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Abstract 

Teachers today face many challenges.   They are required to teach greater numbers of students 

with diverse learning needs, to implement redesigned curriculum, and to engage in ongoing 

professional learning.  This study explored the research question: Through a self-study of 

changing teaching practice to support inclusion, how can I better know, understand, and 

transform myself and my role as a secondary classroom teacher? Using self-study methodology, 

I reflectively explored in my journals and in conversations with a critical friend my experiences 

of using the principles of Universal Design for Learning (UDL) informed by Aboriginal 

perspectives to create units, and to try out inclusive learning approaches in my Grades 8 and 9 

social studies classes.  Themes which emerged from the coding and analysis of the research data 

were teaching to diversity, planning for instruction, and inclusive instructional approaches.  My 

efforts to create an inclusive classroom where all learners could experience school success 

changed the way I planned, the types of instructional strategies I used, and how I perceived my 

teaching role.  Changing my practice also transformed my beliefs about learning and attitude 

towards inclusion and led to increased self-efficacy and job satisfaction.  One of the study’s 

conclusions is that to successfully meet the challenges of education today, teachers must be 

change agents, have a strong sense of self-efficacy, and be open to shifts in their role and sense 

of identity. 

Key words: inclusion, inclusive education, self-study, teacher identity, self-efficacy,  

Aboriginal perspectives, Universal Design for Learning. 
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Key Terms  

Aboriginal  
 
The indigenous people of a particular country.  “The Canadian Constitution recognizes three 

groups of Aboriginal peoples: Indians (more commonly referred to as First Nations), Inuit, and 

Métis.  These are three distinct peoples with unique, histories, languages, cultural practices and 

spiritual beliefs” (Government of Canada, 2017, “Indigenous peoples and communities,” para. 1) 

Aboriginal perspectives  
 
Aboriginal perspectives refer to “… curriculum materials, instructional methods/styles, and 

interaction patterns that Aboriginal peoples see as accurately reflecting their experiences, 

histories, cultures, traditional knowledges, standpoints, and values.  These perspectives would 

develop positive self-identity for Aboriginal students and help non-Aboriginal students develop 

understanding and respect for Aboriginal histories, cultures, and contemporary lifestyles” (Kanu, 

2011, p.30). 

Case manager  

A case manager is a teacher who coordinates a student’s educational program.  This teacher 

generally creates the student’s Individual Education Plan (IEP) and monitors its progress 

(Inclusion BC, 2014) 

Critical friend  

A critical friend provides moral support for the researcher in terms of encouragement, positive 

feedback, and sympathetic support, but also helps the researcher to achieve a critical perspective 

by asking questions, challenging the assumptions underlying the research, and offering 

alternative perspectives to gain new understandings of the research subject (see Samaras, 2011). 
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Diverse learning needs  
 
Diverse learning needs refer to “students’ needs in the areas such as language, learning styles, 

background, [culture], disabilities, technology skills, motivation, engagement, and access” 

(Hayden, 2011, p. 7) 

Diversity 
 
Diversity “does not refer only to children with exceptional needs, nor does it refer only to ethnic, 

racial, or linguistic diversity.  Diversity encompasses all children – their diverse personalities, 

ethnicities, languages, family structures, and learning styles all contribute to the makeup of a 

diverse classroom” (Katz, 2012, p. 3). 

First Nations 
 
“First Nations people are the descendants of the original inhabitants of Canada who lived here 

for many thousands of years before explorers arrived from Europe” (Government of Canada, 

2014, “First Nations People in Canada,” para. 1). 

Inclusion 
 
Inclusion is widely conceptualized to mean all students with diverse learning needs including 

students with exceptionalities.  As Katz (2012) states, “inclusion is not just about children with 

special needs; it is concerned with all students accessing their right to the very best education 

regardless of race, religion, language, socioeconomic status, sexual orientation, or disability” (p. 

9).   

Inclusive education 

Inclusive education is defined broadly to mean that “… that all students attend and are welcomed 

by their neighbourhood schools in age-appropriate, regular classes and are supported to learn, 



JOURNEY TOWARDS INCLUSION                                                                                    xii 
 

 
 

contribute and participate in all aspects of the life of the school” (Inclusion BC, n.d., What is 

Inclusive Education, para. 1).   

Indigenous peoples 
 
“’Indigenous peoples’ is a collective name for the original peoples of North America and their 

descendants. Often, Aboriginal peoples is also used,” (Government of Canada, 2017, 

“Indigenous peoples and communities, para. 1). 

Modified program  
 
A modified program is one where “instructional and assessment-related decisions [are] made to 

accommodate a student’s educational needs that consist of individualized learning goals and 

outcomes which are different than learning outcomes of a course or subject” (British Columbia 

Ministry of Education, 2016, p. vi). 

Self-efficacy 
 
Self-efficacy refers to people’s beliefs about their capabilities to take the necessary actions to 

successfully complete a certain task.  According to Bandura (1994), self-efficacy beliefs 

“determine how people feel, think, motivate themselves, and behave” (p.2). 

Special education teacher  
 
A special education teacher is “a teacher with the specialized knowledge, skills, and experience 

necessary to act as a resource to school staff and parents who are supporting students with 

difficulties in learning and adjustment, or who require an individual education program. They 

identify, assess, plan, implement, report, and evaluate in collaboration with team members” 

(British Columbia Teachers Federation, 2018, Who is the Special Education teacher? para. 1). 
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Student services classroom  

Student services classroom is a class primarily for students who are on modified programs.  In 

the student services classroom, students develop their literacy, numeracy, and life skills. 

Teacher’s identity 
 
Teacher’s identity is dynamic and “shifts over time under the influence of a range of factors both 

internal to the individual, such as emotion, and external to the individual, such as job and life 

experiences in particular contexts (Beauchamp & Thomas, 2009, p. 177) 

Teacher self-efficacy  
 
Teacher self-efficacy refers to “the beliefs that teachers hold about their capability to influence 

student learning” (Klassen & Chiu, 2010, p. 741) 

Universal Design for Learning (UDL) 
 
UDL is an instructional framework organized around three principles which “guide the design 

and development of curriculum that is effective and inclusive for all learners” (Hall, Meyer & 

Rose, 2012, p. 1)  The three UDL principles are: to support recognition learning, provide 

multiple means of representation; to support strategic learning, provide multiple means of action 

and expression; and to support affective learning, provide multiple means of engagement (Hall, 

et al., 2012). 
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Chapter 1 

Introduction  

A Changing Curriculum   

A changing curriculum does not just require different content. With increasing focus on 

personalization of learning, inclusion of all students through Universal Design for Learning 

(UDL) and Response to Intervention (RTI) practices, and greater attention to Aboriginal 

perspectives and pedagogy, teachers are required to shift their roles, responsibilities, and 

sometimes their sense of their teacher identity. This study provides a reflective exploration of the 

lived experience of changing teaching practice to build an inclusive classroom.  

Defining Inclusive Education  

The definition of inclusive education has been widely debated over the years (Loreman, 

2014).  Loreman, Forlin, Chambers, Sharma, and Deppler (2014) argue that inclusive education 

is a “contentious term” and a unified definition of inclusion is lacking (p. 4).  Florian (2008) 

observes that the “concept of inclusive education has come to mean many things” (p. 206). 

Winzer (2008) notes a “single, universal, or generally accepted version of inclusion simply does 

not exist” (p. 43), and that there are many definitions of inclusive education.  Inclusion or 

inclusive education has been both narrowly and broadly conceptualized (Boyle, Topping & 

Jindal-Snape, 2013; Florian, 2008; Winzer, 2008).  For some, inclusion is often conceptualized 

through a “disability lens” (Loreman, et al., 2014, p. 8) and means including students with 

disabilities in mainstream classes; inclusive education becomes “code for ‘special education’” 

(Loreman, 2014, p. 8).  According to Loreman, et al. (2014), by viewing inclusion from this 

perspective, “it is easy to fall into thinking it is only about children with disabilities” (p. 8).  

