaged scholarship literature mentioned several partnership ideas, which might also be a helpful
resource. Finally, Participant #4’s suggestion about including students in consideration of service
delivery was a helpful reminder to remain connected to the desires and needs of the incoming
student population.
Conclusion 4: Engage Students to Support Identity and Belonging
Participants shared their perspectives of how students experience the transition from selfawareness and lived experience to other-awareness and connection to the community.
Conclusion 4 explores the literature and participants’ perspectives about student belonging.
Conclusion 4 introduces two potential models which may structure activities that promote
student community. These models are considered with participants’ perspectives shared during
the semistructured interviews and the action-planning activity.
For students, the transition to a new environment creates momentum towards renewed
consideration of personal identity (Marsico & Tateo, 2018; Moore & Upcraft, 1990; Williams et
al., 2020). For example, Participant #1 stated, “This is an age . . . we’re talking about 18- or 19year-olds . . . where maybe what your peers think about you is pretty much as important as it
gets. So being willing to be vulnerable in that kind of context, that’s a tough one and a big
learning curve.”
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Part of this personal identity is the connections made with the new environment, fostering
a sense of belonging to the community. Participant #3 spoke about fostering belonging through
shared experience and then later offered the aspirational outcome of many opportunities to
engage. Participant #3 stated, “You build that sense of tradition, not in a steeped, stodgy or
boring way, but it is in those things that create a shared experience.” This same participant noted,
“By the time you have students moving through these four years, there should be a sense of
community and different people you can meet, and clubs and organizations and things to get
involved” (Participant #3).
Fostering a sense of belonging provides many benefits, including increased confidence,
resilience, empowered decision making, quality of communication, wellness, and academic
success (Hoyt, 2021; Karp, 2016; van Herpen et al., 2020; Wood & Breyer, 2017). Engagement,
particularly in the first year of study, is a key factor in academic success by promoting collective
learning (Dalton & Crosby, 2014; Kahu, 2013; Petersen & Kruss, 2021; Thomas, 2012; Tinto,
2005). Learning occurs through shared experiences with others. Dayton and Rogoff (2013)
stated,
Questions of identity, Indigenous or otherwise, we and Chandler argue, must depend at
least in part on participation in specific cultural practices, not because these need
necessarily to be preserved but because they make us who we are—and in turn constitute
what it could mean to belong to a specific culture. (p. 111)
Valuing diversity and fostering inclusive practices increases personal and systemic
wellness (Long, 2012; Rosenthal, 2016). Participant #6 spoke of incorporating diversity
education in student service opportunities and stated,
So where are we celebrating different opportunities for education, whether that’s aspects
of diversity and understanding intercultural competence, understanding without a doubt
our history, and ties to our first nations, relationships with local community, or on a
broader level, larger issues.

STUDENT-CENTRED SERVICES

197

The top-voted ideas in the action-planning meeting add another layer to this discussion.
Table 4 presents the top-voted ideas related to fostering student development and community:
Table 4
Fostering Student Development and Community – Top-Voted Ideas of the W3 Exercise
No.

Idea

1

Develop an Indigenous bridging component.

2

Make time to build skills on “how to [be a] student.”

3

Ensure admits have the growth mindset.
Participants’ top-voted ideas suggest culturally sensitive support is critical to aid

Indigenous student transition and desired practical applications. While the Indigenous bridging
component supports Indigenous students specifically, the assumption is that Indigenous student
enrolment will increase. The frameworks introduced are not intended explicitly for Indigenous
communities; however, both models promote exploration of lived experience, holistic wellness,
and coconstructed community development. While it is not clear, I wondered if the intention of a
bridging component is like the process that forms the cultural interface (Nakata, 2002, p. 5).
Nakata (2002) stated, “[The] cultural interface . . . [is] the place that conditions our lives, the
place that shapes our futures, and more to the point, the place where we are active agents in our
lives—where we make decisions—our lifeworld” (p. 5).
The top-voted idea, “make time to build skills on how to [be a] student,” suggests a desire
to build internal capacity to support students. Instead, it is not clear if this statement refers to
becoming more familiar with the intended demographic this program will attract or support
student transition. However, I have opted to interpret this top-voted idea as the latter given the
discussion at the action-planning meeting that referenced limited staff capacity and the other topvoted ideas: “Idea 7: Resource Mapping” and “Idea 8: Resource and Capacity Creation.” The
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third top-voted idea, “Idea 3: Ensure admits have a growth mindset,” is also subject to my
interpretation. Based on personal knowledge of how holistic admission practices are
implemented, I assume the admission requirements are already established, and it would be
recognized such a requirement would be challenging to administer fairly. Therefore, I have
considered this top-voted idea to refer to support student development after being admitted to the
university. Top-voted Ideas 2 and 3, therefore, suggest that practical growth-oriented activities
would support these goals.
The perspective shared by Participant #6, as well as the top-voted ideas of the action
planning meeting reflect Mezirow’s (1997) principles of transformational learning, namely,
critical thinking about our belief systems. Mezirow (1997) stated, for transformational learning
“to become meaningful, learning requires that new information be incorporated by the learner
into an already well-developed symbolic frame of reference, an active process involving through,
feelings, and disposition” (p. 10).
The two models introduced in Chapter 2 (see the section Approach: Diversity-Inclusive
Engagement Activities” section within this chapter) promote self-knowing, sense-making, and
community building; these include the lifespan model of ethnic-racial identity (Marks et al.,
2020) and the compassion, active listening, learning community, mindfulness (CALM)
contemplative model (Krikorian, 2020). Both models offer a framework for scaffolding learning
activities that promote holistic well-being (Krikorian, 2020; Marks et al., 2020). Another key
aspect of building community is the integration of traditional or cultural constructs. Recognizing
that cultural identity is a change process suggests that any activity is best enacted over time
(Dayton & Rogoff, 2013). While the models are presented separately, using Marks et al. (2020)
Lifespan model may help contextualize specific activities toward a perceived developmental life-
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stage. For example, it may be that activities orient towards the “starting around adolescence”
(Marks et al., 2020, p. 160) stage, rather than the “starting around adulthood stage” (p. 160)
initially. It seems the activities suggested by Krikorian (2020) are not targeted to a specific lifestage and are more fluid.
In conclusion, the lifespan ethnic-racial identity model and the CALM contemplative
model offer two options of framing activities to promote self-awareness and foster student
community (Krikorian, 2020; Marks et al., 2020). While I appreciate the lifespan model for
orienting to a specific life stage, the activities proposed by Krikorian (2020) have prearranged
instructions and outcomes.
The top-voted ideas arising from the action-planning meeting suggest that a practical
growth-oriented and culturally sensitive framework for designing activities is required. Both
frameworks achieve these goals, however Krikorian’s (2020) prearranged instructions and
outcomes specifically respond to top-voted Ideas 2 and 3. These activities may support the
implementation of the engagement and diversity principles of the proposed integrated first-year
experience framework.
Conclusion 5: Explore a Customized Approach to First-Year Experience
Conclusion 5 arises from a coalescing of inquiry findings and assumes that to some
extent, faculty and staff collaboration will occur. Three themes emerged related to Student
Affairs activities that would support the challenge-based learning program. The first part
(Conclusion 5A) of this section explores academic advising methodologies. The second part
(Conclusion 5B) of this section explores student success coaching. The third part (Conclusion
5C) of this section introduces peer mentorship programs.
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Mayhew et al. (2016) argued that the most successful first-year transition programs
integrate multiple approaches to serve a diverse student population. Therefore, multiple
approaches are discussed in this section to further explore how various initiatives might be
integrated and customized. Macken and Bishop (2009) described a just-in-time timeline for
implementing student-centred engagement strategies using Kift et al.’s (2010) transition
pedagogy as a guide. An integrated first-year experience framework was also introduced in the
previous section. Participant #5 observed the importance for developing a first-year experience,
and stated,
Most Student Services areas at other institutions where I’ve worked have been quite
focused mainly on the first- and second-year undergraduate experience because that is
where attrition happens, particularly in that first year . . . because they are going through
a time of transition . . . they are usually between high school and university . . . they [are]
between teenage-hood and adulthood . . . so they are undergoing all kinds of social and
personal adjustments.
Both Sheridan College and York University shared the approach for refreshing their firstyear experience student support programming. The Sheridan College (n.d.) website includes a
section dedicated to the first-year experience, and York University (n.d.) advertises a “YU Start”
(para. 1) transition program, which may be of interest (Coulter et al., 2019; Morrison et al.,
2013). York University has also published literature on the spatiality of service delivery for both
international and Indigenous students (Montsion, 2018) and how to implement a complementary
technology-enabled student-centred AI virtual assistant (Ipperciel, 2020). Additionally, the
University of Regina considered how to make the transition to university studies more accessible
and inclusive (de Lugt, 2020).
As per a previous study on assessing the demands for a new campus in the West Shore,
population growth, public interest and the need for local postsecondary education was confirmed
(RRU, 2019). Participant #2 described the unique contextual factors that might need to be
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considered for the incoming cohort: “Traditionally, this area – School District 62 . . . has been
one of the lowest, if not the lowest in the province in terms of rates of transition from high school
to post-secondary, especially to university.”
Participant #6 expressed concern that an entirely new approach to student services needed
to be considered,
For Royal Roads to venture into a traditional format with traditional age students on a
traditional student path. That in and of itself is very unique for us. And so, it’s a shift
from everything we sort of built our services around.
Participants at the action-planning meeting contributed the following perspectives to
affirm the approach of creating a first-year experience program. The first question of the W3
activity was, ‘What [do you notice]? The activity solicited the anonymous comments,
“Transition, for sure” and “Importance of supporting transitions.” Table 5 presents the top-voted
ideas of the W3 exercise.
Table 5
Customized Approach to First-Year Experience – Top-Voted Ideas of the W3 Exercise
No.

Participants’ Ideas

2

Make time to build skills on “how to [be a] student.”

4

Blue Sky – Walk with the students through their journey, mentoring, and
guiding.

6

Full Peer Mentorship Program.

7

Resource mapping.

8

Resource and Capacity.
Each of these top-voted ideas reflect a unique facet of supporting the first-year

experience, suggesting that a variety of first-year experience activities might be worth exploring.
This section explores peer mentorship programs, advising approaches, and success coaching. I
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examine Indigenous student supports, including peer mentorship, in the subsequent section,
Conclusion 6.
Conclusion 5A: Peer mentorship. Establishing a semiformal mentorship program might
be an attractive option for RRU to consider as it is an adaptable approach to empowering
students, engages the campus community in transformational relationship building and learning,
and builds internal capacity (Collier, 2017; de Lugt, 2020; Ehrich & Hansford, 1999; Friberg et
al., 2021; Gunn et al., 2017; W. A. Hall & Liva, 2021; Hunt et al., 2010; Kift et al., 2010; Morris,
2017; Rawana et al., 2015; Tsang, 2020; Yomtov et al., 2017). Peer mentorship programs also
have a long history of engaging students throughout first-year activities, which greatly help
students through the transition from high school to postsecondary (Burge, 2018; de Lugt, 2020;
Horvath et al., 2019; Hoyt, 2021; Lizzio & Wilson, 2010; Morrison et al., 2013; Tsang, 2020;
Wilson, 2010; Winston & Ender, 1988). Peer mentorship programs also seem to align well with
the RRU Learning, Teaching, and Research model and transition pedagogy given that
engagement activities can be scaffolded for participants to actively learn through coconstructed
relationships (Friberg et al., 2021; Griffiths, 2012; Grundy et al., 2017; Kift et al., 2010; Mayhew
et al., 2016; Yomtov et al., 2017).
Several participants mentioned interest in creating opportunities for students to connect
with each other. Participant #2 suggested creating opportunities for first-year students to connect
with more mature students, whereas Participants #3 and #6 suggested students could be
empowered to create their own communities of support. The following quotes support the
suggestion of a peer-mentorship program:
Explore opportunities to meet with people, older students, maybe more mature students,
graduate students perhaps, or even third and fourth years that are doing work in areas that
younger students are interested in. Having opportunities to meet, having opportunities to
talk to them. (Participant #2)
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We’re going to have to walk a balance with students organizing for themselves, which is
an awesome thing, and we shouldn’t get in the way of giving them the tools to get that
started. (Participant #3)
I think the challenges, are probably just the scalability . . . again, we’re a little school.
And we leverage that with our cohort model . . . where can we help create community in
different ways and different spaces? (Participant #6)
Participants at the action-planning meeting also affirmed this desire. Table 6 presents
relevant top-voted ideas.
Table 6
Peer Mentorship – Top-Voted Ideas of the W3 Exercise
No.

Participants Ideas

4

Blue Sky – Walk with the students through their journey, mentoring, and
guiding.

5

More time for conversation and collaboration.

6

Full Peer Mentorship Program.

8

Resource and Capacity.
The literature described the many benefits that would address a coalescing of these top-

voted ideas. Peer mentorship programs can meet the need of “walking students through their
journey” (anonymous contribution on GroupMap.com) with a mentor who has direct experience
in a cost-effective manner (Collier, 2017; Hoyt, 2021; Rotar, 2021; Wilson, 2010). In contrast to
working directly with students, staff would instead manage the mentorship program, which
would involve orientation and training, mentorship matching, communication, and coordination
(Collier, 2017). While these functions are scalable and cost-effective, it is recommended that the
organizing recognize and remunerate mentors for the program to be successful (Hodges et al.,
2013; Thomas, 2012; Wilson, 2010). Given the flexibility and ability to support diverse student
populations, implementing a peer-mentorship program might require engagement beyond SAS
and the challenge-based learning program faculty leads. However, literature demonstrates that
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peer mentorship programs also benefit mentors in many ways. It is therefore suggested that peermentorship programs be explored further.
Conclusion 5B: Advising Approaches. Academic advising is a long-standing student
support service in the profession of Student Affairs that has evolved towards a more holistic and
integrated process in recent years (Cook, 2009; Donaldson et al., 2020; G. M. Greenfield et al.,
2013; Keston & Goodridge, 2015; Long, 2012; Shaffer et al., 2010). Participant #5 expressed a
desire for RRU to explore a new approach to academic advising, and stated,
We may need a new approach to student advising, to find a clear way to serve as guides
on their academic path . . . and still to allow them as much flexibility as possible . . . so
they’re making the decisions, but we’re presenting the opportunities, or we are presenting
the opportunities so that they can make reasonable decisions along the way.
Participant #6 suggested advising approaches needed to be more exploratory: “Recognizing that
in the first year, you’re going to be doing a little more of your exploratory: Who am I? Why am I
here? What am I doing?”
Several different advising approaches were discussed in the “Transition as Becoming,
Approach: Academic Advising” section in Chapter 2, which were categorized into four broad
categories: prescriptive, developmental, engagement and integrated (Keston & Goodridge,
2015). Additionally, some organizational delivery structures were explored (King, 1993; Long,
2012; Shaffer et al., 2010). My assumption is that prescriptive advising would not align well with
the culture at RRU (Karp, 2016; Makino-Kanehiro, 2018; McFarlane, 2017; Steingass & Sykes,
2006). While developmental advising practices might suit many other institutions offering firstyear experience advising and are not ruled out to be beneficial, the RRU teaching, learning, and
research model suggests a more engaged and integrated approach might be more suitable to the
context (Grundy et al., 2017; Keston & Goodridge, 2015; Workman, 2015).
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Several different advising methodologies were introduced in each of these categories to
aid conversation on what might be appropriate as a component to a first-year experience
program. The advising methodologies that seem most appropriate include: exploratory advising
(Spight, 2020; Workman, 2015) or first-year advising (Chojnacki & Emmanuel, 2018; Ellis &
Rangel, 2018; Wilson, 2010); proactive or intrusive advising (Kitchen et al., 2021; McPherson et
al., 2016; Wortham, 2014); appreciative advising (Appreciative Advising, n.d.; Butler et al.,
2016; Workman, 2015); problem-based advising (Muneno, 2021); and group advising (Acevedo‐
Gil & Zerquera, 2016; Donaldson et al., 2020; Karp, 2016) or enhanced advising programs
(Donaldson et al., 2020; Karp, 2016); storytelling, narrative, or dialogic (Lieberman Colgan,
2016; Pizzolato, 2006; Snyder & Zona, 2019); and technology-mediated advising (Afify & Nasr,
2017; Donaldson et al., 2020; Hu, 2020).
To conclude, I recommend that a discussion of the organizational delivery structures and
advising methodologies to be considered at RRU. The next section introduces the role of success
coaches.
Conclusion 5C: Success Coaching. Success coaching is an emerging area of student
services, which may make it an attractive option for RRU to consider as it represents an
innovative approach to student services. RRU already has had the experience of implementing a
team coaching service, and so already has built capacity and expertise in this area. It might be
that the team coach model is modified to adapt to the challenge-based learning program
specifically. Participant #3 stated, “This type of learning provokes different needs . . . I suspect
we’re going to see a heavier emphasis on teamwork support with younger students.” In dealing
with conflict, Participant #7 stated, “There are different techniques that can be taught . . .
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students need to be given practice and coaching . . . and Student Services can have a role in that,
as do the instructors themselves.”
However, it strikes me that the team coach model may not meet all the student needs the
challenge-based learning program might present. Participants expressed interest in a role that can
be adaptable to different contexts, holistically oriented, and centred on the student’s learning
journey.
Participant #1 stated, “I worry about the emotional resilience of students to be able to be
immersed in important, but also a little bit depressing global challenges on a day-in-day-out basis
for two years.” A success coach might offer individualized support that draws upon students’
experience to identify practices that build resilience while finding meaning and purpose.
Griffiths (2012) claimed, “Constructivism, psychology and learning theory have converged to
shape the evolution of the coaching process” (p. 5).
Participant #5 stated, it is in this shared experience outside the lab or the classroom where
you can have a kind of informal Student Services function, where you’re again, more of a guideon-the side. Table 7 presents the top-voted ideas of the W3 exercise.
Table 7
Success Coaching – Top-Voted Ideas of the W3 Exercise
No.

Participants’ Ideas

2

Make time to build skills on “how to [be a] student”

4

Blue Sky – Walk with the students through their journey, mentoring, and guiding
Success coaching seems aligned with the RRU teaching, learning, and research model,

and transition pedagogies (Grundy et al., 2017; Kift et al., 2010). Griffiths (2012) contended,
“Coaching can provide an effective means for creating active, collaborative, authentic and
engaging learning” (p. 5). Further, challenge-based learning de-emphasizes the role of the
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instructor and empowers the student (Desierto & De Maio, 2021; Gallagher & Savage, 2020).
Similarly, Neuhauser and Weber (2011) claimed,
The student success coach model de-emphasizes the need for students to receive
permission from the coach (as an advisor) to enroll, or change courses, and instead
creates a relationship that provides guidance and support at multiple interactions, both
formal and informal. (p. 48)
These factors suggest that success coaching might be a viable option for RRU to consider. The
student success coaching that seem most appropriate include: Indigenous student coaching
(Bruce & Marlin, 2012; L. Hall & Wilkes, 2015; O’Toole, 2015; Rawana et al., 2015); holistic
nonacademic coaching (Felix & Lerner, 2017; T. Gibbs & Larcus, 2015; Karp, 2016), first-year
transition coaching (Cintron et al., 2017; Dalton & Crosby, 2014; de Lugt, 2020; Donaldson et
al., 2020; Farrell, 2007; Mathern & Toner, 2020); and peer-mentor coaching (Bettinger & Baker,
2014; Freedman et al., 2018; Griffiths, 2012; Rawana et al., 2015). Several benefits, challenges,
and approaches were explored in the “Success Coaches” section in Chapter 2 to aid this
conversation. The next section introduces the role of peer mentorship programs. Indigenous
mentorship programs are explored in Conclusion 3.
In summary, Conclusion 5 discussed the interests in developing a customized first-year
experience for students enrolled in the challenge-based learning program. Three potential areas
were considered: peer mentorship, engaged and integrated advising methodologies, and success
coaching. Peer mentorship programming was offered as a potential option, which was
demonstrated to be an expressed interest by several participants. Implementing a peer mentorship
program is not cost-free, but it does leverage resources and achieve the goals participants
expressed in the action-planning meeting. In contrast to the method potentially suggested by
action-planning participants to “Blue Sky: walk with the students through their journey,
mentoring and guiding” (anonymous contribution on GroupMap.com), the literature suggested
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their role is better placed managing the program so that mentors and mentees are empowered,
and the organizational resources are better utilized. While advising has been a long-established
practice, emerging methodologies were discussed. Since advising might already be an
established service at RRU, introducing new methodologies might be a simpler approach to
enhancing current practices. In contrast, success coaching is an emerging student service, and
RRU might be able to leverage its expertise from implementing team coaching. Success
coaching is also highly adaptable and empowers the student, like the challenge-based learning
program. It is, therefore, suggested that a first-year transition program consider integrating
multiple approaches to serve a diverse student population. The next section introduces
Conclusion 6.
Conclusion 6: Continue Prioritizing Indigenization
This inquiry demonstrated that RRU participants demonstrated they cared about the
Indigenous student population, and desired to continue making progress towards supporting the
calls to action in the Truth and Reconciliation Commission of Canada (2015) and expanding
upon the RRU Indigenous Education and Student Services priorities. Prioritizing Indigenization
directly aligns with the RRU expressed value for courage, as it requires a commitment to
learning and unlearning, and a willingness to take thoughtful actions and make iterative progress
towards creating a better future. In the first stage of research, Indigenous subthemes were
identified from the frequency of select phrases for the Proud Moments, Shifting Demographic,
and Engaged Community themes. Participants described their interests in supporting the whole
student.
Participant #1 expressed that increasing enrollment of Indigenous students is desired and
that RRU might need to “really understand what that means beyond just expecting Indigenous
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students to kind of adapt to Western pedagogy in the western orientation.” Participant #5 also
indicated the mindset shift required with supporting a local population, and stated,
[In contrast to supporting the international student population] . . . the students that will
be coming into first and second year will mostly be from here, and deeply connected here
. . . and I think we’re going to have to shift our thinking around, how these [students] are
connected to the community as we are not introducing these students to a new
environment. This is their community.
At the action-planning meeting, Participant #4 stated, “We talked about engaging the
West Shore, right? It would be wonderful to create an opportunity for these communities to gain
the skill sets to weave into that space.”
Anonymous contributions at the W3 activity included phrases such as “honouring,”
“moving beyond the classroom,” “focus on well-being and resilience, building personal
resources for thriving,” and “peer connections.” Further, the top-voted idea for the “Now What?”
activity stated, “develop an Indigenous bridging component.”
Recognizing these ambitions and interests, the demographics of the West Shore region of
Vancouver Island, plus my personal interest in learning more about Indigenous perspectives and
how student services might be able to better meet Indigenous students’ needs, prompted me to
intentionally explore Indigenous perspectives in the literature. Further, it was not clear to me
what action-planning participants meant when they stated, “Indigenous bridging component.” It
turns out that there are several options to consider.
This conclusion expands on the top-voted idea from the action-planning activity which
suggested that an “Indigenous bridging component” be explored. As discovered in the “Process
3: Transition as Becoming, Approaches: Bridging Programs” section in Chapter 2, the diversity
in bridging components is vast, and range from noncredit to credit-bearing programs, peermentorship programs, and other Indigenous support services. There is a wealth of literature that
aims to better support Indigenous students in their transition to university studies. In addition to
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Indigenous student services, many universities have implemented a diverse range of transition
programs (Britton et al., 2020; Bruce & Marlin, 2012; Cull et al., 2018; Deer & Falkenberg,
2016; Gaudry & Lorenz, 2018; R. A. Malatest & Associates, 2010; McKeown et al., 2018;
Rawana et al., 2015; Rutherford et al., 2020; Stahl et al., 2020; Wesley & Bolduc, 2016). I
gathered a small sampling of bridging programs in Canada. This list is available in Appendix B.
Upon review of each institution’s website, I was able to gather that each program varies in entry
requirements, duration, cocurricular activities offered, tuition fees and funding supports, and in
the amount of credit earned for transfer to an undergraduate program. Given the challenge-based
learning program is already established, it might be more attractive to explore noncredit support
transition programs.
Throughout the literature review, I struggled with the growing realization that many
universities focus on inclusion strategy approaches rather than making larger-scale changes.
Gaudry and Lorenz (2018) argued inclusion strategy approaches give the illusion of action while
perpetuating the western mindset of expecting Indigenous students to assimilate to the university
system. I worried that developing an “Indigenous bridging component” (anonymous contribution
on GroupMap.com) might be seen as taking a deficit-oriented approach (Guido et al., 2010;
Kahu & Nelson, 2018). This is not to say that inclusion strategies are not important, but I
hesitated to make suggestions in an area that I was not well-versed in and feared perpetuating a
western-oriented mentality. However, the value arises from creating space for Indigenous
students to connect with each other which is significant as it is closely connected to their
orientation to their world (Cull et al., 2018; Deer & Falkenberg, 2016; McKeown et al., 2018;
Montsion, 2018).
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In the “Process 2: Transition as Development” section in Chapter 2, I incorporated
Indigenous perspectives of human development, principles of learning, transition, and success,
and explored the facets of cultural identity and belonging. While I learned a great deal, the broad
range of topics also limited my ability to dig into one area deeply, and further exploration of
literature in any of these topics would be a worthwhile endeavor if any of this content is of
interest to RRU. The perspective from the literature that resonated and offered me some solace
was shared by Nakata (2002). For ease of reference, I repeat Nakata’s (2002) description of the
“Cultural Interface”:
I see the Cultural Interface as the place where we live and learn, the place that conditions
our lives, the place that shapes our futures and more to the point the place where we are
active agents in our own lives—where we make decisions—our lifeworld. For Indigenous
peoples our context, remote or urban, is already circumscribed by the discursive space of
the Cultural Interface. We don’t go to work or school, enter another domain, interact and
leave it there when we come home again. The boundaries are simply not that clear. (p. 5)
One facet of noncredit Indigenous bridging programs suggests that Indigenous peermentorship programs be embedded in activities (Hunt et al., 2010; Loewen, 2018; R. A. Malatest
& Associates, 2010; Rawana et al., 2015). Appendix A provides a short summary of Indigenous
peer mentorship programs in case further exploration is desired. The benefits and
implementation suggestions were previously described when peer mentorship programs were
discussed in Conclusion 5A; however, some distinct considerations were provided in relation to
Indigenous peer mentorship programs. These considerations include suggestions to increase
group activities, include an overt cultural emphasis, and include family members (Britton et al.,
2020; Hunt et al., 2010; Killam & Degges-White, 2017; Loewen, 2018; Rawana et al., 2015).
These distinctions suggest that if a peer mentorship program is the preferred option for a firstyear transition experience, that a distinct facet be dedicated for Indigenous students. Whether
that is managed separately from the peer-mentorship program and instead within an Indigenous
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bridging component, or as a stand-alone option from the Indigenous bridging component would
require further discussion at RRU and with the Elders and Heron people.
Finally, this inquiry introduced several other ideas aside from Indigenous transition
programs and peer mentorship programs. The concepts of intersectionality, safe space and
trauma-informed practice, ethnic-racial identity frameworks were explored. These topic areas
might expand the professional development topic areas suggested in the RRU Indigenous
Education and Student Services priorities.
In summary, Conclusion 6 discussed the interests in expanding the priorities of the RRU
Indigenous Education and Student Services priorities to include the perspectives gathered during
this research inquiry. The inquiry outcomes suggested supporting Indigenous students will be a
key priority as it is believed the Indigenous student enrolment will increase with the
implementation of the challenge-based learning program. Participants shared stories that
indicated they were committed to supporting the Indigenous student population, and participants
expressed a desire to learn and grow in this regard. This expressed commitment suggests this
topic is a vital source of energy for the institution to leverage and develop. For each transition
process described in Chapter 2, an intentional effort was made to integrate literature that
highlighted Indigenous perspectives pertaining to student service supports. However, as a nonIndigenous person, I wanted to navigate this topic respectfully. I offer this literature with a
request that my novice interpretation be considered with further conversation and dialogue with
those with expertise. I am grateful for the encouragement of my thesis supervisor to be
courageous in this learning journey, and it is work that I would encourage others to do as well as
part of a whole-campus effort towards reconciliation. Further exploration of the desires of
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incoming students, local Indigenous communities and pursuing an expansion of partnerships (as
per Conclusion 2) might better position RRU to implement any of these opportunities.
Conclusion 7: Leverage available resources, strengthen capacity, and explore technology
Conclusion 7 arose from the inquiry findings; however, this area was not a significant
portion of the literature review conducted as the topic was out of scope for this inquiry. Because
I am external to the organization, my role was to conduct research on student-centred initiatives
to complement the challenge-based learning program. Regardless, with any initiative, resourcing
and capacity building is an important facet and should be included as part of the institutional and
environmental scan conducted prior to implementation (Greenfield et al., 2013; Killam &
Degges-White, 2017).
Almost all the participants referenced resourcing as a concern for implementing activities
to support the challenge-based learning program. Some participants expressed a desire to
improve planning, while others acknowledged that the COVID-19 pandemic impacted normal
planning routines. In general, a need for more resource support included the topics: team
coaching (Participant #1; Participant #4), Indigenous student support (Participant #1; Participant
#3), communication and outreach (Participant #2; Participant #3; Participant #6; Participant #8),
peer-mentorship (Participant #7), generally (Participant #4; Participant #5; Participant #7;
Participant #8).
Participant #2 and Participant #6 reflected on how to make better use of existing
resources and the importance of relationships. Participant #6 suggested that early engagement
with SAS would better enable this goal to be achieved. Participant #6 stated,
We want to make sure that we [SAS] are considered in the design stage, or this early
proactive stage so that . . . when it comes to supporting these students, that you’re not
taking us down afterwards, right? Like . . . it’s actually a more intentional design . . . It
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was our way of saying . . . Okay, what resources do we have now? How do we make this
work? How do we embed ourselves [into the program]?
Participant #6 suggested, “Relationship building within the institution is critical . . . and I
think that’s how we stretch our limited hours we have with students is by trying to make those
partnerships happen, so that we can get to students quickly.”
While Participant #2 was referring to the West Shore campus, they reflected on a desire
to leverage current resources:
[Creating a hub of activity and innovation will require] a lot of it is presence, it’s
outreach, it’s a respectful engagement with community and looking for, patterns of
support that might be needed. . . . We need to ask the questions: what do we have here?
What can we take advantage of in terms of where we are? . . . I think there will be a
different kind of engagement, and a sort of a more immediate interface with the new
campus in a more urban setting.
At the action planning meeting, participants shared their hopes that an evaluation of
resources be considered. One comment identified that the scope of this research was missing an
evaluation of resources, and another comment stated, “I fear it’s a business class model on an
economy class budget. Comes at a cost to the service providers when no additional resources are
available.” As shown in Table 8, the conversation at the action-planning meeting prompted three
top-voted Ideas.
Table 6
Leverage Available Resources, Strengthen Capacity, and Explore Technology – Top-Voted Ideas
of the W3 Exercise
No.

Idea

7

Resource mapping.