However, others in the field of education “now hold an expanded view of inclusive education as 
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being concerned with diversity more generally” (Loreman, et al., 2014, p. 8).  Loreman, et al. 

(2014) write a broader conceptualization of inclusion, 

… implies that if participation becomes an issue for any student, whether arising from 

disability, gender, behaviour, poverty, culture, refugee status or any other reason, then the 

desired approach is not to establish special programs for the newly identified individual 

or group need, but to expand mainstream thinking, structures and practices so that all 

students are accommodated (Loreman, et al., 2014, p. 8). 

Inclusion is also seen more broadly by governments and the international community as a 

reform that supports and appreciates diversity among learners (Ainscow, 2005; Florian, 2008).  

For example, the British Columbia (BC) Ministry of Education defines inclusion as “the 

principle that all students are entitled to equitable access to learning, achievement and the pursuit 

of excellence in all aspects of their education” (2016, p. v). 

This wider conceptualization of inclusion is also reflected in the work of Shelley Moore 

and Jennifer Katz, both of whom have researched and published in the areas of diversity in 

education and inclusive education in Canada.   For Moore (2016), “[i]nclusive education is about 

providing opportunities with supports for all students to have access to, and contribute to, an 

education rich in content and experience with their peers” (p. 17).  Similarly, Katz (2012) writes 

that “inclusion is not just about children with special needs; it is concerned with all students 

accessing their right to the very best education regardless of race, religion, language, 

socioeconomic status, sexual orientation, or disability” (p. 9).  Katz (2012) adds,  

inclusion is based on the assumption that all children have the right to be part of the life 

of the classroom – socially and academically, and that schools need to create programs 
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that accommodate and celebrate this diversity.  In other words, we fit the program to the 

kids, not the kids to the program (p. 9). 

In line with the above definitions, inclusive education for this research study is 

understood broadly to mean that “… that all students attend and are welcomed by their 

neighbourhood schools in age-appropriate, regular classes and are supported to learn, contribute 

and participate in all aspects of the life of the school” (Inclusion BC, n.d., What is Inclusive 

Education, para. 1).  Inclusive education, as Bakken (2016) notes, is about “belonging, nurturing, 

and educating all children and youth” regardless of their individual differences (p. 4).   

In this introductory chapter, I provide a brief history of inclusive education, discuss 

inclusion as a human rights issue, outline government policies on inclusion, and consider the 

benefits of inclusion.  In addition, I provide an overview of BC’s redesigned curriculum and of 

UDL and Aboriginal perspectives, two frameworks to support inclusion.  I conclude the chapter 

with a description of the context, rationale, and overview of the research study.  

Inclusive Education 

 Although this research study takes a broad view of inclusion, accounts of the history of 

inclusive education have tended to focus on movements to improve the educational experiences 

of students with disabilities rather than more generally all students with diverse learning needs. 

However, current practice embraces inclusive education as encompassing not only students with 

exceptionalities, but a fuller and broader scope of human diversity. 

 History of Inclusion. The movement for inclusive education began approximately fifty 

years ago in North America.  The civil rights movement of the 1960s led to changing views of 

people with disabilities and greater recognition of their rights (Winzer, 2008).  Also, at this time, 

normalization, which refers to the philosophical belief that individuals who are exceptional 
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“should be provided with an education and living environment as close to normal as possible” 

(Winzer, 2008, p. 40), took hold in Europe and North America.  Heightened awareness of human 

rights and the push for normalization coincided with the school reform movement, which 

focused on improving educational outcomes and promoting equity.  According to Winzer (2008), 

one of the goals of “the focus on equity was the creation of socially just and democratic 

communities that began by transforming schools into places where all students belong and learn 

together” (p. 42).  Consequently, through a process known as integration and later 

mainstreaming, students with exceptionalities were removed from segregated settings and placed 

in general classrooms in public schools (Lupart, 2009; Winzer, 2008).  Although it was meant to 

improve upon earlier practices of institutionalization and segregation, critics pointed out that 

integration nevertheless emphasized students’ deficits and challenges rather than their strengths 

and abilities (McCrimmon, 2015). Moreover, integration required that students with disabilities 

“push in” to the mainstream and change to fit into a “one-size fits-all” education system (Winzer, 

2008, p. 43; see also Lupart, 2009, p. 19). By contrast, proponents of inclusion argued that it is 

not the students who needed to change; rather, classrooms, schools, and educational systems had 

to change to meet the diverse needs of all learners (Loreman, 2014; Lupart, 2009; Winzer, 2008).    

Inclusion as a human right. Inclusive education, which gained momentum during the 

1990s, was part of a human rights agenda demanding access to, and equity in, education (Florian, 

2008). Several United Nations agreements, most notably the 1994 Salamanca Statement, 

endorsed inclusive education.   At the conference in Salamanca, Spain, delegates from 92 

governments and 25 international organizations reaffirmed that all children have a fundamental 

right to education, every child has unique characteristics, interests, abilities, and learning needs, 

and education systems should be designed, and educational programs implemented to consider 
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the broad diversity of learner characteristics and needs (UNESCO, 1994, p. viii).   The 

Salamanca Statement noted that inclusive education, whereby students with special educational 

needs have access to regular schools, offered “… the most effective means of combating 

discriminatory attitudes, creating welcoming communities, building an inclusive society and 

achieving education for all” (UNESCO, 1994, p. ix).  Twelve years later, in 2006, 160 countries 

were signatories to the UN Convention on Rights of Persons with Disabilities (CRPD) 

reaffirming that all people with all types of disabilities must enjoy human rights and fundamental 

freedoms. Regarding inclusive education, Article 24 of the Convention requires governments to 

ensure children with disabilities “can access an inclusive, quality and free primary education and 

secondary education on an equal basis with others in the communities in which they live” 

(United Nations, 2006, Article 24, 2b).  In accordance with these international declarations, 

many countries around the world including Canada, the United Kingdom, the United States of 

America, Australia, and most European countries have adopted inclusion as the basis for their 

education systems (Loreman, 2014). 

Inclusion in Canada. Canada was the first country in the world to entrench the rights of 

people with disabilities in its constitution (Sokal & Katz, 2015).  Section 15 of the Canadian 

Charter of Rights and Freedoms (1982) guarantees the equality rights of people with physical 

and mental disabilities and prohibits governments from discriminating against them based on 

their disability.  The rights of individuals with disabilities are also protected by the Canadian 

Human Rights Act (1977) and provincial human rights legislation (Naylor, 2005; Sokal & Katz, 

2015).  Once the Charter came into effect, provinces and territories, which are responsible for 

education, began drafting legislation to ensure the rights set out in the Charter were upheld in 

their provincial/territorial education policies (Sokal & Katz, 2015; Sokal & Sharma, 2014).  As a 
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result, all provincial and territorial ministries of education in Canada currently “mandate or 

strongly recommend that inclusion be the delivery model followed by schools” (Mc-Ghie-

Richmond, Irvine, Loreman, Cizman & Lupart, 2013, p. 197). 