8

Resource and capacity creation

9

Free tuition.
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It is difficult to ascertain if the resourcing plans have been finalized to give rise to these
suggestions, or if the participant has expressed this fear based on the information they have. It is
possible that the timing of this research, approximately a year into the pandemic had also
impacted staff resilience. Regardless, resourcing tends to be a constraint factored into planning
initiatives, so any expressed fears might be alleviated as more information is shared and
decisions are made to refine the complementary student services.
Somewhat related to capacity building is the topic of technology. As an observer to the
action-planning meeting with experience at a larger postsecondary institution, it struck me that
not a lot of conversation centred on technology-enabled supports and resources that might help
create capacity. In the interviews, some participants referenced using virtual platforms to share
information broadly, and Participant #5 referenced that a full-scale Enterprise Resource Planning
system initiative was underway at RRU. Participant #8 expressed the paradox of managing
services both synchronously and asynchronously:
The in-person thing is challenging. So, what can you do in-person or online? What can
you do asynchronously? What can you do synchronously online? . . . That’s a matrix of
service support. You can provide a whole bunch of videos, and we do. We have help
guides and videos, and that kind of thing. Whether or not those meet student needs . . .
whether they’re willing to put in the time and effort to do that self-training and stepping
them through that. And whether that’s an expectation that they do that or whether they
get more hands-on support. That speaks to what are we trying to achieve as an institution
. . . are we trying to make self-reliant, in terms of their own support, what level do we
expect them to be self-reliant? And what goes beyond that? I think those are more robust
conversations, depending on the outcomes you’re trying to achieve.
Managing the “high-tech” and “high-touch” paradox, which highlights the polarity
dynamic of balancing the personal and impersonal service emphasis, was well described in the
literature, and the relationship-focused dialogue at the action-planning meeting suggested RRU
values the high-touch dimension more (D. J. Burnett & Oblinger, 2002; Edmunds et al., 2021;
Ekman et al., 2020). However, technology-enabled support might allow the university to serve

STUDENT-CENTRED SERVICES

216

multiple locations (Farrington et al., 2014; Fraser & Stott, 2015). Literature of note for
incorporating technology into student services include: self-service supports (Clewes, 2003;
Crawford et al., 2016; Damali et al., 2020; de Lugt, 2020; Ipperciel, 2020; Schmidt & Kaufman,
2005); student transition (Hodges et al., 2013; Horvath et al., 2019; Hu, 2020; Korstange et al.,
2020; Rotar, 2021; Rutherford et al., 2020); academic advising (Epps et al., 2015; Habley &
McClanahan, 2004; Hu, 2020; Karp, 2016); peer-mentoring (Thomas, 2012; Wood & Breyer,
2017); cocurricular portfolios (Belousova et al., 2019; Coulter et al., 2019); and virtual learning
environments (Cesco et al., 2021; Gamble & Crouse, 2020; Saz et al., 2016). Edara (2021)
explored the paradox between holistic-oriented education and technology, and stated,
Technology is a paradox, for it offers humans great possibilities and at the same time, it
confines them in what they do and how they do it . . . however, due to the lack of
constraints on what sort of information and content is made available online, people
constantly need to rely on their judgement to select what’s relevant. This selection
requires a certain degree of media literacy and self-discipline. Thus, given the reality of
the paradox of technology, the liberal course in holistic life education gains an added
significance. (p. 1)
The extensive literature on the topic of technology-enabled supports contrasted with my
observation of the action-planning meeting discussion, which suggested there might be
opportunities to leverage technology and build capacity. While introducing any technology
requires an up-front expenditure of time, resources, and expertise, it may be a longer-term
ambition to better serve multiple campuses. Perhaps SAS, in collaboration with a technologyoriented expertise, might benefit from opportunities to explore ways that technology can provide
personalized services and streamline support provided. There may be ways to maintain SAS
presence, empower students to be self-directing, and gain efficiencies so that SAS staff could
become more future-oriented in their service delivery if SAS were to explore alternative ways of
thinking about personalized service.
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Other suggestions might include considering the suggestions made in Conclusions 1-3.
Conclusion 1 and 3 discussed the areas where relationships might be enhanced, both internal and
external to the university and Conclusion 2 suggested an integrated first-year experience
framework to guide planning efforts. Although not mentioned in Conclusion 3, engaging the
university advancement office to explore donor relationships for specific student groups might be
an option and respond to the top-voted idea for “free tuition.” Conclusion 5 discussed several
approaches to creating capacity for support for students, including success coaching and peermentorship programs. While these conclusions might not be simple, they provide alternative
options if technology-enabled solutions are too complex to manage.
In summary, Conclusion 7 discussed an emerging area that arose in this inquiry that was
not the intended focus for this study. The conclusion was formed through the frequency in which
participants described concerns with managing in a resource-constrained environment, which is a
relatable struggle. The timing of the research endeavor, the COVID-19 pandemic and my
external role to the organization likely impacted the perspectives of participants. However, the
conversation at the action-planning meeting also suggested there was a significant value placed
on high-touch interactions, and likely less emphasis placed on technology-enabled supports.
While certainly more complex to implement, technology enabled supports might help leverage
the limited resources. If options are limited in this regard, some of the suggestions made in the
conclusions presented previously might also provide some leverage with reduced investment.
Participant #8 suggested there was a more robust conversation to be had about the level of selfefficacy the university wishes to encourage students to have. These observations of participant
reflections and the literature might suggest that further conversation on this topic be pursued.
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Conclusion 8: Explore the SAS Concept Circle
Conclusion 8 arose from the inquiry relates to the relevance of the SAS Concept Circle.
The SAS Concept Circle arose through the third round of data analysis of the first-stage
participant data. The first round of data analysis organized select phrases into themes; each
theme generated its own Word Art Circle. The second round of data analysis formulated the
subthemes; each subtheme was categorized in a different color text in each themes’ Word Art
Circle. The third round of data analysis formulated the four concepts of the SAS Concept Circle.
The four concepts were developed by grouping similar subthemes together, and then adjusting
the color-coding of each Word Art Circle so that subthemes of a similar concept were colored
within the same color family. There are four concepts in the SAS Concept Circle: Individual
Congruence, Active Learning, Collective Engagement, and Conceptual Communities. The SAS
Concept Circle can be found in Slide 16, Appendix C.
Assessment and evaluation are core principles of university operations and the Student
Affairs profession (Doyle, 2004; G. M. Greenfield et al., 2013; Kahu & Nelson, 2018; Kift et al.,
2010; Korbel et al., 2011; Moneta, 2017). As introduced in the Conclusion 2, section, “First-Year
Experience, Principle: Planning,” assessment, and evaluation form two principles of the
transition pedagogy model (Kift et al., 2010) and G. M. Greenfield et al. (2013) reported
literature on the topic of first-year program assessment was robust. I wondered if the presentation
of the concept model might act as a guiding interpretive framework to explore how the different
concepts might be considered in the planning of the activities, essentially providing SAS with an
assessment and evaluation tool.
Doyle (2004) argued, “The mainstream approach to improving student engagement,
belonging, retention and success is more effective if it is underpinned by the use of data” (p. 391)
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and Student Affairs “uses systematic inquiry to improve student and institutional performance”
(p. 388). Both Doyle (2004) and Long (2012) suggested evaluation and assessment were
necessary competencies for Student Affairs managers to have. Assessment and evaluation data
has also been used to institutionalize service-learning (Bintliff et al., 2000). The pressures on the
educational system to continually enhance performance and appeal to stakeholders suggest
innovative approaches to planning are appropriate. Survey tools, managed by the National
Survey of Student Engagement (NSSE) attempt to capture dimensions of, “academic challenge,
active learning, interactions, enriching educational experiences and supportive learning
environment” as institutional performance metrics. The Council for the Advancement of
Standards in Higher Education (CAS) provided self-assessment metrics to help institutions
evaluate and improve their services (Korstange et al., 2020; Scott, 2014). These perspectives
were integrated in my thinking as I considered how to best make use of the SAS Concept Circle
in preparation for the second stage of research.
As mentioned, at the start of the action-planning meeting, participants were provided an
overview of how the SAS Concept Circle was formulated, in preparation for the Now What?
stage of the W3 activity. The concept circle did generate conversation, and my impression from
participants is that the concept categories made sense. Participants expressed that the Engaged
Community concept was expected to be more prominent in the Pilot Ideas Word Art Circle. As
mentioned previously, after the action planning meeting, I returned to my data to try to make
sense of the concern raised. I was able to clarify that Pilot Ideas spanned four Word Art Circles
in the infographic (see Slides 10–13, Appendix C). These Word Art Circles were Pilot Ideas,
Design Configuration, Building for Change, and Conceptual Communities. The feedback was
helpful in validating my interpretation of the data and conveying the Engaged Community
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should play a significant role in any pilot idea initiative. A copy of these reconfigured results for
the Revised Pilot Ideas Word Art Circle is available in Appendix Q.
Research is indeed an experiment. In preparation for the action-planning meeting, I
experimented with the GroupMap.com tool as I configured the activities prior to the actionplanning meeting. For the W3 exercise, I configured the activity so that participants were
prompted to add ideas for each of the What?, So What?, and Now What? stages of the activity.
The last stage, Now What? prompted participants to add ideas about how they wanted to
proceed. During the action-planning meeting, once all participants had added their ideas, I
guided them through the steps of rating each of their ideas using the four-color concept circle.
Each participant could indicate, on a scale of 1 to 10 how much emphasis they felt should be
placed on the concept as the idea was implemented.
Following the activity, I proceeded to review the data that the action-planning meeting
generated. I calculated the average score for each rate top-voted idea. I then divided it by the
average group score to generate the proportional metrics of each of the four-quadrant areas. The
results from this activity are in Appendix R. In contrast to my analysis of the first-stage data,
where all themes and subtheme metrics generated relatable scores, the metrics produced from the
action-planning ideas were almost equally proportionate. The limited variation between the topvoted ideas metrics is interesting, and I was not sure what to make of it. The participant group
was small, so the statistics are not significant. However, several other considerations might
warrant attention.
After discussing the results with my supervisor, we settled on the idea that complex
topics are challenging to measure, particularly the closer you are to experiencing the topic. Fry
(2021) discussed the problematic nature of using metrics as proxies for complex topics we care
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about, as meaning is lost when those who do the counting influence the outcome. Desierto and
De Maio (2021) discussed the perils of audit culture, termed by Shore (2008), and claimed: “a
fixation on metrics erodes the true nature of education” (p. 2). As de Lugt (2020) noted, “The
majority of transition program design elements are expressed in terms of outcomes. How to
achieve these outcomes is still a question of empirical trial and error” (p. 17).
I have reflected on the approach to create a metric at the end of the GroupMap.com
activity. On the one hand, I can see the value of experimenting with metrics to guide discussion
and decision-making. On the other hand, focusing too much on assessment and evaluation
attempts to simplify complexity and misses the point. It is also possible that the W3 concept
rating activity gave little time for participants to reflect and discuss. It is also possible the topic
or the critical question was too complex for a metric. Regardless, when viewing the first stage
data from a distance, the proportions make more sense.
Returning to the literature, I tried to make sense of this SAS Concept Circle. I was able to
make a connection to Cox and Strange (2010), who suggested the literature discussing student
development “has reframed and given rich insight to the concept of student success, while
influencing and reshaping institutional designs” (p. 19). Cox and Strange (2010) continued to
explain the two domains:
Student development and the impact of post-secondary environment . . . within the first
domain – student development – are three lines of inquiry in the literature, attending to
each of three fundamental aspects: psychosocial identity formation; the evolution of
cognitive-developmental meaning-making structures; and the emergence of personal
preferences, styles, and types. From the second domain – campus environments – has
come a range of concepts focusing on the natural and synthetic physical features of a
college or university: the effects of various human aggregate groupings; the impacts on
functioning of different organizational designs; and the nature of socially constructed
aspects of institutional press, social climate, and culture. These streams of thought have
contributed significantly to an understanding of the processes of human development and
maturation during the post-secondary years, and the potential of educational institutions
to influence these processes. Thus, these concepts are helpful in examining the goals of
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student success and the practices of student services professionals to support them.
(p. 19)
Suddenly, the SAS Concept Circle has more meaning. The Individual Congruence and
Active Learning concepts on the left-side of the four-color quadrant reflected the first domain
Cox and Strange (2010) described, student development. The left-side of the four-color quadrant
reflected the second domain Cox and Strange described, which was campus environments. An
illustration of how Cox and Strange’s (2010) literature holds relevance with the SAS Concept
Circle is provided in Figure 3. The benefit of connecting these concepts to the SAS Concept
Circle is that it allows RRU to reflect on the theories and models that underpin the campus
environment in the design of their services to complement the challenge-based learning program.
The most prominent domain is the SAS Concept Circle was the campus environment domain
(Cox & Strange, 2010). While the metric was not a precise measurement, both the high-level
proportionate view of the Concept Circle and the conversation at the action-planning meeting
emphasized the importance of community.
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Figure 3
Relevance of SAS Concept Circle with the domain, campus environment (Cox and Strange,
2010).

Recognizing the interest of focusing more on the campus environment substantiates
pursuing strategies that align with third and fourth-generation transition pedagogy, as described
in the proposed integrated first-year experience framework (see Figure 1 in Chapter 2; Kift et al.,
2010; Penn-Edwards & Donnison, 2014). Cox and Strange (2010) suggested four essential
features contributed to campus conditions: “its physical components and design; its dominant
human characteristics; the organizational structures that serve its purposes; and participants’
constructions of its presses, social climate, and culture” (p. 28). These areas might offer some
guidance to make meaningful change. For example, the ideas suggested in Conclusion 1 about
fostering a sense of team by sharing physical space during the early stages of the implementation
and finding opportunities to reflect together might influence the campus environment. Likewise,
the suggestions made in Conclusion 6 about creating transition programs for Indigenous students
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might influence dominant human characteristics and culture on campus. Making this connection
provides some exciting considerations that might be worthy of discussing.
Further, I realized that Chapter 2 introduced the SAS Concept Circle concepts in the
“Process 2” section; the subtitle for this section was originally defined by Gale and Parker
(2014): “Transition as Development” (p. 741). The “Process 2” section discussed identity,
learning, engagement, and belonging. The SAS Concept Circle is composed of the four concepts,
Individual Congruence, Active Learning, Collective Advancement, and Conceptual
Communities. An illustration of how the SAS Concept Circle is relevant to Gale and Parker’s
(2014) literature is provided in Figure 4. The benefit of connecting the SAS Concept Circle to
this literature is that the desire to create initiatives that support the “transition as development”
(Gale & Parker, 2014, p. 741) phase is clarified. Recognizing the connection to the transition
process stage might signal the focus for initial efforts when initiatives are selected. For example,
the literature in the “Process 2” section presented peer mentorship programs as an opportunity
for students to develop their sense of identity, learning, engagement, and belonging. Gale and
Parker suggested peer mentorship programs as an appropriate transition activity for this phase.
Chapter 5, Conclusion 5A also reflected on the ability of peer mentorship programs as having the
ability to empower students and adapt to resource-constrained environments. Drawing
conclusions to multiple theoretical models and frameworks might allow SAS to explore the
meaning of the SAS Concept Circle and how it might support further exploration and
application.
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Figure 4
Relevance of SAS Concept Circle with Gale and Parker’s (2014) “Transition as Development”
(p. 741) Process

In summary, Conclusion 8 discussed the topic of the SAS Concept Circle that arose
during the analysis of first-stage data. Participants at the action-planning meeting discussed the
concept circle and experimented with the metric to assess usability for assessment and
evaluation. Assessment and evaluation are a growing interest for postsecondary institutions, but
it is not always a perfect method to explore complex topics. The first-stage proportional metric
seemed to be relatable to participants at the action-planning meeting. However, the rating of topvoted ideas produced relatively similar metrics (see Appendix R), likely because the sample size
was small. These relatively similar metrics might require further discussion. It is unclear whether
each top-voted idea is conceptually similar in proportion, the complexity of the topic was too
challenging for participants to rate, or if there was a lack of shared understanding of how to
complete an assessment. Regardless, participants verbally confirmed that they envisioned the
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student services complementing the challenge-based learning program to emphasize community
strongly. This validation supports the inclusion of fourth-generation transition pedagogy (PennEdwards & Donnison, 2014). Following the action-planning meeting, further exploration of
literature resulted in my connecting the SAS Concept Circle to the models and theories that
underpin student development and success in educational environments (Cox & Strange, 2010).
This realization suggests that SAS could refer to scope of literature Cox and Strange (2010)
discussed in Chapter 2 of their book, Achieving Student Success: Effective Student Services in
Canadian Higher Education, on the influence of campus environments to make intentional
adjustments that serve their aims. While the SAS Concept Circle application was an imprecise
metric, I believe precision is not the true purpose. The true purpose is to engage in conversation
and use the metric as a guide to orient toward shared agreement. Therefore, the use of the metric
for assessing direction achieved its aims. Whether the metric is used as an evaluation tool during
the planning or postimplementation stages of this project remains to be discussed. The
conclusion, therefore, is to suggest consideration of the SAS Concept Circle for possible further
applications, perhaps as a discussion tool or a metric to guide assessment and evaluation.
Inquiry Recommendations
Based on the research findings and conclusions, I present the following recommendations
and steps for implementation. These recommendations are displayed in an ordered sequence to
build a strong foundation for change and accommodate subsequent recommendations; however,
some recommendations might co-occur. The order and sequence would require organizational
discussions and feasibility assessment. The recommendations for Dr. Roberta Mason, the project
sponsor, are summarized in Table 9 and expanded upon in the following section.
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Table 7
Inquiry Recommendations
No.

Recommendations

1

SAS leadership, challenge-based learning program leads, and other relevant
stakeholders discuss the results of this inquiry.

2

Create opportunities to promote team building and build a foundation for change.

3

Evaluate the proposed integrated framework presented in Chapter 5, Conclusion
2 and consider whether it could be trialled for implementing initiatives.

4

Discuss potential first-year experiences that might best complement the program
and assess which experiences are operationally and fiscally feasible. Develop
short-term and long-term plans that are scalable in case enrolment grows
significantly.

5

Experiment with student engagement activities that align with more recent
student engagement frameworks to support identity development and belonging.

6

Explore opportunities to enhance Indigenous student support services. Discuss
the institutional ambition, intended student demographic, institutional
capabilities, and consult with key Indigenous stakeholders to determine the
feasibility and interest in the Indigenous student support programs suggested.
Conduct more research and engage in consultation, as necessary.

7

Explore opportunities to build capacity by leveraging technology. The
prioritization of preferred first-year experience activities may influence
technology-enabled supports.

8

Explore the SAS Concept Circle metric as a discussion tool to aid planning,
assessment, and evaluation.

Inquiry Recommendations Expanded
This research explored how RRU might design innovative and student-centred services to
complement the challenge-based learning program, which will be delivered at the future West
Shore campus. In this section, I expand on each of the recommendations presented. I then
describe potential next steps.
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Recommendation 1: Student and Academic Services leadership, Challenge-Based Learning
Program Leads, and Other Relevant Stakeholders Discuss the Results of this Inquiry
This inquiry demonstrated that further conversation is needed to plan initiatives to best
complement the challenge-based learning program. This inquiry produced a significant amount
of data, and responses touched on nearly all facets of SAS. Participants expressed a strong desire
to collaborate and embed activities, but the focus and framing for the initiative may have been
unclear when I conducted the research. Despite this, participants highlighted their interests in
building community in many areas, and the extensive literature review reflected several ideas to
engage various student communities. This literature and the results of this inquiry suggest that
senior leaders may benefit from a discussion to develop a shared understanding of the focus and
framing for the initiative. Once the focus and framing have clarified the scope and direction, I
suggest the members involved in the implementation of the initiative also be engaged in
conversation so that institutional alignment can occur. The potential steps for SAS leaders to
implement include the following:
1. SAS leaders, program leads, and other relevant stakeholders to discuss and determine
vision, focus and framing, and clarify scope.
2. Engage other stakeholders to clarify framing and focus and create shared alignment.
Recommendation 2: SAS should Create Opportunities to Promote Team Building and Build a
Foundation for Change
This inquiry suggested that there is some uncertainty and concern for how managing this
new initiative will occur. The initiative suggests that a new project team will form, including
those vested in seeing this project through. This project team may benefit from SAS prioritizing
opportunities to engage and get to know each other. Participants shared that despite their
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interests, connecting remained a challenge. Participants indicated a strong preference for
nurturing relationships. Their interest in supporting community development both inside and
outside the university also emphasized this preference. At the action-planning meeting, I
observed a need to find opportunities to connect more frequently. The conclusions that informed
this recommendation are Conclusions 1A and 1B (see Chapter 5). The potential steps for SAS
leaders to implement include the following:
1. Explore opportunities to support project team development for those involved in
supporting this initiative.
2. Explore opportunities for key stakeholders to discuss the potential implications of
shifting student demographics and encourage a new shared identity to develop.
3. Explore opportunities for shared space (virtual or physical).
4. Explore opportunities to reflect and learn together.
5. Celebrate success regularly and frequently.
Recommendation 3: Evaluate the Proposed Integrated First-Year Experience Framework and
Consider Whether it Could be Trialled for Implementing Initiatives
This inquiry produced an integrated first-year experience framework that has been
customized to align with the RRU Learning, Teaching, and Research model, and integrates thirdand-fourth generation transition pedagogy and Indigenous principles of learning (introduced in
(Chapter 5, Conclusion 2, Figure 2)). This is a proposed integrated first-year experience
framework, and thus, is subject to further discussion and consideration. I suggest that Student
and Academic Service leaders, program leads, and other relevant stakeholders discuss this
proposed integrated framework to determine if it might be appropriate for planning and
implementing first-year initiatives. I suggest that the literature related to the integrated first-year
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experience framework be reviewed. If the integrated first-year experience framework is deemed
attractive, I suggest consultation occur with key Indigenous stakeholders before implementation.
It might also be appropriate to conduct further research on Indigenous life stage and learning
perspectives if modifications to the RRU Learning, Teaching, and Research model are desired.
The potential steps for SAS leaders to implement include the following:
1. Key stakeholders may wish to review literature associated with the integrated firstyear experience framework (Deer & Falkenberg, 2016; Grundy et al., 2017; Kift,
2015; Kift & Nelson, 2005; Kift et al., 2010; Penn-Edwards & Donnison, 2014).
2. Key stakeholders to discuss and evaluate the proposed integrated first-year experience
framework and consider which facets of it are appropriate for trial when
implementing first-year initiatives.
3. Consult with key stakeholders, including Indigenous stakeholders, to evaluate
whether the Indigenous perspectives of learning are appropriate to include in the
integrated first-year experience framework.
4. Adjust integrated framework as appropriate for trialled implementation.
Recommendation 4: SAS Leaders to Discuss Potential First-Year Experiences that Might Best
Complement the Program
This inquiry emphasized that supporting the first-year undergraduate experience will
have significant implications for the student support services offered. First-year experience
programming is a substantial endeavour at most other universities. Further, the challenge-based
learning program model is distinct from other programs and invites a conversation to determine a
complementary suite of practices. An extensive literature review was conducted and suggested
three potential areas, a peer-mentorship program, a refreshed methodology for academic
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advising, and/or a student support coach model that might be integrated or expanded from the
current team coach model as good options to consider. Conclusion 5 considered each of these
practices as viable options to consider. Conclusion 8 connected the concepts of the SAS Concept
Circle to the transition process, “transition as development” (Gale & Parker, 2014, p. 741), and
suggested that establishing a peer mentorship program would be an appropriate initiative to
prioritize. Peer mentorship programs were desired by participants and supported by the literature.
An evaluation of enrolment plans, student demographics, and operational and financial
feasibility are also suggested to ensure the approach is appropriate to the institution’s context.
The potential steps for SAS leaders to implement include the following:
1. Key stakeholders may wish to review literature associated with the three practice
activities presented. The three options were: a peer-mentorship program, a refreshed
methodology for academic advising, and/or a student support coach model that might
be integrated or expanded from the current team coach model.
2. Review recruitment and enrolment plans and gather information to explore
operational and financial feasibility of preferred practice.
3. Discuss and evaluate options presented. Consult with stakeholders as needed. Explore
options for short-term and long-term implementation.
4. Consider implementation planning, consultation, and communication plans.
Recommendation 5: SAS Leaders to Experiment with Student Engagement Activities that
Align with More Recent Student Engagement Frameworks to Support Identity Development
and Belonging
This inquiry emphasized creating inclusive spaces helped students explore their
identities, build community, and create a sense of belonging. Participants suggested that RRU