 Inclusion in British Columbia. The province of British Columbia promotes an inclusive 

education system for students with diverse learning needs.  B.C.’s Ministry of Education defines 

inclusion as “the principle that all students are entitled to equitable access to learning, 

achievement and the pursuit of excellence in all aspects of their education” (2016, p. v).  The 

province’s special education policy requires that school boards make all reasonable efforts to 

place students with special needs in neighbourhood school classrooms along with their age and 

grade peers.  However, when students’ educational and social needs are not able to be met in a 

regular classroom setting, ministry policy allows for the use of resource rooms, self-contained 

classes, community-based programs, or specialized settings.  According to ministry policy, 

parents and guardians of students with exceptionalities must be consulted and included in the 

planning, development, and implementation of educational programs and services for their 

children. The province’s school districts are also required to provide staff with specific training 

and the resources to meet the special needs of students in their schools (BC Ministry of 

Education, 2016).   

Benefits of inclusion. Inclusion has academic and social benefits for students with and 

without special needs.  Students with disabilities who are in inclusive settings show improved 

outcomes in areas such as literacy and numeracy compared to their peers in segregated 

classrooms (Bakken, 2016; Katz, 2013a; Naylor, 2005).  They also have greater access to the 

curriculum and can work on and learn the same or similar content as their classmates without 

disabilities.  Students in inclusive learning environments are also more successful in acquiring 
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adaptive/life and vocational skills (Bakken, 2016; Katz, 2013a). Aside from the academic 

advantages, inclusion benefits students with disabilities socially as they have greater 

opportunities to initiate, interact with, and develop relationships with typical peers who can act 

as role models for academic, social and behaviour skills.  Through their interactions with 

classmates, students with special needs develop a more positive understanding of themselves and 

others (Bakken, 2016, p. 8).  Furthermore, families of students with disabilities benefit by feeling 

more welcome and part of the school community (Bakken, 2016, pp. 7-8).   

Students without disabilities also benefit from inclusion.  Research has shown that typical 

learners are not negatively affected by the presence of students with special needs including 

those with severe disabilities (Bakken, 2016; Katz, 2013a). Rather, students without disabilities 

in inclusive classrooms made comparable or greater gains in math and reading than students in 

classrooms where students with disabilities were not included.  As well, students who learn 

alongside classmates with disabilities develop increased appreciation and acceptance of students 

with special needs.  They have more opportunities to form meaningful friendships, to learn to 

respect differences, and to develop positive attitudes toward diversity (Bakken, 2016; Katz, 

2013a).  Typical students who learn in inclusive environments show greater maturity and exhibit 

more empathy (Inclusion BC, 2017).  According to Inclusion BC (2017), “[p]ublic schools that 

practice social inclusion and tolerance help to raise a generation with more positive attitudes and 

values, resulting in a more equitable democracy” (p. 4). 

BC’s Redesigned Curriculum 

 The values of inclusion and respect for diversity are embedded in BC’s redesigned 

curriculum which focuses on a concept-based approach to learning and on the development of 

competencies that students need to be successful in a rapidly changing world (British Columbia 



JOURNEY TOWARDS INCLUSION                                                                                    8 
 

 
 

Ministry of Education, 2018).  According to Leyton Schnellert, the shift towards a competency-

driven curriculum means there is more focus on developing competence, moving all students 

ahead from where they were, and engaging them in deeper learning over time (Inclusion BC, 

2017, p 8).  Schnellert states, “[t]his creates an opportunity to build in more pathways for more 

learners.  Benefits for inclusion include that every student can be engaged with the big idea, as 

all students are learning about the big idea together” (Inclusion BC, 2017, p. 8).  The 

reconfigured curriculum includes an emphasis on personalized learning whereby teachers 

provide “high quality and engaging learning opportunities that meet the diverse needs of all 

students” (BC Ministry of Education, 2018, Personalized learning, para. 1) and afford students 

choices in what and how they learn.  Under the redesigned curriculum, teachers are encouraged 

to be creative and design flexible learning environments that address students’ interests and 

needs, to incorporate technology into their classrooms, to utilize inquiry and other question-

based approaches to learning, and to seek out opportunities for collaboration with community 

members.  In its overview of the redesigned curriculum, the Ministry of Education reaffirms its 

commitment to inclusion and specifically identifies UDL, differentiated instruction, and RTI as 

approaches for supporting diverse learners.  In addition, Aboriginal content and perspectives are 

woven throughout the curriculum “to ensure that all learners have opportunities to understand 

and respect their own cultural heritage as well as that of others” (BC Ministry of Education, 

2018, Aboriginal Perspectives and Knowledge, para. 2).   

Frameworks to Support Inclusion 

In the following sections, I provide an overview of UDL and Aboriginal perspectives 

which are both frameworks that facilitate inclusion.   
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Universal design for learning.  The concept of universal design first gained prominence 

in the field of architecture almost three decades ago.  In response to public demands for buildings 

that were more accessible to all, architects used the principles of universal design to plan and 

construct buildings with diverse people in mind.  Recognizing that stairs posed a barrier to 

people with disabilities, architects started to design buildings that included ramps and elevators 

as well as stairs. These changes not only helped people in wheelchairs, but other groups such as 

parents with strollers, the elderly, and people moving heavy loads also benefited (Brownlie & 

Schnellert, 2009; Katz, 2013b).    

Educators recognized the concept of universal design could be used in education for 

designing learning environments that address diverse learners’ needs and were critical of a 

system of education that they argued was “curriculum centered,” presupposed the homogeneity 

of learners, and excluded many students (Brownlie & Schnellert, 2009; Katz, 2013b; Meyer, 

Rose, & Gordon, 2014).  As Rose and Gravel (2012) point out, the “core elements of the 

curriculum in most schools – textbooks and related print materials – are fixed, standardized, 

uniform, one-size-fits-all, but students, on the other hand, are anything but uniform or 

standardized” (p. 1).  As a result of the dominance of curriculum centered education, both 

teachers and students were forced to “adapt or accommodate the curriculum as best they can in 

order to meet the challenge of individual differences.  Or more commonly, many students must 

simply endure the extra hurdles and inefficiencies of trying to learn from a curriculum that is 

neither designed for them nor accessible to them” (Rose & Gravel, 2012, p. 1). 

In the early 1990s, the Center for Applied Special Technology (CAST), an educational 

research organization, coined the term UDL to address the disabilities of schools rather than 

students (Meyer, et al., 2014).   UDL is a theoretical framework that recognizes learner 
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variability, and guides teachers in designing curriculum and instruction for diverse learners, 

especially students with disabilities (Katz, 2013; Meyer, et al., 2014; Rao, Ok, & Bryant, 2014).  

Meo (2008) explains that UDL is a “means of identifying and removing barriers in the 

curriculum while building scaffolds, supports, and alternatives that meet the learning needs of a 

wide range of students” (p. 22). 

Hall, Meyer, and Rose (2012), who are researchers at CAST, identify three sets of brain 

networks which play an important role in learning.  The three brain networks are: 

• “Recognition networks” are specialized to sense and assign meaning to patterns 

we see; they enable us to identify and understand information, ideas, and 

concepts.  This is the “what” of learning. 

• “Strategic networks” relate primarily to the executive functions and are 

specialized to generate and oversee mental and motor patterns.  They enable us to 

plan, execute, and monitor actions and skills.  This is the “how” of learning. 

• “Affective networks” are specialized to evaluate patterns and assign them 

emotional significance; they enable us to engage with tasks and learning and with 

the world around us.  This is the “why” of learning (Hall, Meyer & Rose, 2012, p. 

3). 

The researchers argue that understanding these different networks “helps us to appreciate the 

differences each individual brings to the learning process – and the need for flexibility in the 

‘what,’ ‘how,’ and ‘why’ of learning” (Hall, et al., 2012, p. 3).  The three core principles of 

UDL, which correspond to the brain networks that are instrumental in learning, are:  

• To support recognition learning, provide multiple means of representation – that  

      is, offer flexible ways to present what we teach and learn. 