STUDENT-CENTRED SERVICES

232

will become more connected with the West Shore community and identified a shared source of
satisfaction and aspiration for welcoming and engaging with Indigenous populations. While
some supports specific to Indigenous students form a subsequent recommendation, creating a
welcoming space conducive to learning involves the whole institution. Within the academic
literature, emerging engagement frameworks have been developed to support diversity inclusive
engagements. Conclusion 4 (see Chapter 5) suggested these engagement frameworks provide
structure for student engagement activities which may be of interest for either SAS generally, or
any activities that are planned to complement the challenge-based learning program. The benefit
of this proposed activity framework is it can be achieved within the larger overarching proposed
integrated first-year experience framework (Chapter 5, Conclusion 2, Figure 2). The exercises
recommended by Krikorian (2020), depending on the selection and application, might address
the transition, engagement, and diversity principles of the third-generation transition pedagogy
framework (Kift et al., 2010), which have been incorporated into the integrated first-year
experience framework. The potential steps for SAS leaders to implement include the following:
1. Key stakeholders may wish to review literature associated with the three options
presented.
2. Discuss and evaluate options presented. Consult with stakeholders as needed. Explore
options for short-term and long-term implementation.
3. Experiment and assess the integrated framework. Modify the framework as needed.
Recommendation 6: Explore Opportunities to Enhance Indigenous Student Support Services
As mentioned, this inquiry emphasized a shared commitment and aspiration for
welcoming and engaging with Indigenous populations. This recommendation is informed by
Conclusion 6. The top-voted idea arising from the action-planning meeting was to explore the
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implementation of an Indigenous bridging component. The literature and an environmental scan
demonstrated many exemplars available should this be of interest to RRU program designers.
Therefore, the recommendation that project leads: review the literature included in this inquiry;
discuss institutional ambitions; explore the intended student demographic and future enrolment
plans; assess institutional expertise and capabilities; and consult with vital Indigenous
stakeholders to determine the feasibility and interest of any Indigenous student support programs
suggested. I also suggest conducting more research about community engagement. The potential
steps for SAS leaders to implement include the following:
1. Key stakeholders may wish to review literature associated with the three options
presented: Indigenous peer mentorship program, Indigenous bridging program (credit
or noncredit), or Indigenous coaching program.
2. Discuss institutional ambitions, expertise, and capabilities
3. Conduct further research. Review recruitment and enrolment plans and gather
information to explore operational and financial feasibility.
4. Discuss and evaluate options presented.
5. Consult with key stakeholders, including Indigenous communities.
6. Consider community partnerships as appropriate.
Recommendation 7: SAS to Explore Opportunities to Build Capacity by Leveraging
Technology
This inquiry emphasized the importance of planning resources, building capacity, and
leveraging technology, where appropriate. While this was not an intentional focus of the inquiry,
participants expressed concern with implementing new supports and services as they felt there
was limited capacity. This recommendation is informed by Conclusion 7 (see Chapter 5). The
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action-planning meeting contributions suggested incorporating resource planning in initiative
planning. These perspectives may have reflected a limited view of resource planning conducted,
and therefore one suggestion might be to ensure team members could express these needs.
I observed that discussions at the action-planning meeting oriented more towards hightouch services than technology-enabled solutions. As an external observer, this was an
interesting perspective to hear. In my experience, technology is viewed as a solution to increase
capacity and empower students to manage their personal affairs. Also, students are keen to
engage with technology in multiple ways. Granted, my experience with student service focus is
different, and I am not familiar with participants’ context to suggest either way is better.
However, I wondered if this observation might suggest a conversation to explore the level of
self-efficacy expected of students might be a worthwhile endeavour. This conversation might
help team members clarify the scope of their role and hopefully create some capacity to provide
relief.
Finally, I suggest exploring technology-enabled supports once the preferred prioritization
of first-year experience activities occurs. While this is a longer-term endeavour, and likely more
challenging given the operational implications, and evaluating student expectations, potential
options, and resulting impacts might be a good conversation to pursue. The potential steps for
SAS leaders to implement include the following:
1. Engage team members in resource planning activities, providing opportunities to
express needs and enhance understanding of the initial planning process.
2. Explore the topic of idealized student self-efficacy and empowerment practices to
help team members manage scope.
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3. Explore options for technology-enabled supports that might complement student
services activities, create capacity, and provide relief.
Recommendation 8: SAS to Explore the Student and Academic Services Concept Circle Metric
as a Discussion Tool to aid Planning, Assessment, and Evaluation
This inquiry emphasized the importance of designing student services to complement the
challenge-based learning program. This recommendation is informed by Conclusion 8. The SAS
Concept Circle arose from the data analysis of the first-stage data. Then, experimentation was
conducted in the action-planning meeting to assess whether it could serve as a metric. While the
potential applied use is still uncertain, discovering that the concept circle connects to an
extensive literature on designing initiatives that support student success is exciting. The data
analysis suggested that first-stage participants felt collective and community engagement was a
key focus, and action-planning participants confirmed this interest. Therefore, further exploration
of the use of this Concept Circle to evaluate whether it can serve as a metric assessment or
evaluation tool. Assessment and evaluation are key principles in the integrated framework
suggested in Recommendation 2, which suggest that exploring the SAS Concept Circle will
fulfill key principles of the proposed integrated framework. The potential steps for SAS leaders
to implement include the following:
1. Key stakeholders may wish to review literature associated with campus environment
theories and models to explore how to influence change.
2. Discuss potential viability for areas of assessment or evaluation.
3. Experiment with the SAS Concept Circle metric and assess. Modify the application as
needed.
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Implications
Organizational Implications
It has been such a privilege to partner with Dr. Roberta Mason to complete this research.
I appreciate her trust in me and her willingness to let me explore research with creativity. I also
appreciated her authenticity and genuine commitment to education and being of service to others.
She created space for me when I most needed it. Her willingness to provide opportunities in a
friendly, compassionate manner exemplifies the heart of the educational organization. Knowing
other colleagues in my cohort who were challenged to secure research partners amid the
pandemic, I hope RRU recognizes Dr. Roberta Mason’s generous support for my research as an
example of how RRU can support students in the future.
Throughout the individual interviews and the action-planning meeting, the changing
dynamic that participants were experiencing and the effect on forward-facing plans was striking.
The COVID-19 pandemic had been actively underway for approximately 16 months, and the
organization had been experiencing its internal changes. In addition, my project sponsor advised
that several senior executive leadership changes occurred during this project, which may have
added another layer of internal change that participants were experiencing, as new leaders bring
with them opportunities for new and different conversations. The constant and multi-layered
state of change that the organization is experiencing may have impacted the data gathered during
the first stage of research, and the action-planning meeting engagement and outcomes. The
implications for the organization are that these events may have slowed the initial momentum,
and intentional conversations are needed to propel this initiative forward.
The challenge-based learning program was deferred from September 2021 to September
2022 due to the pressures of the COVID-19 pandemic. This decision, which occurred just before
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conducting the interviews, did have a positive effect. It seemed to bring relief and renewed hope
that a more intentional focus on preparing could occur. Participants remarked that the plans for
the program launch and the West Shore campus were ambiguous, and some doubted whether it
would come to be or how implementation would occur. Participant #8 noted, “I think it is
challenging to contemplate without something concrete.” Similarly, Participant # 7 stated, “I do
not have the answer at this stage, but I am thinking about it.” Participants frequently cited that
strained resources contributed to challenges given these unclear timelines and plans. Participant
#6 confirmed this with the following statement: “Yes, [I feel stretched as it is] . . . and then
COVID happened.” Furthermore, Participant #8 asserted, “I often have to put the brakes on
things that my team wants to do because it is outside of the scope of the resources that we have.”
My observation was that this uncertainty contributed to heightened anxiety and lost opportunities
to engage in fulsome planning and discussion.
While this research used the appreciative inquiry methodology, I did not sense that
participants could fully orient themselves with the ‘design and dream’ sentiment. Perhaps this
was a symptom of the residual strain of operating in a state of uncertainty for a long time.
Alternatively, participants may have been unfamiliar with the most recent plans and were
hesitant to jump into the conversation. It could also be that the design to use GroupMap.com and
the virtual meeting room experience led participants to choose to post their thoughts rather than
to speak to them. I share my internal reflections of facilitating a meeting with this type of group
dynamic later in the subsequent section, “Myself as Facilitator.”
Now that the pandemic is easing and plans are in place to return to in-person engagement
this fall, it will be interesting to see where this research goes next. In conversation with Dr.
Roberta Mason as I was wrapping up this project, she indicated the future West Shore campus is
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on track and pending government approvals, with the plan to open in September 2024. She also
stated she is excited to have these results because it supports the organization to engage in the
recommended conversations truly and authentically. Furthermore, I completed this final report at
a time when the research could make a difference. Dr. Roberta Mason has assured me that she
will share the results of this study with the RRU academic leadership team and key stakeholders
in Student and Academic Services. She was thrilled to have received this research as the theory
to practice informs and contemporizes how her team works to support students. She indicated
that the SAS Concept Circle is something her team can work with, and the many threads of this
research provide new ideas and opportunities. Dr. Roberta Mason has also invited me to present
this research to the RRU academic leadership team soon.
Contributions and Application
This research will support RRU executive leadership in developing an innovative
student-centred service model to complement the challenge-based learning program. The design
of the challenge-based learning program model is unique. Developing a complementary model
provides RRU with a competitive advantage compared to other postsecondary institutions in the
South Island region. Class sizes will be small, services tailored to the program, and the
curriculum will be innovative and approachable. Publishing this thesis may present
postsecondary institutions with new ideas on how to codesign integrated first-year transition
experiences. Further, the research offers a comprehensive review of challenge-based learning
programs, which confirms that the approach RRU has taken for the undergraduate challengebased learning program is unique. As a researcher, I also wish to share how I used multiple
technologies to conduct this action-oriented research. These contributions will form first-,
second-, and third-person action inquiries (Coghlan, 2019; Torbert & Taylor, 2008).
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Implications for Future Inquiry
This inquiry was conducted to gain a better understanding of how new academic
programs impact Student Affairs programming. It also builds upon other research the institution
has conducted to plan the West Shore campus. This research highlighted those significant
changes to the student demographic need to be carefully considered in student service activities,
particularly when a university does not already provide extensive first-year transition
experiences and the new challenge-based learning program is distinctly different from most
undergraduate programs. Further, participant perspectives of institutional ambitions to better
support Indigenous students and enhance external community relations influenced this inquiry.
The implication is to match this commitment with meaningful conversation with Indigenous
students, elders, and communities to learn their perspectives.
While this inquiry initially set out to create one model to aid SAS at RRU to design a
complementary student activity, the conversation at the action-planning meeting and resulting
indistinguishable metrics gave me pause. I later discovered that the Concept Circle was still
helpful in confirming the focus on community, as well the connection to the literature that
emphasized the process of “transition as development” (Gale & Parker, 2014, p. 741). Therefore,
the SAS Concept Circle was helpful beyond the boundary of the action-planning meeting.
Further implications may arise upon further discussion after this inquiry.
During this research, I also uncovered another possibility to aid planning efforts. I created
an integrated framework that incorporates third-and fourth generation transition pedagogy, the
RRU Learning, Teaching, and Research model, and the Indigenous learning principles. While
conversation about this integrated first-year experience framework is suggested, expanding the
process to consider how third-and-fourth generation transition pedagogy could integrate with
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other frameworks was a useful exercise in furthering my understanding of educational systems. It
is my hope that RRU considers this proposed integrated first-year experience framework as a
potential approach to support first-year program implementation for the challenge-based learning
program, and if successful, more broadly.
Inquiry Outputs
The outputs of this inquiry are multifaceted. The first output was the presentation of the
initial data analysis and key themes of my findings in the infographic. The benefits of the
infographic were two-fold. The design process allowed further data analysis while the
perspectives of first-stage participants were leveraged to respect their anonymity of participation.
The arts-based dissemination method also inspired conversation, enabling participants to create
an expanded view of interpretation, meaning, and desired enhancements for student services
(Simons & McCormack, 2007). The data analysis and key themes in the infographic document
reflected the innovative visioning of the challenge-based learning program and service model
combined. A copy of the infographic is available in Appendix C.
The second output of this research was the Groupmap.com collaborative activity
contributions. In the second research stage, the action planning activity was a data-gathering
event and the first dissemination of research. It produced outputs from GroupMap for each of the
collaborative exercises. The action-planning meeting allowed for further refinement and
clarification of essential areas for emphasis. A copy of this output is available in Appendix P.
The third output is the production of this thesis report, which contributed to the partial
fulfillment of the requirements of the Master of Arts in Leadership degree from RRU. This thesis
included several figures which may be of interest to RRU and other institutions. An image was
created to summarize how the processes, principles, and practices of first-year experience
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intersect (Chapter 2, Section, Literature Review, Figure 1). Also, an integrated first-year
experience framework was introduced in Chapter 5, Conclusion 2, Figure 2. The integrated firstyear experience framework supports discussion of the processes, principles and practice, and the
research outputs included several adaptable short-term and longer-term recommendations to
leverage institutional change, which I describe in Chapter 5. The outputs are informed by an
extensive literature review (Chapter 2).
Further planning for the new undergraduate program and future West Shore campus may
reference these research outputs in the future. My project sponsor has also expressed an interest
in inviting me to present the outcomes of this research to the academic leadership team at RRU,
which will include deans and school directors. This meeting will occur after the research has
concluded and the final report has been submitted to the university (R. Mason, personal
communication, July 22, 2020). This action planning meeting and concluding presentation may
enable the institution to transition the research to the organization (Rowe et al., 2013).
Reflections
During this research, I learned a great deal about the organization, as well as myself as a
meeting facilitator, and as an applied researcher. I discuss these lessons learned in the sections
that follow: myself as a facilitator, and myself as a researcher.
Myself as Facilitator
The action-planning meeting presented an opportunity to learn about myself as a meeting
facilitator. To assist me in this learning, I engaged my inquiry team member as an observer to the
meeting so that feedback could be provided. Before I was provided with my inquiry team
members’ feedback, I observed my internal thoughts and reactions to the event. My first reaction
was a sense of unease that my version of analyzed data was not to their satisfaction. I based this
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off the questioning around the lack of emphasis around Career Services, and the polarized
conversation that followed. The conversation continued to emphasize a missing focus on the
Engaged Community concept when the Pilot Ideas Word Art Circle was discussed. I recognized
my desire to please and reminded myself that the data analysis was challenging given the broad
range of scope uncovered, but at that point, I was not feeling confident in my research efforts. I
stayed calm and collected the whole way through. I maintained the approach of explaining my
process so that the activity outcome could be determined by the participants and not me. As
mentioned, this approach is consistent with the AI methodology taken for this study (Bushe,
2012; Cooperrider, 2013; Stavros & Torres, 2018; Watkins et al., 2011). I was consciously
focused on encouraging participants to think through their own sense-making of the data
presented, as I recognized I had a limited perspective of what might be a right direction for them
to move forward with.
Empowering others to explore the conversation while managing my interpretation of
participant perspectives of the data was challenging. My inquiry team member was surprised
when I shared my internal reflections with her afterwards. In her observations, she shared that
“you have a friendly, empathetic and respectful position which is so welcoming” and “you
worked with an appreciative stance all the way through the session”. She continued to state, “the
distractions were many—people coming late, strong positioning, needing to clarify the
infographic, people leaving and the dog barking . . . and they didn’t throw you off at all” and
“you left space for others to share, stepping back for the group interaction to be as a priority” and
“you held space for emotional responses and deep discussions.” These observations are kind and
heart-warming and were just the assurance I was looking for to counteract my previous thoughts.
However, as lucky as I was to have my inquiry team member with me in the virtual room to offer
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assurances, it is not always the case. My ongoing learning is that this validation does not come
from others—it comes from myself. Regardless of whether it was this action-planning meeting,
or any other meeting I have facilitated, there will always be diverse perspectives and different
understandings of the topic at hand. My personal reaction is just that, and there is a time and
place for where that can be shared as it would have an impact on the group dynamics and the
meeting outcomes. My key learning was that I needed to affirm confidence in myself that what I
was offering was good enough and was valuable regardless of whatever the participants said. In
hindsight, the dynamics of this conversation provided valuable information to further the
outcomes of this study. The positional statements about the relevance of Career Services inspired
me to dig into the underlying epistemologies which provided me with validation that a
conversation like that requires more time and reflection to be purposeful. The affirmation of
community, and my follow up analysis demonstrated that community was already noted as a
significant emphasis. Despite internally feeling a lack of confidence, the opportunity to reflect on
this experience has shown me I can and should trust myself despite the dynamics occurring
around me.
On a similar note, which participants ironically suggested as rationale for why the SAS
and challenge-based learning program initiative is worthwhile, is the importance of
empowerment. During the action-planning meeting, Participant #7 stated, “Empowerment is key
. . . they need to be decision makers . . . to be informed and know that they can be engaged . . .
our role is to help facilitate their engagement in their own world and know that they belong there
as decision makers and leaders now. We need them.” These words struck me as being critical for
not just students, but also for SAS staff and myself. As an RRU student, I have been grateful for
the sense of freedom this research project offered but it did not come without a sense of
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responsibility for ‘getting it right’ on my own. I recognized my thesis supervisor empowered me
throughout my data analysis by allowing me time and space to experience the process of research
and advanced data analysis using Atlas.ti. Even though my first inclination was to seek clear
instructions, withholding specifics required that I be resourceful and learn to work through
ambiguity. This has built my confidence to a greater extent than providing me clear guidance, as
I was able to trust my proficiency. Similarly, my project sponsor was gracious in offering space
to explore this research independently and was open-minded in receiving my suggestions. To
learn from those who empowered me, one obvious facet of empowerment was consistently
encouraging me to think for myself. This is a rare freedom in today’s world, particularly in
organizations that are increasingly influenced by corporate culture where the interpretation of
empowerment is a token replacement for efficiency. Therefore, the lesson learned to share with
SAS service staff members is that advice and guidance is best paired with freedom of choice for
the receiver to have a genuine felt sense they can explore independently.
Another facet of empowerment were the kind and caring actions that serve as a friendly
witness to my journey. My thesis supervisor would regularly tell me, “I see you have put a lot of
thought and effort into what you have done here.” These simple words, heard on a regular basis,
helped to counter the uncertainties of pursuing a path that I had not walked before. Words of
assurance help to build a comfortable and safe environment to work and learn, but they also
empower people to be courageous, reframe their challenges to learn from them and step forward
with confidence.
Myself as a Researcher
This research project was a significant undertaking, although more so out of my own
initiative. I was keen to explore and experiment with all the latest technology-enabled tools I
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could find. As my first significant entry to the scholarly world, I felt it was my opportunity to dig
in deep and explore everything I had an interest in. It is possible that the COVID-19 induced
virtual world also influenced a deep dive into technology. For this research I used: the virtual
platform, Zoom; the transcription software, otter.ai; the graphic design software, canva.com; the
virtual collaboration tool, GroupMap.com; the word cloud generator, wordclouds.com, and the
qualitative data analysis software, Atlas.ti. I also integrated the reference manager, Zotero into
Microsoft Word, leveraged Google Scholar to send me automatic weekly digests of relevant
literature. Atlas.ti has its own learning curve, and I understand from my supervisor that it is not
commonly used for a master’s thesis. Therefore, I found myself on my own in terms of teaching
myself how to use Atlas.ti, but once learned, I was able to leverage it like a database for my
literature review. This allowed me to pull together over 330 sources of research literature to
identify patterns and draw conclusions. I also used the memo feature in Atlas.ti to record my
personal reflections and was able to mark-up the literature or key points participants made to
follow up on at later stages in my inquiry.
My energy and passion for scholarly research deepened as I proceeded to move through
this inquiry. As exciting as it was, there were moments where I realized that managing scope is
an ongoing challenge. Each stage presented its own unique flavor of divergence. Data analysis
was a divergence of participant perspectives and an invitation to move in multiple directions. It
also produced a great deal of uncertainty as I was learning Atlas.ti on my own, had not yet
engaged in the action-planning meeting, and was not yet at the point of clarity to pull the themes
and subthemes together to form the SAS Concept Circle. The action-planning meeting helped
orient me toward a possible direction; however, I found myself again exploring the literature in a
divergent and exploratory manner. I really enjoyed the divergent process of discovery, and the
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range of participant perspectives piqued my curiosity. I found myself writing for long days, to
find myself back in the literature search engines at night, energized by insights that I could resist
exploring further. I appreciated connecting the development and learning theories with my
undergraduate studies in psychology many years ago. I deeply valued the opportunity to learn
more about indigenous perspectives and student supports. The weekly literature digest from
Google Scholar and the realisation that an immense amount of information was at my fingertips
provided me with excitement and joy. I often reflected on the revelation that I had found freedom
through the experience of my education. I believe a significant influence on my newfound
freedom was found through my experience with three key people. My husband, Dr. Majid
Soleimani nia, my thesis supervisor, Dr. Niels Agger-Gupta, and my project sponsor, Dr.
Roberta Mason. These three individuals believed in me, empowered me, and encouraged me
through their positive energy and support.
Would I do it all the same way again? This is an excellent question that I have reflected
upon many times. Particularly on the days when I was still divergently exploring literature. At
the same time, my colleagues were well on their way to celebrating the conclusion of their
Engaged Leadership Projects, and they had freedom in their schedules. I could have curtailed my
literature review to focus more specifically on the most valuable topics. I ended up writing large
sections that I decided not to use. However, at the time of writing, these topics were essential
elements in building my understanding. I think forgoing them would have impacted my ability to
make the same insights. Once I have had a chance to recover from the many days of writing, I
believe I will look back and appreciate all the steps I managed, whether directly reflected in this
thesis or not. I am satisfied I chose the thesis option as it offered the depth and breadth I desired
from graduate studies. The encouragement I have received about being prepared to pursue Ph.D.
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research has been validating and has created possible opportunities for my future. Further, this
research has personal and professional significance. This project has reminded me of the freedom
that arises from transformational learning. I am proud to include this experience on my resume
and hold the memories this research provided me.
Thesis Summary
The research contributed to an exciting development in the postsecondary education
sector for the south Vancouver Island region of British Columbia. The research will support
RRU in designing an innovative and student-centred service model to complement a challengebased learning undergraduate program that is distinct from most other undergraduate programs.
Further, this research helps build a foundation for change at RRU as it prepares to expand at a
new location in the West Shore region of Vancouver Island. This inquiry engaged vital
stakeholders using an appreciative inquiry methodology and sought their aspirational
perspectives for best-supporting students in this program. This program will shift the student
demographic for the university and create an opportunity to develop first-year transition program
initiatives. The literature review emphasized Indigenous perspectives, which emerged from my
interests, the expressed interests of the project sponsor, and the expressed interests from research
participants. Participants shared a wide range of ideas, and recommendations include further
conversation of the initiative focus and framing, implementation framework, and potential
options for enhancing student service. Chapter 5 provided an overview of the findings, my
conclusions, and some recommendations for RRU to consider. In addition to the research
findings and associated literature, two customized models were developed from scholarly and
organizational perspectives, which may interest other postsecondary institutions.
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For this research project, and the revelations that have arisen due to my experience in my
MA-Leadership program, I would like to refer to a reflection shared by Wagamese (2013), who
stated,
I’ve been considering the phrase ‘all my relations’ for some time now. It’s hugely
important. It’s our saving grace in the end. It points to the truth that we are all related,
that we are all connected, that we all belong to each other. The most important word is
“all” . . . we live because everything else does. If we were to choose collectively to live
that teaching, the energy of our change of consciousness would heal each of us—and heal
the planet. . . . We approach our lives on different trajectories, each of us spinning in our
own separate, shining orbits. What gives this life its resonance is when those trajectories
cross and we become engaged with each other, for as long or as fleetingly as we do.
There’s a shared energy then, and it can feel as though the whole university is in the
process of coming together. I live for those times. No one is truly ever “just passing
through”. Every encounter has within it the power of enchantment, if we’re willing to
look for it. (pp. 33–36)
It is with deep respect and gratitude that reflect on the opportunities this inquiry has
provided me. The opportunity to engage and reflect have been valuable beyond measure, and I
hope this research connects others with the same energy in future.
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Appendix A: Indigenous Peer Mentorship Programs
Program title

Institution

Aboriginal [Indigenous] Mentorship Outreach Program*

Vancouver Island University, Vancouver Island, BC

LE,NONET Peer Mentor Program*

University of Victoria, Victoria, BC

Indigenous Peer Mentorship Program

University of the Fraser Valley

Supporting Aboriginal [Indigenous] Graduate
Enhancement for Undergraduate Students – SAGE-U*

University of British Columbia, Simon Fraser University, Thompson
Rivers University, University of Northern British Columba, University of
Victoria, Vancouver Island, BC

Mentoring Aboriginal [Indigenous] Peers Program*

University of Alberta, Edmonton, AB

Aahwaatkamooksi Peer Mentorship Program

Alberta University of the Arts

Promoting Aboriginal [Indigenous] Community Together –
PACT*

University of Manitoba, MB

Aboriginal [Indigenous] Student Mentoring Program*

Lakehead University, Thunder Bay, ON

Nanabijou Aboriginal [Indigenous] Graduate Enhancement
Program*

Lakehead University, Thunder Bay, ON

Niwi Jiagan My Friend Peer Mentor Program*

Georgian College, Barrie, ON

Mentoring Program*

University of Waterloo, Waterloo, ON

Peer Mentoring*

Wilfred Laurier University, Waterloo, ON

Peer Helper Program*

Fanshawe College, London, ON

Peer Support Program*

Ryerson University, Toronto, ON

Aboriginal [Indigenous] Leadership and Mentoring
Program*

York University, Toronto, ON
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Naadimaagewin The Art of Helping Program*

Trent University, Peterborough, ON

Peer Helper Program*

Queen’s University, Kingston, ON

Aboriginal [Indigenous] Enriched Support Program*

Carleton University, Ottawa, ON

Mentoring Program*

McGill University, Montreal, QC

Aboriginal [Indigenous] Student Support Peer Coaches*

Dalhousie University, Halifax, NS

*Indicates programs sourced by (Rawana et al., 2015).
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Appendix B: Indigenous Bridging Programs
Category*

Program title

Institution

Description

Tuition

Website

Indigenous
holistic
support
programs

Neechiwaken
Indigenous
Peer Mentor
Program

University of
Manitoba,
Winnipeg, MB

“Helps first-year students transition to
university life by promoting student
engagement and a sense of belonging. The
term Neechiwaken means ‘friend’ in Cree.

None

https://umanit
oba.ca/indigen
ous/studentexperience/nee
chiwakenindigenouspeer-mentorprogram

None

https://umanit
oba.ca/commu
nity/indigenou
scommunity/qu
alico-bridge-tosuccess

The Neechiwaken Peer Mentor Program
matches new Indigenous University of
Manitoba students, known as Neechiwaken,
with experienced Indigenous students,
known as Lead Neechiwaken, who act as
mentors, providing academic and social
support and ongoing advice. It is open to
Indigenous students in any year of study.”
The program provides members with social,
academic, and cultural development, peer-topeer support, activities to support
community building and personal
growth and the opportunity to be a
Neechiwaken, or friend, in the Cree language.
It is offered in partnership with the
Indigenous Student Centre and Student Life”
(para. 1-3).
Indigenous
holistic
support
programs

Qualico
Bridge to
Success
Program

University of
Manitoba,
Winnipeg, MB

“The Indigenous Student Centre (ISC) is
pleased to offer the Qualico Bridge to Success
Program (QBTS). The goal of this program is
to facilitate the transition of new Indigenous
(First Nation, Inuit, Métis) students into postsecondary education at the University of
Manitoba by offering pre-orientation
activities, academic learning support,
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advising, peer mentoring and special events
that will enhance the first-year experience.
There is no cost to participate in this
program.
The QBTS Program nurtures the spiritual,
physical, mental and emotional strengths of
Indigenous students so they can be as
successful as possible in their first year of
study” (para. 1-2).