JOURNEY TOWARDS INCLUSION                                                                                    11 
 

 
 

• To support strategic learning, provide multiple means of action and expression –  

      that is, flexible options for how we learn and express what we know. 

• To support affective learning, provide multiple means of engagement – that is,  

      flexible options for generating and sustaining motivation, the why of learning   

     (Hall, et al., 2012, p. 2) 

In recognition of these UDL principles, teachers must teach in a variety of ways, afford students 

choices and challenges in their learning, and allow young people to show their understanding of 

what they have learned in variety of formats (Katz, 2012). UDL is a way to ensure that high 

quality education is available to all.  

Aboriginal perspectives.  Disparities in academic achievement between Aboriginal and 

non-Aboriginal students is a problem across Canada as well as internationally (Battiste, 2009; 

Julien, 2016; Kanu, 2011).  In British Columbia, although there have been some improvements 

over the past five years, educational attainment for Aboriginal students continues to be 

significantly lower than that of non-Aboriginal students. While Aboriginal students’ rates of high 

school graduation have increased from 60% in 2012/13 to 66% in 2016/17, they are still 20 

percentage points below those of the general population whose rates have remained constant at 

86% during the same time period (British Columbia Ministry of Education, 2017). Aboriginal 

students in BC also continue to lag behind non-Aboriginal students on assessments of literacy 

and numeracy skills (British Columbia Ministry of Education, 2017).  

The effects of colonization and assimilation policies, most notably the legacy of 

residential schools, have contributed to the gap in school success between Aboriginal and non-

Aboriginal peoples. According to Battiste (2013), the purpose of residential schools which were 

established by the Canadian government and run by churches was “to root out and destroy 
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Indigenous knowledge, languages, and relationships with the natural family to replace them with 

Eurocentric values, identities, and beliefs that ultimately were aimed at destroying children’s 

self-esteem, self-concept, and healthy relationships with each other and their families” (p. 56). 

As the Truth and Reconciliation Commission of Canada (2015) made clear, the government’s 

policy of residential schools was a form of cultural genocide. More than 150,000 First Nations, 

Métis, and Inuit young people were forcibly removed from their families and made to attend the 

schools. Survivors of the residential schools described the terrible conditions at the schools 

including poorly constructed and maintained buildings, inadequate nutrition and death from 

starvation, harsh discipline, and highly regimented daily schedules (Truth and Reconciliation 

Commission of Canada, 2015).  Ethnocentrism was at the core of the residential school system.  

European civilization and Christianity were regarded as superior to Aboriginal culture, and 

consequently children attending residential schools were not permitted to speak their languages 

or practice their cultures.  Many residential school survivors also recounted horrendous stories of 

physical, mental, emotional, and sexual abuse. Residential schools had devastating impacts on 

the children and their families, and transgenerational trauma continues to negatively affect 

Aboriginal people today (Battiste, 2013; Bell & Brant, 2015). The Truth and Reconciliation 

Commission noted that the most damaging effects of residential schools have been the loss of 

pride and self-respect of Aboriginal peoples and the lack of respect that non-Aboriginal people 

have been raised to have towards their Aboriginal neighbours (2015, p. vi)  The Commission 

further stated the legacy of residential schools must be understood and addressed in order for 

genuine reconciliation to occur, and called upon the federal government to preserve and promote 

Aboriginal languages and to develop with Aboriginal groups strategies to eliminate the 



JOURNEY TOWARDS INCLUSION                                                                                    13 
 

 
 

educational and employment gaps between Aboriginal and non-Aboriginal Canadians (Truth and 

Reconciliation Commission, 2015). 

The legacy of residential schools is one, but not the only the factor behind the persistent 

pattern of lower educational achievement for Aboriginal students.   Several scholars have argued 

that the contemporary Canadian educational system continues to disadvantage Aboriginal 

learners, fails to recognize their cultural needs, and negatively impacts their cultural identity 

(Battiste, 2009; Bell & Brant, 2015; Kanu, 2011).  Battiste (2009) maintains that the education 

system, a product of colonization, is imbued with Western European assumptions, values, and 

norms and operates as a form of culturalism.  These assumptions, values, and norms are 

privileged and become the standard by which all other ways of knowing are judged. Culturalism 

renders other cultures and perspectives invisible and silent.  When culturalism is applied to 

Aboriginal students, it is cognitive imperialism (Battiste, 2009).  Viewed from a cognitive 

imperialist lens, the reasons for Aboriginal students’ lack of success in school are found within 

individuals, races, and cultures rather than a consequence of the unequal power structures that 

are inherent to capitalist societies (Battiste, 2009). Accordingly, Aboriginal students must cast 

off their languages and cultures and adopt the language, values, and norms of the dominant 

culture to achieve academic and economic success (Battiste, 2009). The education system thus 

alienates Aboriginal students from their families and cultures. 

Battiste (2009) envisions a postcolonial Aboriginal education system as critical to turning 

the tide for Aboriginal students. A postcolonial approach is not about the wholesale 

abandonment of Western educational theories, research, and practices.  Instead, it requires that 

teachers be aware of and understand the privilege that Eurocentric epistemology, values, and 

norms enjoy and recognize that “very different and legitimate ways of knowing and doing” 
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(Battiste, 2009, p. 215) have been excluded from the educational system.  Educators must be part 

of an Aboriginal renaissance movement dedicated to “recovering and reclaiming of knowledge” 

and to listening to “voices made silent by Eurocentric privileges” (Battiste, 2009, p. 190).  The 

goal is to create an Aboriginal education that relies on Aboriginal heritage and knowledge and is 

characterized by a belief in our “common humanity,” respect for different “ecological and 

spiritual origins,” and a celebration of “similarities and diversities of all peoples” (Battiste, 2009, 

p. 213). 

 In recent years, several Canadian provinces have taken initiatives aimed at furthering 

inclusion by decolonizing and incorporating Aboriginal content and perspectives into their 

education curricula (Wang, 2012).  Kanu (2011) defines Aboriginal perspectives in the following 

way:  

 … curriculum materials, instructional methods/styles, and interaction patterns that 

Aboriginal peoples see as accurately reflecting their experiences, histories, cultures, 

traditional knowledges, standpoints, and values.  These perspectives would develop 

positive self-identity for Aboriginal students and help non-Aboriginal students develop 

understanding and respect for Aboriginal histories, cultures, and contemporary lifestyles 

(p.30). 

Kanu (2011) identifies five levels or layers where Aboriginal perspectives can be integrated into 

classroom practice: (a) student learning outcomes for curriculum units and lessons; (b) 

instructional methods/strategies; (c) curriculum content and learning resources/materials; (d) 

assessment of student learning; and (e) as a philosophical underpinning of the curriculum (p. 

115).  
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BC’s redesigned curriculum which integrates First Peoples Principles of Learning 

addresses the Eurocentric bias that has for too long characterized this province’s education 

system and moves us closer to a postcolonial vision of Aboriginal education. The BC Ministry of 

Education (2015) hopes that the transformed curriculum, which embeds Aboriginal content, 

perspectives, and understandings throughout will lead not only to improved education success 

for all Aboriginal learners but will also benefit the overall school population. A curriculum that 

includes Aboriginal voices, languages, cultures and histories contributes to cultural 

connectedness for Aboriginal students. Aboriginal youth who speak their first languages, are 

connected to their families and cultures, and have supportive friends and adults outside their 

families tend to have high self-esteem, enjoy better health, have positive school experiences, and 

are more likely to continue their education (McCreary, 2012). Education, in turn, increases the 

likelihood of stable and rewarding employment, enhanced wellness, and being able to participate 

in all aspects of community life (Crawford, 2009).   In addition, it is hoped that through the 

redesigned curriculum non-Aboriginal students will come to have a greater appreciation and 

understanding of the diversity of Aboriginal peoples, their histories, cultures and worldviews, 

and the contributions that Aboriginal people have made and continue to make to British 

Columbia and Canada.  Aboriginal content provides a way to understand more about one’s own 

culture as well as to learn more about other cultures.  As Wang (2012) notes, knowledge of the 

history and cultures of Aboriginal peoples can lead to mutual understanding, more promising 

futures for Aboriginals, and better relations between Aboriginal peoples and other citizens.  

British Columbia’s teachers have a key role in embracing and implementing the new 

curriculum with its promises of improved school success for Aboriginal students and of greater 

appreciation of Aboriginal peoples, cultures, and worldviews. Teachers need to be committed to 
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authentic inclusion (Lupart, 2009) and to believe they have a professional, personal and ethical 

responsibility to support the wide diversity of learners in their classrooms.  However, teachers, 

particularly those who are not Aboriginal, cannot make the journey towards learning about and 

understanding the diversity of Aboriginal peoples, their histories, perspectives, and cultures on 

their own. If non-Aboriginal teachers are going to be effective, they must have opportunities to 

collaborate with members of local Aboriginal communities.  As the Truth and Reconciliation 

Commission (2015) acknowledged, education is necessary for reconciliation.  It is essential for 

“establishing and maintaining a respectful relationship between Aboriginal and non-Aboriginal 

peoples” in Canada (p. 6).   

Context 

For the past thirteen years, I have taught humanities at a small-sized high school in north 

central British Columbia. The school population of approximately 300 students is diverse.  

About 63 percent of the students are Aboriginal.  There is also a significant number of students 

with exceptionalities integrated into general education classrooms.  Almost a third of the students 

have BC Ministry of Education special needs designations and are assigned a specialist teacher 

as case manager. School staff is comprised of two administrators, 23 teachers, and 24 support 

staff including Aboriginal Education Support Workers (AESW), a Home School Coordinator 

(HSC), and an At-Risk Youth Worker. The school is the only secondary school in the town 

which is situated in the traditional territories of five First Nations.  Forestry, tourism, and mining 

form the economic base of the community of 4500 people.  Over the past decade, the school has 

experienced significant change.  School enrolment has declined due to demographic changes and 

to the ups and downs of a resource-based economy.   The percentage of the student population 
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who identify as Aboriginal has increased, and there are greater numbers of students with special 

needs who require individual education plans (IEPs) and case managers.  

The school has recognized that additional supports are required for students with diverse 

learning needs to help them achieve greater academic success.  Compared to previous years, 

more students are coming into high school with significant gaps in both their literacy and 

numeracy skills. Some of the ways the school is assisting students to develop their skills include 

remediation classes, linear core subject classes for Grade eight students, a mandatory weekly 

study block, and inclusion of RTI blocks in the time table.  The school also supports students to 

be successful through two off-site alternate education programs. 

Rationale for Study  

For much of my teaching career, I adhered to a traditional “one size fits all” model of 

instruction, adopted a lecture style approach to lesson delivery, relied principally on text-based 

resources, expected students to demonstrate their learning primarily through writing, and 

emphasized summative rather than formative assessment. Although I valued diversity and equity, 

I had reservations about including students with diverse learning needs in mainstream classes. 

However, over time, as my classes included a greater number of diverse learners, and with the 

introduction of the redesigned curriculum, I began to focus greater attention on my students’ 

needs and to think about using instructional approaches that would be more effective in 

supporting their learning.  In addition, as I gained experience and confidence, collaborated with 

colleagues, sought out professional development opportunities including graduate studies, and 

reflected on my practice, I came to appreciate that my reliance on textbook assignments, literary 

and expository essays, and unit tests privileges some learning styles over others (Meyer, et al. 

2014).  While written assignments and tests may work well for students who have strong verbal-
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linguistic abilities, students who are for example strong visual-spatial or kinesthetic learners may 

be disadvantaged.  Through all this, I realized I needed to make changes to better serve the 

educational needs of the diverse learners in my classes. 

In the past two years, I took steps to make my teaching more learner-focused.  For 

example, I worked at presenting information in a variety of ways, made greater use of 

cooperative learning approaches, focused on inquiry-based learning, and placed more emphasis 

on formative assessment.  However, I believed I could do more to provide all learners with full 

and equitable educational opportunities in my classes (Meyer, et al., 2014).  This led me to 

wanting to explore more deeply how building an inclusive learning environment using UDL and 

incorporating Aboriginal content and perspectives would impact my teaching practice and 

teaching identity.  

Teacher identity which is regarded as important to teacher development is a complex 

concept that is not easily defined (Beauchamp & Thomas, 2009; Beijaard, Meijer, & Verloop, 

2004).  Despite these challenges, researchers who have examined the concept of teacher identity 

state it is dynamic, shifts over time, and is influenced by factors both internal to the individual 

such as emotion and external to the individual such as the school environment, the nature of the 

student population, and interactions with professional colleagues (Beauchamp & Thomas, 2009; 

Beijaard, et al., 2004).  The concept of teacher identity provides a way to examine teachers as 

whole persons in various social contexts as they continually reconstruct views of themselves in 

relation to others, their workplaces, their profession, and the culture of teaching (Olsen, 2012, pp. 

1123-1124).  
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Overview of Study  

My research question is: Through a self-study of changing teaching practice to support 

inclusion, how can I better know, understand, and transform myself and my role as a secondary 

classroom teacher?  

In my junior social studies classes, I hope to shift my practice to effectively engage and 

meet the needs of all students, including those with academic and cognitive needs as well those 

with emotional and behavioural challenges. I imagine my classroom as a place where all learners 

enter with openness and excitement, experience acceptance and belonging, show a willingness to 

engage with new ideas, each other, and me, and are academically successful.  I believe that 

engagement with the principles of UDL informed by Aboriginal perspectives is a way to better 

align my teaching practice with the diverse learners in my classes, and to create the learning 

environment that I envision. My research study included designing units for my grade eight and 

nine classes, trying out various inclusive teaching strategies, and reflecting on my experiences 

and observations regarding my planning, teaching, and assessment practices in my journal and 

conversations with my critical friend. I then interpreted my journal and critical friend 

conversations to look for changes in my thinking about inclusion, learning, and teaching.  

Methodology.  Self-study methodology is well-suited to my research question.  It is an 

approach that allows teacher-researchers to reflect on and critically analyze their practice and 

assumptions about learning in order to improve their teaching (Brandenburg, 2008).  With 

support and critical feedback from a critical friend, a self-study will allow me to engage in a 

personal inquiry to investigate openly, reflectively, and systematically my research question in 

my classroom (Samaras, 2011).  My research inquiry aligns with the five methodological 

components of self-study identified by Samaras (2011).  Specifically, it is a personal situated 
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inquiry that comes out of observations of my classroom and the tension that I feel exists between 

my beliefs and practices.  I will be collaborating with and receiving feedback from a critical 

friend.  The purpose of my self-study is to understand how the use of inclusive practices such as 

UDL and Aboriginal ways of knowing and learning affect my teaching and teacher identity. In 

embarking on a self-study, I am committing to a transparent and systematic process where I am 

open to the views, questions, and critique put forward by my critical friend. In addition, I hope 

that my research will contribute to generating new knowledge both for myself and others.  