Indigenous
holistic
support
programs

Bishkaa
Program
(Anishnaabemowin for
“Rise Up”)

Fleming
College,
Peterborough,
ON

“The Bishkaa program provides a holistic
approach to incoming Indigenous students’
well-being by utilizing Elder’s teachings and
experiences on the land. It begins as a twoweek on-campus summer orientation
program and continues as a mentorship
throughout the school year. This year there
will also be two weekend writing retreats
built into the school year to help students
stay on track and reconnect with all the
Bishkaa students” (para 5).

Unknown

https://fleming
college.ca/indig
enous-fleming

“At least once a week, there will be a member
of the Indigenous Student Services team in
the Tipi at the Sutherland Campus” (para 7).
Academic
Preparation
& Cocurricular
support
programs

Indigenous
College Prep

Camosun
College,
Brentwood
Bay, BC

“Designed for Indigenous students,
Indigenous College Prep (ICP)
program support and prepares you to get the
admission requirements you need to enter
other college programs and pursue
university-level studies. (para 4)”

$1,176 (plus
additional student
fees)

https://camosu
n.ca/programscourses/findprogram/indig
enous-collegeprep-certificate

Academic
Preparation
& Co-

College
Readiness
Program

Nicola Valley
Institute,
Merritt, BC

“…offers courses designed to help adults
obtain prerequisite skills for entry to NVIT
career/technical and/or academic programs.

College Readiness
courses are
tuition-free (plus

https://www.n
vit.ca/College-

STUDENT-CENTRED SUPPORT SERVICES
curricular
support
programs

Academic
Preparation
& Cocurricular
support
programs
(**with
option of
additional
entry-level
university
course)

Aboriginal
[Indigenous]
Access
Studies

Academic
Preparation
& Cocurricular
support
programs

Indigenous
University
Bridging
Program

Vancouver
Island
University,
Nanaimo, BC
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College Readiness is designed for the adult
learner who did not complete high school or
who needs to review high school level
academic skills before advancing to postsecondary level study. Courses in the
program help learners develop skills in
reading, writing, study skills, mathematics
and science at fundamental provincial levels
(literacy/numeracy through Grade 12).(para
1)”

applicable activity
fees)

Readiness/pro
gram.aspx

“The Aboriginal [Indigenous] University
Bridging Certificate is a customizable
program for Indigenous students who want
to upgrade their courses and acquire the
necessary prerequisites to begin their
desired post-secondary education programs.
Select the Adult Basic Education courses you
need to meet pre-requisite requirements and
consider the option of taking additional
entry-level university courses.

$1865.86

https://www.vi
u.ca/programs
/academiccareerpreparation/ab
originaluniversitybridging

No application fee

https://www.
mtroyal.ca/Pro
gramsCourses/
FacultiesSchool
sCentres/Iniski
mCentre/indig
enous-

You [students] will find the support and
encouragement of instructors who care
about your success, Aboriginal [Indigenous]
Elders in Residence who can support and
guide you on your path, and a network of
staff and other students that provide a true
sense of belonging. (para 2-3)”
Mount Royal
University,
Calgary, AB

“The Indigenous University Bridging
Program is a university preparation program
for students of Indigenous ancestry. It’s
designed to meet the needs of Indigenous
students who are preparing to pursue postsecondary education.

Tuition fees
unknown
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The program offers three levels of study
designed for students requiring advanced
upgrading with a concentration in Math and
English. These core subjects are
supplemented with Indigenous cultural
courses, university preparation courses, and
post-secondary arts and science courses.

universitybridgingprogram/index.
htm

All levels are supported by tutorial services,
academic and personal advising, social
events and visits from community members.
(para 1-2)”
Academic
Preparation
& Cocurricular
support
programs

Aboriginal
[Indigenous]
Foundations
Program

Ryerson
University,
The Chang
School of
Continuing
Education,
Toronto, ON

“The Aboriginal [Indigenous] Foundations
Program is a partnership between Ryerson
University’s Aboriginal [Indigenous] Student
Services and Spanning the Gaps – Access to
Post-Secondary Education at The G.
Raymond Chang School of Continuing
Education.
The program is designed for Aboriginal
[Indigenous] community members who seek
to broaden their opportunities towards
academic success.
This program will provide the foundations of
academic writing and critical-thinking skills
at a post-secondary level, within a culturally
relevant environment.
Every aspect of this nine-week foundational
writing program has been tailored with the
needs of the Aboriginal [Indigenous]
community in mind. It draws on history,
traditional understandings, and Indigenous
knowledge (para 1-4).”

https://continu
ing.ryerson.ca/
contentManage
ment.do?metho
d=load&code=C
M000081

STUDENT-CENTRED SUPPORT SERVICES
Academic
Preparation
& Cocurricular
support
programs
(**with
option of
entry-level
university
courses)

Indigenous
Student
Access
Pathway

Dalhousie
University,
Halifax, NS
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“ISAP participants will gain access to a
pathway to admissions, allowing them to
upgrade their academic standing to meet
Dalhousie University’s degree program
admissions requirements. The ISAP program
is designed to support Indigenous students
academically and culturally while enrolling
them in up to 6 university credit granting
courses over the duration of the 1st
year program.”

https://www.d
al.ca/aboutdal/agricultural
campus/ssc/co
mmunities/indi
genousstudentsupport/indige
nous-studentaccesspathway.html

To be eligible for the program, participants
must:
identify as Indigenous (i.e., one of the three
Federally recognized Indigenous groups:
First Nations, Metis, and Inuit).
completed a high school diploma or
equivalent
not meet the current Dalhousie minimum
admissions requirements. (para 2-3)”

Universitylevel/Cocurricular
support
programs

Indigenous
University
Preparation
Program

Simon Fraser
University,
Burnaby, BC

“You [students] will join a cohort of likeminded Indigenous students and explore
university together with Elders, mentors,
tutors and instructors while taking two
foundations courses (Math and English) and
six university courses.
Upon successful completion of the program
with 2.5 GPA, will be granted admission to
SFU and your completed credits will count
towards your undergraduate degree (para 12)”

Fall term =
$2586.68
Spring term =
$2978.44
Health/Dental
fees extra (opt out
available)

https://www.sf
u.ca/fass/stude
nts/prospectiv
estudents/iupp/
overview.html
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University
One for
Aboriginal
Learners
Certificate

Capilano
University,
North
Vancouver, BC
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“Are you an Indigenous student interested in
post-secondary courses but don’t feel ready
academically? Give your skills and confidence
a boost with this program designed to set
you up for success.

$2439.36/18
credits

https://www.c
apilanou.ca/pr
ograms-courses/progra
mprofiles/univer
sity-one-foraboriginallearnerscertificate/

“Regular UBC
tuition and
student fees
apply”

https://student
s.ok.ubc.ca/abo
riginalstudents/acces
s-studiesprogram/

If you are First Nations, Inuit or Métis and
want help getting your writing, math, and
study skills up to speed for a post-secondary
program, this course is for you.
You’ll gain knowledge and confidence,
supported by instructors, fellow students,
and community Elders.
Our goal is for you to gain all the academic
skills you need to move into one of the many
post-secondary programs at CapU. You could
go into Business, Film, Tourism or a degree
in Interdisciplinary Studies — whatever your
dream is, we’re here to help you get
there.(para 1-4)”
Universitylevel/Cocurricular
support
programs

Aboriginal
[Indigenous]
Access
Studies

University of
British
Columbia,
Okanagan,
Kelowna, BC

“Aboriginal [Indigenous] Access Studies is an
entrance program that prepares and
transitions Aboriginal [Indigenous] learners
into degree programs at UBC. The program
combines both academic and nonacademic
activities to form a rich, full-time schedule in
a supportive university setting.
Students take up to three university level
courses per term applicable to their intended
degree program. These courses may be
combined with noncredit, academic
upgrading courses – such as Writing or Math
– if required.

“Is intended to
meet the full-time
eligibility
requirements for
most governmentfunded
sponsorship
programs.”
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Students also attend mandatory tutorials and
workshops to enhance their academic skills
and knowledge. These activities prepare
students for their transition into degree
programs and are critical for success.
Indigenous Student Advisors provide
individualized academic planning and help
Access students choose courses based on
their academic backgrounds and degree
goals.
Students can apply to a post-secondary
degree program after successfully
completing a minimum of six courses (18
credits). Those who achieve a minimum of
60% in each of their courses and who meet
program requirements are considered
eligible to transfer into their desired UBC
Okanagan campus undergraduate degree
program. Courses taken in Aboriginal Access
Studies will apply towards degree programs
as either required or elective credits (para 15).”

Universitylevel/Cocurricular
support
programs

Indigenous
Foundations
Program

Nipissing
University,
North Bay, ON

“The Indigenous Foundations Program is a
full-time university transition program for
Indigenous students pursuing an
undergraduate degree.
The program provides students with a
learning environment and sweetgrass
holistic approach to support where they can
pursue their academic goals while balancing
personal wellness.
Faculty, Indigenous knowledge holders, and
a dedicated Student Success Coordinator

Unknown

https://www.n
ipissingu.ca/de
partments/indi
genousinitiatives/indi
genousfoundationsprogram
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support students in the Indigenous
Foundations Program.
When students successfully complete their
first year in the Indigenous Foundations
Program, they will have earned up to 24
university credits towards their university
degree. Students will also have developed a
strong foundation in academic and personal
skills to help ensure their continued success
in their studies at Nipissing University.”

Universitylevel/Cocurricular
support
programs

Indigenous
Youth in
Transition
Program

Trent
University,
Peterborough,
ON

“Brings together knowledge of the Trent
academic community with the
developmental opportunities offered through
Katimavik.

Unknown

Trentu/ca/new
s/story/19083

Indigenous youth cultivate skills and
knowledge to overcome barriers to
employment and socially participate in
communities.
Engage in volunteer placements with
organizations and enroll in a one-semester
course, Foundations of Indigenous Learning
(INDG1011H).”

*Programs displayed in the order of Indigenous holistic support programs (non-academic), academic preparation and cocurricular,
then academic and cocurricular.
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Appendix E: Inquiry Team Member Letter
In partial fulfillment of the requirement for a Master of Arts in Leadership Degree at Royal
Roads University, Laurie Barnas (the Student) will be conducting an inquiry study at Royal
Roads University to engage RRU Student and Academic Service leaders to develop
recommendations for an innovative student-centered approach for the RRU Student and
Academic Service model that will complement RRU’s new challenge-based learning
undergraduate program. The ultimate interest is to offer both the undergraduate curriculum and
student service delivery model at the proposed West Shore university campus. At this time, this
research will focus on how to best welcome the first cohort of students, who will begin their
studies in September 2022.
The Student’s credentials with Royal Roads University can be established by calling Dr.
Catherine Etmanski, Director, School of Leadership, at [telephone number] or email [email
address].
Role Description
As a volunteer Inquiry Team Member assisting the Student with this project, your role may
include one or more of the following: providing advice on the relevance and wording of
questions and letters of invitation, supporting the logistics of the data-gathering methods,
including observing, assisting, or facilitating an interview or focus group, taking notes,
transcribing, reviewing analysis of data, and/or reviewing associated knowledge products to
assist the Student and Royal Roads University’s change process. In the course of this activity,
you may be privy to confidential inquiry data.
Confidentiality
In compliance with the Royal Roads University Research Ethics Policy, under which this inquiry
project is being conducted, all personal identifiers and any other confidential information
generated or accessed by the inquiry team advisor will only be used in the performance of the
functions of this project and must not be disclosed to anyone other than persons authorized to
receive it, both during the inquiry period and beyond it. Recorded information in all formats is
covered by this agreement. Personal identifiers include participant names, contact information,
personally identifying turns of phrase or comments, and any other personally identifying
information.
Personal information will be collected, recorded, corrected, accessed, altered, used, disclosed,
retained, secured and destroyed as directed by the Student, under direction of the Royal Roads
Academic Supervisor.
Inquiry Team Members who are uncertain whether any information they may wish to share about
the project they are working on is personal or confidential will verify this with Laurie Barnas, the
Student.
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Statement of Informed Consent:
I have read and understand this agreement.

______________________________
Name (Please Print)

___________________________
Signature

___________
Date
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Appendix F: Action Planning Exercise
Part One: Establish group shared purpose
Duration:
● 7 minutes
Strengths:
● Allows each participant to share a meaningful experience
● Allows the group to reflect on any shared experiences
● Fosters collaboration, equitable contribution and supports learning a new
collaborative technology, GroupMap.com
Materials:
● Prior to the meeting, participants will receive
● the initial reflective question for the Part One activity
● Zoom room link
● The link to GroupMap.com collaborative space, which has been prepped for the
activity will be sent in the Zoom chat immediately prior to the activity (Fig. 1)
Sequence and activity script:
Step

Description

Script

Time
allotted

1

● Please post a comment on the
GroupMap board.

Wonderful! Let’s get started!

4 minutes

● Participants may also select an
image that illustrates your
GroupMap comment.
● This will help acquaint participants
to how the GroupMap board works
and also help establish a positive
orientation to the group dynamics.
● Participants will be given a few
minutes to reflect independently.

I will post the link to the
GroupMap in the chat and will
give you a moment to enter
your email address to arrive.
You may wish to adjust your
screens so that you can see both
GroupMap and Zoom.
Some of you may be familiar
with this question already, but I
hope that this provides an
opportunity to learn stories
directly from your colleagues.
I am sure that innovative and
student-centred activities are
already occurring at Royal
Roads University.
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● Would you be able to share
a story about a time you
were really proud of being
part of Student and
Academic Services, a time
when you felt students
received innovative service.
What was the activity, and
what happened? If you wish,
come prepared with an
image you wish to share.
Please take a moment and
reflect individually on what this
story is and post a note on the
GroupMap board. If you wish to
select an image from Google
Images, or upload an image of
your own, you may click on your
idea after you have posted it on
the GroupMap board, and then
select the paperclip icon on the
bottom right side of the pop-up
window. You do not need to
save, just close the pop-up
window when you are done.

2

● After participants have posted a
story, I will ask anyone in the group
would like to reflect verbally, or in
the Zoom chat, asking them about
what patterns they see.
● This will allow participants stories
to remain confidential, but also
help establish shared meaning in
the group.

Would someone like to share
what stands out for them?
Do you see any patterns in what
you see?
Would anyone else like to share
what they notice?

● This sets the stage for the exercise
that will follow.
3

● To conclude, I will thank
participants for sharing their
stories and reflections with the
group. We will then transition to
the Part Two activity: Research
Process Overview.

Thank you so much again for
sharing your stories of
innovative student service at
RRU!
This activity was also to help
you get comfortable with using
the GroupMap board, as we
have one more activity planned.

3 minutes
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Is everyone ready to move on to
the next step?
Great!

Part Two: Research Process Overview (10 minutes)
Duration:
● 10 minutes
Strengths:
● Allows each participant to hear how the research was conducted
● Allows the group to orient themselves to the infographic
Materials:
● Zoom features, including recording and chat
● The infographic: a document that presents the analyzed and themed data from the first
stage of research
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Sequence and activity script:
Step

Description

Script

Time allotted

1

Research process
overview

I would like to give you a bit of an overview of the
research process that resulted in the infographic.
You may wish to minimize GroupMap on your
screen and pull up the infographic so that you can
follow along.