Knowledge Created by Research 

My research study is aligned with a post-positivist epistemological approach to creating 

knowledge.  In its conception of reality, post-positivism assumes that the world exists, but 

different people will view and understand it differently.  Post-positivism emphasizes the 

importance of subjectivity, understands that individuals have agency and actively create the 

social world, and that researchers are involved with rather than detached from those they are 

researching (Cohen, Manion, & Morrison, 2011).  According to Cohen, Manion, and Morrison 

(2011), with a post-structuralist approach, the “principal concern is with an understanding of the 

way in which individuals create, modify and interpret the world in which they find themselves” 

(p. 6).  In turn, the epistemological approach adopted by the researcher influences the research 

methods that will be used in carrying out the research.  For the most part, post-structuralist 

approaches to creating knowledge favour qualitative research methods. My research is subjective 

and relates to my personal experiences in the classroom.  The type of knowledge that most 

interests me concerns my learning journey in using the principles of UDL informed by 

Aboriginal perspectives to design socially and academically inclusive learning environments for 

the diverse students in my classes.  Through a self-study, I hope that what I learn will transform 
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both my teacher identity and practice, will benefit my students, inform the field in teacher 

development, and provide a model of research for those with similar questions.   
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Chapter 2 

 Literature Review  

In the previous chapter, I provided a short history of inclusive education, described its 

recognition as a human right, outlined how inclusion has been incorporated in governmental 

education policies and curriculum, and discussed UDL and Aboriginal perspectives as two 

approaches for facilitating inclusion.  In this chapter, I will describe the theoretical frameworks 

for the research study and summarize current literature related to teachers’ attitudes towards 

inclusion, teacher self-efficacy for inclusive practices, and teachers’ perceptions and experiences 

using UDL and Aboriginal perspectives to support inclusion in their classrooms.  I conclude this 

chapter by summarizing the literature pertaining to the research study, identifying gaps in the 

research base, and describing the purpose. 

Theoretical Frameworks for this Research Study  
 

In what follows, I provide the theoretical background for this research study which 

explored the question: Through a self-study of changing teaching practice to support inclusion, 

how can I better know, understand, and transform myself and my role as a secondary classroom 

teacher?  

Teachers as change agents. Teachers today face many challenges due to a rapidly 

changing world.  Contemporary teachers “are expected to cope with high demands such as 

teaching in increasingly diverse classrooms, regularly implementing new curricula, and 

continually developing themselves professionally” (van der Heijden, Beijaard, Geldens, & 

Popeijus, 2018, p. 347).  Moreover, teachers are seen to play a critical role in the successful 

implementation of innovative changes in schools (Gatt, 2009; van der Heijden, et al., 2018).  

Michael Fullan (2016) has succinctly observed: “Educational change depends on what teachers 
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do and think – it’s as simple and as complex as that” (p. 97).  Several scholars have argued 

teachers must be ‘change agents’ in order to meet the complexities of today’s schools and 

education systems (Fullan, 1993; Hattie, 2012; Lukacs & Galluzzo, 2014; van der Heijden, et al., 

2018).  Change agents are “skilled teachers who exercise their professional agency for 

professionally developing themselves continuously and for exerting their positive influences on 

education in order to change teaching practices inside and outside their own classrooms” (van 

der Heijden, et al., 2018, p. 348). 

In an article entitled “Why Teachers Must Become Change Agents,” Fullan (1993) 

contends “teachers must combine the mantle of moral purpose with the skills of change agentry” 

(p. 12).  According to Fullan, the moral purpose of teaching – making a difference in the lives of 

students – “concerns bringing about improvements” (1993, p. 12).  To fulfill this moral purpose, 

teachers require the “tools to engage in change productively” (1993, p. 12).  Through change 

agentry, teachers “develop better strategies for accomplishing their moral goals” (Fullan, 1993, 

p. 12).  Fullan states teachers who are change agents share common characteristics.  They have a 

personal vision which involves examining and re-examining why they entered the teaching 

profession and what differences they want to personally make.  They are life-long learners who 

are committed to ongoing inquiry into their practice.  In addition, they are master teachers who 

take new ideas and information, know where they fit, and are skilled in using them.  Teachers 

who are change agents are also receptive to collaborating with colleagues and seek out 

opportunities to work with others (Fullan, 1993, pp. 13-14). 

Other scholars have used the concept of change agents in their research about teaching. In 

his 2012 book Visible Learning for Teachers, Hattie (2012) argues teachers’ mind frames or the 

ways they think about learning and teaching has a major impact on student learning. From 
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Hattie’s perspectives, teachers are change agents, activators in their classrooms, and are 

responsible for enhancing student learning:     

Teachers need to see themselves as change agents – not as facilitators, developers, or 

constructionists. Their role is to change students from what they are to what we want 

them to be, what we want them to know and understand – and this, of course, highlights 

the moral purposes of education. It is about teachers believing that achievement is 

changeable or enhanceable and is never immutable or fixed, that the role of the teacher is 

an enabler not as a barrier, that learning is about challenge and not about breaking 

material down into easier chunks, and it is about teachers seeing the value of both 

themselves and students understanding learning intentions and success criteria (Hattie, 

2012, pp. 161-162). 

According to Lukacs, Horak and Galluzzo (2011), teachers as change agents are 

“classroom teachers who choose to initiate actions in support of an improvement in teaching 

and/or student learning beyond their own classrooms” (p. 7).  Lukacs and Galluzzo (2014) 

identify four essential features that distinguish teacher change agents from other school leaders.  

Teachers who are change agents “can read their school environment,” “enable the participation 

of their colleagues in generating solutions,” “possess the skills to address the problems they 

identify in their schools,” and “feel a sense of ownership with regard to those problems” (p. 103). 

Van der Heijden, Geldens, Beijaard, and Popeijus (2015) regard the definition of change 

agents used by Lukacs, et al. (2011) as too narrow because “it overlooks the fact that teachers 

can also be change agents at the classroom level, and, through that, develop themselves, 

including their professional identity and their own teaching practice” (p. 683).  They point out 

that teachers may want to “use their agency to try out something new in their classroom out of 



JOURNEY TOWARDS INCLUSION                                                                                    25 
 

 
 

curiosity or the desire to explore its effect on students’ learning” (p. 683).  From their review of 

the literature, van der Heijden, et al. (2015) describe four characteristics of teachers who act as 

change agents.  First, teacher change agents are “lifelong learners who systematically reflect on 

their teaching practice and who are in search of information and ideas” (p. 684).  Second, they 

possess mastery “in terms of being an expert with comprehensive teaching knowledge and skills” 

(p. 684).  Third, the teacher change agent is “an entrepreneur who responsibly takes risks, makes 

decisions, and motivates colleagues in the process of change within their organization” (p. 684). 

Fourth, they are collaborators who believe that working with others “has a positive effect on 

teachers’ learning and students’ learning outcomes” (p. 684). 

Teacher self-efficacy. Self-efficacy refers to people’s beliefs about their capabilities to 

take the necessary actions to successfully complete a certain task.  According to Bandura (1994), 

self-efficacy beliefs “determine how people feel, think, motivate themselves, and behave” (p.2).  

A strong sense of self-efficacy contributes to personal well-being and accomplishment.  

Individuals whose self-efficacy is high set themselves challenging goals, commit to achieving 

them, embrace rather than avoid difficult tasks, and quickly rebound after failures or setbacks 

(Bandura, 1994, p. 2).  On the other hand, people who lack confidence in their capabilities have 

low aspirations and are less committed to their goals.  When they encounter a challenging 

situation, they dwell on their personal shortcomings, anticipate obstacles which will interfere 

with their ability to accomplish an activity, and imagine a host of negative outcomes rather than 

focus on successfully dealing with the situation.   They also give up quickly when encountering 

difficulties and are slow to recover from failures and setbacks (Bandura, 1994, p. 2).  Self-

efficacy beliefs have been shown to have an important influence on human behaviour in many 
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areas including business, health, sports and education (Klassen, Tze, Betts, & Gordon, 2011, p. 