10 minutes

Before I jump into the research process overview,
does anyone have any questions for me?
Well, I will start off by mentioning that it has been
such a privilege to learn more about Royal Roads
as I have engaged in this project.
The infographic presents some themes,
subthemes, concepts and a potential model that
will support our conversation today. You will have
the opportunity to discuss your initial reactions
during the activity planned.
Before we get to that, I would like to walk you
through my process and orient you to the
infographic.
On page 2, you will notice that the research
questions for this study are presented.
On page 3, I have provided a very high-level
overview of my research process. Essentially, I
started by conducting 8 semi-structured
interviews with Student and Academic Services
leaders, whose names will remain anonymous.
These interviews were transcribed and produced
144 pages of content. Each interview was sent to
the participant in case they wished to revise or
correct any contributions to the research.
To conduct the data analysis, I used a qualitative
data analysis software called Atlas.ti. This
software was quite sophisticated and had a steep
learning curve. It allowed me to import the
transcripts and create a coding framework to
analyse the data.
There was a lot of learning through trial and
error, and I ended up coding the data initially
using a stakeholder perspective approach, only to
find it wasn’t exactly allowing the themes to
emerge in a way that I was satisfied with. I then
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went back through all of the transcripts to recode them so that responses better aligned with
the research questions, and also by identifying
specific phrases, using an IN VIVO coding method.
Once I had completed this second pass of coding, I
then completed a third pass of data analysis to
use a descriptive coding method to name the
themes that each specific phrase referenced.
As you can see, I ended up with a total of 1661
codes, and 1194 of those codes were IN VIVO
codes (leaving 467 unique descriptive and
stakeholder perspective codes). I managed this
large number of codes by categorizing them into
20 Code Groups.
After I had coded the data, I then was able to
leverage Atlas.ti like a database. I was able to
query my coding system according to each
research question and find emergent themes that
were coded with high frequencies. These highlevel themes are presented to you on page 4 of the
infographic.
I will also note that I am external to RRU and
therefore, not intimately connected with the
activities and services. Exploring the full scope of
data and arriving at these themes offered me a
way to really become acquainted with the culture
of Student and Academic Services at RRU.
The themes participants discussed essentially recreated the broad span of all of the elements of
the culture of Student Services. It was more than a
little overwhelming!” I hope that these themes on
pg. 4 are relatable to your own experience.
Once the themes were identified, I started to
develop the rest of the infographic. As you can see,
I gravitated towards Word Art Circles. I had
enjoyed learning about arts-based methods in my
program residency, and I wanted to use some
form of creative expression to help shift my
thinking.
As you can see, each Word Art Circle page
presents select phrases that relate to each theme.
I extracted these phrases by querying the data
using the coding system I developed.
I created tabs in an Excel spreadsheet for each
theme. Initially, I had approximately 100 phrases
for each theme to use in the creation of the Word
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Art Circle. Since these was too dense, I then
iterated on my lists of phrases to reduce the
number of phrases by removing duplicating
information and retaining phrases that captured
salient sentiments.
You will notice that some phrases are larger than
others in the Word Art Circles. This is merely
creative expression and does not reflect the
frequency of the phrase.
Then, I created subthemes in Excel for each Word
Art Circle and went back through to ensure my
color coding was consistent throughout.
On p. 15, you will see all of the subthemes that
emerged from all of the Word Art Circles.
On p. 16, you will see the four concepts that
emerged after I had categorized all of the
subthemes that emerged. This actually came
together only just recently, and I was delighted to
see this concept emerge. After being submersed in
the data for approximately two months, I had not
envisioned that this would be the outcome!
Once I had arrived at this concept, I carried on
with some further analysis, which you will find on
pages 17 – 21.
The initial pie charts on pg. 17-18 illustrated each
Word Art Circle and reflect the subthemes found
in the Word Art Circle. Pages 19 and 20 help you
step back further and consider how each theme
proportionally speaks to each of the four
concepts.
Finally, on pg. 21, you will see a pie chart that
reflects all 361 phrases that were included in all
of the Word Art Circle. This model essentially
reflects how RRU Student and Academic Services
can proportionally configure their services to
complement the challenge-based learning
program and prepare for the West Shore campus.
I am curious to know your immediate reactions to
seeing this proportional model. Would anyone like
to share their thoughts?
[Invite participants to share initial thoughts on
the model].
That’s so interesting. Thank you for sharing your
thoughts.
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Thanks for allowing me to share my research
process with you. Does anyone have any questions
before we move on?
Next, I would like us to move us to the next
activity, where you can discuss the infographic to
a greater extent and will be using the
GroupMap.com technology.
2

[Proceed to Action
Planning Exercise:
Part Three: What,
So What, Now
What? (W3)].

Part Three: What, So What, Now What? (W3)
Duration:
● 45 minutes + 5-minute wrap-up
Activity:
W3

What, So What, Now What? (W3)

What?

●

What were your thoughts of the information that was collected
in the first stage of research? What did you notice? What facts
or observations stood out?
o

So What?

●

Why is it important?
o

Now What?

●

The group will be encouraged to brainstorm as many ideas
as possible and identify emerging areas of interest from the
first-stage themed data that was presented to them.
What patterns or conclusions are emerging? What makes it
significant?

What actions make sense?
o

Allows the group to brainstorm potential actions

o

Allows the group to rate each action as to how it relates to
the concepts presented in the first stage of research

o

Allows the group to decide the most essential ideas

Note. Based on the work of Lipmanowics and McCandless (2014, pp. 197–199).
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Strengths:
● Helps a group reflect on a shared experience
● Fosters positive collaboration and equitable contribution
● Progressively practical
Materials:
● The infographic: a document that presents the analyzed and themed data from the first
stage of research
● Shared GroupMap.com templates with pre-prepared questions (Fig. 3)
● Zoom features, including recording and chat

Sequence and activity script:

Step

Description

Script

1

● Instruct participants to
open the hyperlink to
the pre-configured
GroupMap (shared in
Zoom room chat)
● Remind participants
that their GroupMap
contributions are
anonymously captured.

For this next exercise, you will have the
opportunity to share your thoughts on
the analyzed and themed results from the
research infographic.
This activity is titled, W3, which stands for
“What, So What, Now What?” I will walk
you through this exercise so that you
know what to expect.
Please do not worry about keeping track
of time for each part of this exercise. You

Time
Allotted
1 min
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will receive reminders and prompts
throughout.
The general timeframe of this exercise
has also been provided in the agenda for
today’s meeting.
2

● Orient participants to
the W3 GroupMap board
and request that they
take a moment to adjust
their screens so that the
GroupMap, infographic
and Zoom are accessible
to their liking.
● Walk them through the
three sections of the W3
exercise.
● I will facilitate the
timing of the activity
workflow and will
ensure to let them know
when we are about to
move on to the next step
so that they can take a
moment to add any
additional ideas to the
GroupMap board.

To begin, if you have clicked on the link
that I have placed in the Zoom room chat,
you will notice that you have a new
GroupMap open up in a new window on
your screen. You may need to take Zoom
off of being full screen, by double clicking
on the Zoom screen, or hitting ‘escape.’
Then, you can resize the different
windows.
Please take a moment to arrange your
screens so that GroupMap, the
infographic and Zoom are accessible to
your liking.
If anyone cannot see the GroupMap W3
exercise on your screen, please let me
know.
[Pause for the group to confirm].
The first step of this activity shown on the
left-side of the GroupMap board, and as I
move you through an activity workflow,
which you can see at the top of the screen.
As we complete this exercise, you will
move from the left-side of the screen to
the right. GroupMap will alert you when I
move you from one stage of the workflow
to another with a pop-up window.
I will provide some instructions along the
way. So please just relax, and have fun
discussing your ideas with your
colleagues!
If we have a lot of discussion, please just
post your name in the chat and I will call
on your name to help facilitate the
conversation.
The intention is to allow you to post ideas
on the GroupMap board while
simultaneously engaging and listening to
the discussion.
As it can sometimes be challenging to
multi-task, you will be given an alert oneminute before we are ready to move on to

5 min
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the next step. This will allow everyone to
take a moment to reflect and add any
final thoughts.
Also, in case you think of an idea after we
have moved on to the next step in the
activity workflow, GroupMap allows you
to go back and add that thought, so long
as we are in a ‘brainstorming’ step of the
workflow.
If you wish to make the GroupMap screen
larger for each workflow stage, you may
click on the vertical ellipsis beside the
section title (i.e., “What?”).
Before we begin, does anyone have any
questions?
3

Engage participants in W3 Action Planning Exercise (Fig. 2)

3a.

● What?
o Brainstorm: What
data stood out for
you when you
reviewed the
research infographic?
What do you
observe? (Encourage
participants to stick
to their observations)
● Post as many ideas as
you wish on the
GroupMap board, and
please discuss with your
colleagues.

Great! Let’s begin!
During this first part of the exercise, you
fill in the GroupMap on the left-side of
your screen, under the heading, “What?”
to brainstorm your initial thoughts,
reactions and observations from the
infographic.
Please use this opportunity to discuss
your observations with your colleagues.
You will have 10 minutes for this part of
the activity.
All participants are encouraged to add as
many unique ideas as they to the
GroupMap board.
Your contributions are fully anonymous,
and you will be able to see other ideas as
they are posted to the GroupMap board.
I will send a message out on the chat to
let you know when you have 1 minute left
to brainstorm ideas. This will be your
reminder to take a moment and add as
many ideas to the Groupmap board.
When we are ready to move to the next
stage, you will receive a prompt on
GroupMap to move to the next part of this
activity, which is titled, “So What?”

10 min

3b.

● So What?

The second part of this activity will use
the middle section of our GroupMap

7 min
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3c.

o Brainstorm: Why is
this important? What
conclusions are
emerging for you?
● Post as many ideas as
you wish, and please
discuss with your
colleagues.

board. At this stage, you will be asked to
think about the contributions added in
the first part of this exercise (What?).
What stood out to you? Why is this
important?
As you contribute ideas to the GroupMap,
don’t forget to discuss the ideas with the
group! Don’t hold back your ideas!
You will have approximately 7 minutes to
add ideas onto the GroupMap board.
When you have 1-minute left, I will send a
notice to you in the chat.

● Now What?
o Brainstorm (10
minutes):
▪ What are the
potential actions
for Student and
Academic Services?
o Rate (7 minutes):
▪ Please rate each
idea in the ‘Now
What?’ column (the
other columns can
be bypassed for
this step) to
indicate how they
think it relates to
the research
concepts shown in
the infographic
▪ Suggest that
participants refer
to pg. 16 of the
infographic if
needed.
▪ Start by
contextualizing the
question first, as
some participants
may need support
to catch up to my
thinking on this.
▪ I might choose one
example, and share
my screen to

The third part of this activity is located
on the right-hand side of the GroupMap
board.
Brainstorm:
At this stage, you will be asked to think of
the potential actions Student and
Academic Services could take to
complement the challenge-based learning
program and prepare for the future West
Shore campus.
What actions make sense?
You will have 10 minutes to brainstorm
ideas in your group and post these ideas
on the GroupMap board.
Rate:
After you have brainstormed your ideas,
you will be asked to rate each of the ideas
collected on the board so far.
Each rating is set up to seek your
thoughts as to how it relates to or
supports the four concepts presented to
you in the research infographic. If you
wish, you may refer to pg. 16 of the
infographic.
You will be able to rate each idea by
clicking on the idea posted on the board.
A window will pop up and you can move
the slider along to indicate your rating on
a scale of 1-10.
For example, let’s use the ‘build first-year
co-curricular experience’ idea that is
posted on the GroupMap board. In your
view, how much of an emphasis should be
placed on the ‘Individual Congruence’
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demonstrate, if
needed.
▪ Once everyone has
had a chance to
rate the ideas, I
move them to the
‘Rating Results’
stage in the
workflow and they
can see the
summative score.
o Vote (3 minutes):
▪ Please vote on
what they believe
to be the top most
essential ideas.
▪ Each participant
has 5 votes. They
may vote multiple
times on the same
idea if they wish.
● Once everyone has had
a change to cast their
five votes, I move them
to the ‘Results’ stage in
the workflow and they
can see the topmost
essential ideas.

concept as this idea is developed for
students in the challenge-based learning
program?
When you are done, there is no need to
save; just close the pop-up window.
You will have approximately 7 minutes to
complete your rating.
Vote:
After you have rated each idea using the
concepts presented in the research
infographic, you will be prompted vote on
the most essential ideas.
You will have a total of five votes. This
will identify the most essential ideas that
RRU should pursue.
You will have 3 minutes to reflect and
cast your votes.

4

● Check in with
participants
o How was their
experience?
o Check in to see if a
Zoom break is
needed
● Transition to the Part
Three activity
● Transport the topessential ideas to the
next GroupMap board
(time permitting)

Now that we have completed the exercise,
we will have a moment to reflect on the
exercise, I would love to hear your
thoughts about your experience!
How did it go for you?

2 min

5

● Conclude

Thank you so much for your energy and
for sharing your wonderful ideas today.
The contributions that you made on the
GroupMap canvas, as well as the

5 min
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recorded discussions will further
supplement the data for this research
inquiry.
I plan to transcribe our meeting and send
you a transcript of our discussion. You
will have two weeks to send me any
revisions so that I capture exactly what it
is that you wish to say.
After that, the anonymized data will be
integrated into the research that I have
conducted thus far. I will continue
writing my thesis, which I hope to share
with you sometime this summer.
I am sincerely grateful for the
opportunity to work with you on this
exciting initiative for Royal Roads
University and the West Shore
community. It has been a great privilege
to engage in this work with you. Thank
you so much.
Before we conclude our meeting, would
anyone like to share any thoughts? Are
there any questions for me?
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Appendix G: Individual Semistructured Interview Email Invitation
Dear RRU Student and Academic Service Leader,
I would like to invite you to be part of a research project that I am conducting. This project is
part of the requirement for my Master’s Degree in Leadership, at Royal Roads University. This
project has been sponsored by Dr. Roberta Mason, Associate Vice-President, Student and
Academic Services at Royal Roads University, and has been approved by RRU and the RRU
Research Ethics Board. I have been given permission to contact potential RRU Student and
Academic Service leader participants for the purpose of this research.
This invitation is for an individual interview, which is the first phase of this research project.
The purpose of my research is to engage with RRU Student and Academic Service leaders to
develop recommendations for an innovative student-centred approach for the RRU Student and
Academic Service model that will complement RRU’s new challenge-based learning
undergraduate curriculum. The ultimate interest is to offer both the undergraduate curriculum
and student service delivery model at the proposed West Shore university campus, however at
this time, this research will focus on how to best welcome the first cohort, who will begin their
studies in September 2022.
Your name was chosen as a prospective participant because you are an RRU Student and
Academic Service Leader.
The attached document is an information letter which contains further details about the study that
will be conducted and will enable you to make a fully informed decision on whether or not you
wish to participate. Please review this information before responding.
Please be aware that you are not required to participate in this research project and, should you
choose to participate, your participation would be entirely voluntary. If you do choose to
participate, your participation would be entirely voluntary. If you do choose to participate, you
are also free to withdraw without prejudice from this inquiry at any time. Full details of how this
would work is in the attached Information Letter.
If you do not wish to participate, simply do not reply to this request. Your decision to not
participate will held in confidence. Dr. Roberta Mason will not know who has participated, who
has not participated, and who has withdrawn.
Please feel free to contact me at any time should you have additional questions regarding the
project and its outcomes.
If you would like to participate in my research project, please contact me at:
Name: Laurie Barnas
Email: [email address]
Telephone: [telephone number]
Sincerely,
Laurie Barnas
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Appendix H: Research Information Letter
Dear RRU Student and Academic Service Leader,
My name is Laurie Barnas, and this research project is a part of the requirement for my master’s
degree in Leadership, at Royal Roads University. My credentials with Royal Roads University
can be established by contacting Dr. Catherine Etmanski, Director, School of Leadership
Studies: [email address] or [telephone number].
Purpose of the study and sponsoring organization
The purpose of my research is to engage with RRU Student and Academic Service leaders to
develop recommendations for an innovative student-centred approach for the RRU Student and
Academic Service model that will complement the RRU’s new challenge-based learning
undergraduate curriculum. The ultimate interest is to offer both the new challenge-based learning
undergraduate curriculum and student service delivery model at the proposed West Shore
university campus, however at this time, this research will focus on how to best welcome the first
cohort, who will begin their studies in September 2022.
Your participation and how information will be collected
This first phase of this research will consist of a one-on-one semi-structured interview that is
estimated to last one hour. This interview will be scheduled at your convenience, which we can
confirm by email at least one week in advance. Confirmation of our scheduled time will be
provided. The semi-structured interview will occur using the virtual platform, Zoom and will be
recorded to assist with data transcription using a transcription software called Ottr.com. The
anticipated questions include:
Interview Questions
1. What are the stories staff and others tell about successes and innovations in studentcentred services they have experienced with Student and Academic Services at RRU?
2. What is particularly innovative about this challenge-based learning program?
3. What is the relationship between the competencies of the challenge-based learning
program and the potential design of a responsive student services approach for RRU?
4. How might Student and Academic Services best be designed to support a challengebased learning program? What activities need to be considered to be innovative and
successful?
5. How might RRU create and pilot innovative student services specifically for the
challenge-based learning program, and prepare for the future West Shore campus?
The second phase of this research will consist of a virtual collaborative action planning meeting
with other participants, who are recommended by participants of the first stage of research. First
stage participants are welcome to contribute in the action planning meeting. The action planning
meeting is estimated to take 2 hours. While first-stage participants may recommend several
second-stage participants, second-stage participant contributions will not remain anonymous, as
there is a possibility that some first-stage participants will attend the action-planning meeting.
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Please note that I will endeavor to mitigate any power-over, or supervisor – employee
relationships at the Action Planning Meeting, and will follow up with participants directly as
appropriate. Each phase of research will require a separate consent form.
Information collected in the first phase of research will be anonymously presented to the
participant group in the second phase of research. This second phase meeting is the first meeting
to disseminate the initial data analysis and key themes of my findings and allow participants to
plan action and prioritize the recommendations arising from this research. Participants will also
contribute to an action planning activity that will allow them to map out how to implement the
group-selected essential recommendations.
Benefits and risks to participants
I believe that the benefits of your participation outweigh the risks. This inquiry is minimal-risk
research, meaning that this should not create any more challenge to participants than they would
experience in their normal workday. The benefits for all participants, including myself as the
researcher, are both professional and social. Should this project be successful, RRU will receive
a number of recommendations that will inform the development of a student-centred approach to
complement RRU’s new challenge-based learning undergraduate curriculum. RRU may also
benefit from the design of an exemplary model for future curriculum developments. RRU
participants will also have the opportunity to learn a new method of collaborating with each
other and build relations as they connect with each other, while they think ahead. More broadly,
the results of this study may be of interest to other post-secondary institutions, as well as the
Ministry of Advanced Education as they consider how Student and Academic Services may
compliment the challenge-based learning program, and further, what might be possible for the
West Shore campus. Further, I will benefit from the experience, and this research will contribute
to the eventual completion of a Thesis, which will support my graduation from the Master of
Leadership program at Royal Roads University.
The risks of your participation are personal in nature. The interview questions are designed to
elicit your honest perspectives. Although unintentional, there is a potential that this inquiry may
illicit responses that reflect on challenging experiences. Please be aware that the Employee and
Family Assistance Program is available to you should you require any support. This program can
be reached by contacting the RRU EFAP provider, at [telephone number].
Real or perceived conflict of interest
Upon completion of this research, I will be completing the final degree requirements to obtain
the Master of Leadership through Royal Roads University. I disclose this information here so
that you can made a fully informed decision on whether or not you choose to participate in this
study.
Confidentiality, security of data, and the retention period
I am committed to protecting your privacy throughout this study. All information I collect will be
maintained in confidence with hard copies (e.g., consent forms) stored in a folder in my home
office, where no other members in my household can access. Electronic data (such as recorded
interview sessions, transcribed interviews etc.) will be stored on a password protected hard drive.
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Upon completion, the analyzed findings with representative quotes will be presented in an
anonymous format for the planning meeting, and where appropriate, summarized and reported
anonymously in a final report. At no time will comments be presented with participant identifiers
unless specific agreement has been obtained beforehand. All research documentation will be kept
strictly confidential and will be destroyed 1-year after my graduation in November 2022.
Sharing Results
In addition to submitting my Thesis to Royal Roads University in partial fulfillment for the
Master of Leadership, I will also be sharing the results of my research with you and may
potentially produce the data analysis and key themes of my findings, materials for presentations
for internal stakeholders at Royal Roads University, as well as potentially at conferences or other
professional gatherings. Further, after the completion of my Thesis, I may seek to publish
professional or scholarly journal articles based on this inquiry. The final research product will
include recommendations that support RRU to develop an organizational strategy for studentcentred approaches to enhance the student service model.
Procedure for withdrawing from the study
You are free to withdraw without prejudice from this inquiry at any time. Should you withdraw
after participating, you may also withdraw your data from the study. You will be presented with
a transcript of your interview and you will then have 2 weeks to send me an email with updates
or modifications to this transcript. Or, should you decide you wish to withdraw, you may have up
to the end of the second week after you have received the transcript to advise of any updates or
withdraw the data entirely. After this time, the data would become part of the anonymous data
set for this inquiry.
You are not required to participate in this research project. By completing and submitting the
consent form for each phase of the research project (phase one and phase two), you indicate that
you have read and understand the information above and give your free and informed consent to
participate in this project.
Please keep a copy of this information letter for your records.
Please feel free to contact me at any time should you have additional questions regarding the
project and its outcomes.
Name: Laurie Barnas
Email: [email address]
Telephone: [telephone number]
Sincerely,
Laurie Barnas
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Appendix I: Individual Semistructured Interview Research Consent Form
By signing this form, you agree that you are over the age of 19 and have read the research
information letter for this study. Your signature states that you are giving your voluntary and
informed consent to participate in this project and have data that will be used in the final report
and any other knowledge outputs (articles, conference presentations, newsletters, etc.) that this
research contributes to. This semi-structured interview will be recorded using Zoom, and the
interview will be transcribed using a transcription software called Ottr.com. Please note that
Ottr.com stores data in the United States using Amazon Web Services.
☐