22).   

 Within the field of education, a growing body of research is showing that teachers’ self-

efficacy beliefs influence student outcomes and pedagogy.   According to Klassen et al. (2011), 

teachers’ self-efficacy is believed to play an important role in influencing student motivation and 

achievement and has also “been shown to positively affect teachers’ beliefs about teaching and 

instructional behaviour” (p. 22). Furthermore, Tournaki and Samuels (2016) point out that “the 

construct of teacher efficacy is related to several important teacher qualities, such as motivation, 

receptivity to innovative practices, setting challenging goals, remaining confident despite 

difficult task demands, coping with negative feelings, and willingness to choose difficult 

environments” (p. 386). 

Teacher identity. Recent literature on teaching has emphasized the importance of 

identity in teacher development (Beauchamp & Thomas, 2009).  It is generally understood that 

student teachers experience a shift in identity as they complete their teacher training and move 

into roles as classroom teachers.  Shifts in identity also take place at different points later in 

teachers’ careers “as a result of interaction within schools and in broader communities” 

(Beauchamp & Thomas, 2009, p. 175).  The concept of teacher identity is complex and not 

always easy to define.  In part, this is because the concept of identity has been understood in 

different ways in various disciplines including education (Beauchamp & Thomas, 2009; Bosse & 

Törner, 2013; Olsen, 2008).  

 In their review of research on teachers’ professional identity, Beijaard, Meijer, and 

Verloop (2004) found the concept of professional identity was defined differently or not defined 

at all.  From the studies they looked at, they identified four essential features of teacher 
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professional identity.  According to the authors, professional identity “is an ongoing process of 

interpretation and re-interpretation of experiences” and is “dynamic, not stable or fixed” 

(Beijaard, et al., 2004, p. 122).  They note that from a professional development perspective, 

professional identity formation provides an answer not only to the question “Who am I at this 

moment?” but also to the question “Who do I want to become?” (Beijaard, et al., 2004, p. 122).  

Professional identity also involves both the person and the context.  Within the context of a 

school, teachers may share professional characteristics, including knowledge and attitudes, but 

the importance they attach to those characteristics will differ from teacher to teacher.  As well, 

teachers’ professional identities are made up of sub-identities which are generally harmonized 

and not in conflict with one another.  Agency, the fourth essential feature of teacher identity, 

relates to teachers being actively involved in the process of professional development.  Beijaard, 

et al. (2004) note that this feature of professional identity fits with a constructivist view of 

learning “which means that learning – individually as well as in collaboration – takes place 

through the activity of the learner” (p. 123).   

 Beauchamp and Thomas’s (2009) overview of issues relating to teacher identity echoes 

the work undertaken by Beijaard et al. (2004).  They similarly note the difficulty of defining the 

concept of teacher identity, but point out  

… the literature on teaching and teacher education reveals a common notion that identity 

is dynamic, and that a teacher’s identity shifts over time under the influence of a range of 

factors both internal to the individual, such as emotion, and external to the individual, 

such as job and life experiences in particular contexts (Beauchamp & Thomas, 2009, p. 

177) 
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Beauchamp and Thomas (2009) further describe several interconnecting notions which 

relate to the concept of teacher identity.  One of these is the notion of self and its relationship to 

identity: 

Identity development for teachers involves an understanding of the self and a notion of 

that self within an outside context, such as a classroom or a school, necessitating an 

examination of the self in relation to others … A teacher’s identity is shaped and 

reshaped in interaction with others in a professional context (Beauchamp & Thomas, 

2009, p. 178).   

The authors observe that it is important to view identity “not just in relation to the personal 

dimension of the self, but also with respect to the profession itself: a professional (in this case, 

teacher) identity” (Beauchamp & Thomas, 2009, p. 179).  This interplay between the personal 

and professional aspects of identity provides a way to think more clearly about identity in terms 

of teacher development (Beauchamp & Thomas, 2009).  

 According to Beauchamp and Thomas (2009), factors such as emotion, the narrative and 

discourse aspects of self, the role of reflection, and the connection between identity and agency 

are involved in the link between the personal and professional selves of a teacher.  Emotion “has 

a bearing on the expression of identity and the shaping of it … Work on the nature of teaching 

stresses emotion as an influential factor in teachers’ approaches to their professional lives and to 

their identities” (Beauchamp & Thomas, 2009, p. 180). In addition, the narratives or stories that 

teachers tell about themselves and their practice, and the discourses that teachers engage in 

“provide opportunities for exploring and revealing aspects of the self” and are “revelatory of 

identity but also indicative of the way in which identity is negotiated by an individual within 

external contexts” (Beauchamp & Thomas, 2009, p. 181).  Reflection also plays a role in the 
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shaping of identity.  Through reflection teachers “can become more in tune with their sense of 

self and with a deep understanding of how this self fits into a larger context which involves 

others” (Beauchamp & Thomas, 2009, p. 182).  The link between identity and agency has also 

been widely acknowledged throughout the literature on identity in teaching.  A deeper 

understanding of one’s identity may contribute to a greater sense of agency: 

What may result from a teacher’s realization of his or her identity, in performance 

within teaching contexts, is a sense of agency, of empowerment to move ideas forward, to 

reach goals or even to transform the context.  It is apparent that a heightened awareness of 

one’s identity may lead to a strong sense of agency … (Beauchamp and Thomas, 2009, p. 

183). 

Besides emotion, narrative and discourse, reflection, and agency, context also influences the 

shaping of identity.  Contextual factors such as the school environment, the nature of the student 

population, and the impact of colleagues and school administrators can all be influential in 

shaping a teacher’s identity (Beauchamp & Thomas, 2009). 

 Teacher identity, Olsen (2012) argues, “acts both as a methodological lens through which 

teacher development can be studied, and as a content or assemblage itself, in and upon which 

development operates” (p. 1123). Teacher identity is  

  … both a process and a product.  Teacher identity, therefore, can be used as a research 

frame in order to study teachers as whole persons in and across social contexts who are 

continually reconstructing their views of themselves in relation to others, workplace 

characteristics, professional purposes, and cultures of teaching (Olsen, 2012, pp. 1123-

1124) 
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 The incredible diversity which characterizes contemporary classrooms coupled with 

reforms designed to make schools more inclusive of all learners pose challenges for teachers.  To 

successfully meet these challenges, teachers must be change agents, have a strong sense of self-

efficacy, and be open to shifts in their teacher identity.   

Teachers and Inclusive Education 

The shift towards inclusion has resulted in significant learner diversity in contemporary 

classrooms and schools.  As Katz (2012) notes, “diversity does not refer only to children with 

exceptional needs, nor does it refer only to ethnic, racial, and linguistic diversity” (p. 3).  Learner 

diversity is not restricted to a particular category of students. Instead, it takes various forms, 

“applies to all students and includes individual and personal attributes of students that impact 

how they experience schooling” (Rao & Meo, 2016, p. 1). Rao and Meo (2016) point out that 

students vary in the way they process information and the pace at which they work.  They come 

from different family backgrounds and bring a wide range of knowledge and experiences to the 

classroom.  They differ in their approaches to completing tasks, in the ways they interact and 

communicate, and in the ways, they organize and process information (Rao & Meo, 2016, p. 1).  

Such classroom diversity is indeed worthy of celebration but can be especially challenging for 

general education teachers who are required to meet the needs of all the learners in their classes 

(Peebles & Mendaglio, 2014; Sharma, et al. 2011).   Peebles and Mendaglio (2014) observe: 

… inclusion has a tremendous impact on general classroom teachers as they are 

increasingly faced with the challenge of meeting a wide range of students needs through 

inclusive practices.  More than ever before, classroom teachers are required to understand 

exceptional needs, manage a diverse classroom, make appropriate accommodation for 
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individual students, and collaborate with parents, staff, and other paraprofessionals (pp. 