I consent to quotations and excerpts expressed by me through the semi-structured
interviews to be included in this study, provided that my identity is not disclosed.

Name: (Please Print): __________________________________________________

Signed: _____________________________________________________________

Date: _______________________________________________________________
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Appendix J: Interview Preamble and Questions
Interview Preamble
Thank you for agreeing to participate in this interview today, it is so much appreciated. Thank
you for reviewing the Research Information letter, and for filling out the Consent Form prior to
participating in this research.
Again, my name is Laurie Barnas and this research project is titled Student-Centred Services:
Designing a Model for RRU’s Challenge-based Learning Undergraduate Program and your
contributions will inform the short-term and long-term recommendations to enhance Student and
Academic Services so that they complement this new program. Also, as a reminder, this research
satisfies a requirement for my Master of Leadership degree at Royal Roads University and it is
my great privilege to be provided with this opportunity as it is near and dear to my heart.
On that note, I would like to take a moment before we begin to acknowledge the Kosapsum
(Esquimalt) and Lekwungen (Songhees) families, who continue to share their knowledge about
the history of the lands and their cultural practices with Royal Roads University.
Before we get started with our interview today, there are a few items I wish to review with you
which will take just a few moments of our time together.
You have been selected to participate in this research given your professional role at RRU and
the expertise that you provide. Your name was recommended by the Project Sponsor, Associate
Vice-President, Student and Academic Services, Dr. Roberta Mason, but as mentioned in the
Research Information Letter, your participation is completely optional and she will not be
informed if you choose to participate in the research, decline participation, or withdraw from this
research. You will receive a transcript of the interview shortly after today’s interview, and you
will then have two weeks to send me an updated or corrected version that better reflects what
you would like to say. After that point, your data will become part of the anonymous data set of
this inquiry.
Also, it is important to let you know that this study has received the approval from both RRU
and the RRU Research Ethics Board. I commit to conducting my research in a way that is
aligned with the three Tri-Council principles. Any information you provide during this interview
will be confidential and anonymously presented and will be destroyed at the conclusion of this
research project. At no time will any specific comments be attributed to any individual.
Information that you provide will be transcribed and personal identifiers will be removed.
On that note, I would like to seek your permission that I may record this interview, using Zoom
functionality. Recording this interview will allow for accurate transcription of our interview. Do
I have your permission to record this interview?
[Pause, seek confirmation of permission].
Thank you.
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Thank you again for your time, I recognize that these are exceptionally busy times and we are in
the midst of a pandemic. I estimate that this interview will take approximately one-hour of your
time and I am committed to respecting your time.
Before we get started, do you have any questions for me?
Interview Questions
1. I am sure that innovative and student-centred activities are already occurring at Royal
Roads University. Would you share with me a story about a time you were really proud
of being part of Student and Academic Services, a time when you felt students received
innovative service. What was the activity, and what happened?
o Which practices have been most successful?
▪ Could you tell me about a service area that modified their approach to
specifically meet a student need? Why was this successful?
o Which practices have experienced challenges or limitations?
▪ How did you find out about these challenges or limitations?
▪ What was the impact?
▪ How did you work around the challenge or limitation you found?
2. What do you know about this new challenge-based learning program?
o What is particularly innovative about this challenge-based learning program?
o What might some of the anticipated student needs be (for this challenge-based
learning program)?
o What are the competencies for the challenge-based learning program?
3. What are the core values of RRU/Student and Academic Services staff?
o Can you share a story of when a staff member took action aligned with these
values?
4. What might be the relationship between the competencies of the challenge-based learning
program, and the potential design of a responsive student services approach for RRU?
o What relationships or connections do you see as bringing these into alignment?
5. How might Student and Academic Services best be designed to complement a challengebased learning program?
o How do you view Student and Academic Services as complimenting this
challenge-based learning program?
o What does innovative student service mean to you?
6. What current practices would you like to bring forward? Which current practices would
you rather leave behind (in the past)?
o How might the RRU challenge-based learning program staff work with Student
and Academic Services staff differently?
o What innovative practices have you heard about, experienced or seen at other
institutions that fascinated you?
▪ What was innovative about this for you?
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What made it possible?

7. If RRU were to design student services to compliment the challenge-based learning
program, what activities would need to be included to be innovative and successful?
▪ How do we make it happen?
▪ What is involved?
▪ How might they be complimentary?
▪ What makes this innovative?
▪ What makes them successful?
▪ Whose help is needed?
▪ Are any of the activities simultaneously occurring?
8. What do you know about the proposed West Shore campus?
o What do you believe to be unique student needs for this (West Shore) campus
location?
o What does this mean for the Student and Academic Services delivered there?
9. What are your thoughts on how RRU might proceed with creating a pilot for innovative
student services for the future West Shore campus?
▪ What activities need to be included to be innovative and successful?
▪ How do we make it happen?
▪ What is involved?
▪ How might they be complimentary?
▪ What makes this innovative?
▪ What makes them successful?
▪ Whose help is needed?
▪ Are any of the activities simultaneously occurring?

Prompting Questions
1.
2.
3.
4.
5.

That’s really interesting. Tell me more.
Why do you feel that way?
What makes that important to you?
How did that affect you?
What do you think was really making it work?
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Appendix K: Action Planning Meeting Email Invitation
Dear RRU Student and Academic Service Leader,
I hope this email finds you well!
My name is Laurie Barnas, and I am reaching out as I would like to invite you to be part of a
research project that I am conducting. This project is part of the requirement for my master’s
degree in Leadership, at Royal Roads University. This project has been sponsored by Dr.
Roberta Mason, Associate Vice-President, Student and Academic Services at Royal Roads
University, and approval from both RRU and the RRU Research Ethics Board. I have been given
permission to contact potential RRU Student and Academic Service leader participants for the
purpose of this research.
This invitation is for virtual collaborative action planning meeting, which is the second phase of
this research project.
The purpose of my research is to engage with RRU Student and Academic Service leaders to
develop recommendations for an innovative student-centred approach for the RRU Student and
Academic Service delivery model that will complement RRU’s new challenge-based learning
program, Common Foundations. The ultimate interest is to offer both the undergraduate
curriculum and student service delivery model at the proposed West Shore university campus,
however at this time, this research will focus on how to best welcome the first cohort, who will
begin their studies in September 2022.
Your name was chosen as a prospective participant because you are an RRU Student and
Academic Service Leader and a member from the first stage of the research indicated interest in
your experience and perspectives as suitable for this inquiry.
This first phase of my research project consisted of a one-on-one semi-structured interview’s that
were approximately one hour in length. The interviews were transcribed, and the data was
analyzed and themed, to produce the attached infographic that will be used to support the
discussion in the action-planning meeting.
The second phase of my research will consist of a virtual collaborative action planning meeting
with other participants who volunteer to contribute and are estimated to last 75 minutes. The
second phase of this research will allow participants to plan action and inform the
recommendations arising from this research.
The attached document is a research information letter which contains further details about the
study and will enable you to make a fully informed decision on whether or not you wish to
participate. Please review this information before responding.
If you do not wish to participate, simply do not reply to this request. Your decision to not
participate will held in confidence. Dr. Roberta Mason will not know who has participated, who
has not participated, and who has withdrawn.
Please feel free to contact me at any time should you have additional questions regarding the
project and its outcomes.
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Name: Laurie Barnas
Email: [email address]
Telephone: [telephone number]
Sincerely,
Laurie Barnas
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Appendix L: Action Planning Meeting Email
Welcome, introductions and meeting orientation (10 minutes)
Thank you for agreeing to participate in this action planning meeting today, it is so much
appreciated. I hope that we will have a bit of fun together day.
My name is Laurie Barnas, and this research project is titled Student-Centred Services:
Designing a Model for RRU’s Challenge-based learning program, Common Foundations, and
your contributions will inform the short-term and long-term recommendations to enhance RRU
Student and Academic Services so that they complement this new program. Also, as a reminder,
this research satisfies a requirement for my Master of Leadership degree at Royal Roads
University, and it is my great privilege to be provided with this opportunity as it is near and dear
to my heart.
On that note, I would like to take a moment before we begin to acknowledge the Kosapsum
(Esquimalt) and Lekwungen (Songhees) families, who continue to share their knowledge, the
history of these lands and their cultural practices with Royal Roads to this day.
Before we get started, I wondered if we could take a moment to do a round of introductions so
that we can get to know each other. If you could turn on your microphone and video to say your
name, and perhaps where you are calling in from, that would be most appreciated.
<Round of introductions>
Thank you. I am so grateful that we have this time together today. You may wish to take a
moment to ensure that any distractions are put away, so that we are able to offer each other our
dedicated attention.
You have been selected to participate in this research given your professional role at RRU and
the expertise that you are able to provide.
There are a few details about this research project that I wish to review with you that will take
just a few moments.
Your participation is completely optional, and whether you choose not to contribute or to
withdraw from this research will be kept confidential. As the researcher, I will maintain your
confidentiality, but I cannot promise this on behalf of other participants. However, I will request
that all participants respect the confidential nature of this study and not share identifying
information on this call with others who are not present. If you are here today, you have given
your consent to adhere to this request.
I will also mention that you can withdraw at any time, even later in this action planning meeting
today, if you decide that you no longer wish to contribute to this research process. I will let you
know that the contributions on the GroupMap board are posted anonymously, so it will not be
possible for me to withdraw any contributions you make on the GroupMap collaboration board.
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The RRU Research Ethic Review board has approved this research project and I commit to
conducting my research in a way that is aligned with the three Tri-Council principles. Any
information you provide during this action planning meeting will be anonymously presented.
On that note, I would like to confirm your agreement that I may record this action planning
meeting, using Zoom functionality. Recording this workshop will allow for an accurate
transcription of our time together. If I decide to include anonymous comments in my research, I
will follow up with you directly to receive your explicit consent. Do I have your permission to
record this interview? Please open your microphone and say “yes.”
[Pause, seek confirmation of permission. Turn Zoom recording functionality on].
Thank you!
Wonderful. I hope this activity provides an opportunity to have some intentional dialogue on
how Student and Academic Services at Royal Roads can complement the challenge-based
learning program, and also reflect on the outcome of the first stage of research together. I hope
that the activity I have planned for today, as well as the opportunity to use a new collaborative
technology are both productive, and enjoyable.
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Appendix M: Action Planning Meeting Research Consent Form
By signing this form, you agree that you are over the age of 19 and have read the research
information letter for this study. Your signature states that you are giving your voluntary and
informed consent to participate in this project and have data that will be used in the final report
and any other knowledge outputs (articles, conference presentations, newsletters, etc.) that this
research contributes to.
This Action Planning Meeting will be recorded using Zoom and will be transcribed using a
transcription software called Otter.ai. The Action Planning activities will utilize a software titled,
GroupMap (groupmap.com). Both Otter.ai and Groupmap.com store data in the United States
using Amazon Web Services. Groupmap.com will require your email address in order for you to
access the software, but contributions to the Groupmap.com activity will remain anonymous to
other participants and the researcher as I have configured the settings to allow anonymous
contributions. Following the workshop, you may un-enroll from Groupmap.com, if you so
choose.
☐

I consent to quotations and excerpts expressed by me through the Action Planning
Meeting to be included in this study, provided that my identity is not disclosed.

☐

I commit to respect the confidential nature of the Action Planning Meeting by not
sharing identifying information about the other participants.

Name: (Please Print): __________________________________________________

Signed: _____________________________________________________________

Date: _______________________________________________________________
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Appendix N: Action Planning Meeting Agenda
Dear RRU Student and Academic Service Leader,
Thank you for agreeing to participate in the Student-Centred Services: Designing a Model for
RRU’s Challenge-based Learning Program research project. I sincerely look forward to meeting
you!
In preparation for the Action Planning meeting, I wish to share the agenda and some materials
with you. The intention is to help orient you to how we will spend our time together and provide
you with some materials to prepare. You are encouraged to review these materials in advance of
the Action Planning meeting.
It is anticipated that the meeting will be approximately 75 minutes.
The agenda for the meeting is as follows:
1. Welcome, introductions and meeting orientation (5 minutes)
2. Part One: Establish group shared purpose (7 minutes)
● To prepare, you may wish to reflect on the following question:
● Would you be able to share a story about a time you were really proud of
being part of Student and Academic Services, a time when you felt students
received innovative service. What was the activity, and what happened?
● If you wish, come prepared with an image you wish to share.
3. Part Two: Research process overview (10 minutes)
4. Part Three: What, So What, Now What? (45 minutes)
5. Meeting conclusion (5 minutes)
The materials for the Action Planning meeting are as follows:
1. First-stage data analysis (infographic)
2. Participants are encouraged to have access to multiple computer screens as multiple
technologies will be used (Zoom, GroupMap, infographic)
Thank you again for you interest in this research project! I look forwarding to connecting with
you on March 8th, 2021 from 10:00 a.m. – 11:15 a.m.
The Zoom meeting link will be sent to you upon receipt of the Research Consent form.
Thank you
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Appendix P: Action-Planning Meeting Results from the What? So What? Now What?
Activity
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