1321-1322). 

The success of inclusion ultimately depends upon teachers’ willingness to implement the 

practical aspects of inclusion policies in their classrooms (Boyle, et al., 2013).  Teachers’ 

positive attitudes towards inclusion, their confidence in their ability to support the academic and 

social needs of diverse learners, and their use of effective strategies are key to making inclusion 

work.   

Teacher Attitudes Towards Inclusion  

McGhie-Richmond et al. (2013) write that a “growing body of research suggests that 

positive teacher attitudes toward inclusion are the most important factor governing the success of 

inclusive education” (p. 201). Teachers’ attitudes affect their behaviours, influence the classroom 

climate, and students’ opportunities for success (Sokal & Sharma, 2014). Teachers who support 

inclusion believe all children including those with exceptionalities are able to learn and make 

progress in mainstream classrooms, and they adapt the learning environments to meet the diverse 

needs of the students through “varied teaching approaches, high-quality and effective instruction, 

regular monitoring of progress and focused teacher and parent/carer collaboration (Monsen, et 

al., 2014, p. 115). Conversely, teachers who hold negative attitudes toward inclusion are likely to 

resist having students with special learning needs in their classrooms and are less likely to use 

instructional strategies which support learners with diverse needs.  Negative teacher attitudes 

have been identified as the most significant barrier to implementing inclusive education policies 

(Boyle, et al., 2013; McGhie-Richmond, et al., 2013; Sokal & Katz, 2015).  Given the pivotal 

role that teachers’ attitudes play in whether inclusion is successful or not (Avramidis & Norwich, 

2002; McGhie-Richmond, et al., 2013; Ross-Hill, 2009), researchers have investigated the 
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factors which contribute to the formation of positive attitudes towards including students with 

diverse learning needs in general education classrooms.    

Many studies examining the teachers’ attitudes towards inclusion have noted that while 

teachers generally support the overall philosophy of inclusion, they express often concerns about 

the practicalities of including children with diverse needs in general classrooms (Avramidis & 

Norwich, 2002; Boyle, et al., 2013; Van Reusen, Shoho & Barker, 2001).  In their extensive 

review of American and international studies examining teachers’ attitudes toward the 

integration and, more recently, the inclusion of students with special educational needs into 

mainstream classrooms, Avramidis and Norwich (2002) found that while teachers held positive 

attitudes towards inclusion, they did not support “full inclusion” of students with special 

educational needs in regular classrooms. Teachers’ views on inclusive education are influenced 

by various factors including the nature and severity of the child’s disability, the teacher’s 

experience and training, and the availability of resources and support.   

Effect of child-related variables on teachers’ attitudes.  Several studies have shown 

that teachers’ attitudes are influenced by child-related variables such as the nature and severity of 

the disabling condition presented to them. In their review, Avramidis and Norwich (2002) found 

that teachers were generally more receptive to including students with mild disabilities or 

physical/sensory impairments than to including those with learning disabilities and emotional-

behavioural difficulties in their classrooms.  Subban and Sharma (2005) reported similar findings 

in their study examining the attitudes of regular teachers to the implementation of inclusive 

education in Victoria, Australia.  Teachers in their study held positive views of including 

students with disabilities in mainstream classrooms but expressed reservations about including 

students with very severe disabilities. An international comparison of pre-service teacher 
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attitudes towards inclusive education in Australia, Hong Kong, Singapore, and Canada found 

that teacher candidates were more open to including students with social, physical, and academic 

concerns than to including students who are disruptive or have behavioural issues such as 

physical or verbal aggression (Sharma, Forlin, & Loreman, 2008). Teachers, who participated in 

research carried out by Avramidis and Kalyva (2007) in northern Greece, differed in their 

attitudes toward inclusion according to different types of disabilities. They regarded children 

with mild to moderate learning disabilities as easier to accommodate in primary inclusive 

classrooms, whereas children with more complex and severe needs, autism spectrum disorder, or 

sensory impairment were seen as a major challenge to accommodate (Avramidis & Kalyva, 

2007).  In Bešić, Paleczek, Krammer, and Gateiger-Klicpera’s (2017) study, Austrian teachers 

showed positive attitudes towards inclusion, but had reservations about including children with 

multiple disorders and emotional-behavioural disturbances. Likewise, in a United Kingdom 

study, teachers preferred including able/gifted children over learners with behavioural or 

multiple difficulties (Monsen, et al., 2014). Some researchers have suggested that teachers are 

more accepting of students whose exceptionalities they believe will be easier to manage and not 

require extra instructional time (Avramidis & Kalyva, 2007; Avramidis & Norwich, 2002; 

McGhie-Richmond, et al., 2013). 

Effect of teacher-related variables on teachers’ attitudes. A considerable amount of 

research has examined how teacher-related variables such as gender, age, years of teaching 

experience, grade level, contact with people with disabilities, and training affect teachers’ 

acceptance of inclusion. 

Gender. Studies investigating the relationship between a teacher’s gender and attitudes 

toward inclusion have produced inconsistent evidence.  In a study of secondary teachers in 
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Scotland, Boyle, Topping, and Jindal-Snape (2013) reported female teachers were significantly 

more positive in attitudes towards inclusion than their male colleagues.  In their review, 

Avramidis and Norwich (2002) noted some researchers found female teachers had a greater 

tolerance for integrating students with diverse learning needs than did their male counterparts, 

while other researchers did not report that gender was related to attitudes.  Furthermore, gender 

was found not to be a significant factor in an American study of high school teacher attitudes 

toward inclusion (Van Reusen, et al., 2001).   Subban and Sharma (2005) and Monsen, Ewing, 

and Kwoka (2014) also found no correlation between a teacher’s gender and attitudes towards 

students with special needs.  Likewise, in a study of teachers in Mumbai, India, Parasuram 

(2006) reported that gender did not make a difference to teachers’ attitudes to students with 

disabilities.  

Age- teaching experience. Teaching experience has also been found to influence attitudes 

towards inclusive practices.  Avramidis and Norwich (2002) cite several studies where younger 

teachers and those with fewer years of teaching experience were more accepting of including 

children with special needs in their classes.  By contrast, more experienced educators (those with 

more than 11 years of teaching) were the least supportive of inclusion.  Parasuram (2006) found 

that a new generation of Indian teachers with less than five years of teaching experience viewed 

inclusive education more favourably than teachers who had been teaching for between five and 

twenty-five years.  Interestingly, the only group whose attitudes were similar to the younger 

group of teachers was educators with more than twenty-five years’ experience (Parasuram, 

2006).  Boyle and colleagues (2013) found teachers in their first year were more positive towards 

inclusion than teachers with more years of experience. Monsen, et al. (2014), in a study of 

teachers in the United Kingdom, reported that teachers who held highly positive attitudes toward 
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inclusion were significantly younger than those with less positive attitudes.  McGhie-Richmond, 

et al. (2013) suggest that younger, less experienced teachers may be more willing to adapt their 

instruction and resources to accommodate diverse learners compared with more experienced 

teachers. It has also been suggested that teachers’ concerns over their professional competency 

and integrity increase with age.  Consequently, older teachers may prefer not to have to contend 

with the challenge of including students with special needs within the classroom because it could 

reflect on their competency (Monsen, et al., 2014).  

Grade level and subject taught. Research has also shown teacher attitudes toward 

inclusive education varied by grade level and subject taught.  Several studies reviewed by 

Avramidis and Norwich (2002) revealed that elementary teachers held more positive views of 

inclusion than teachers who taught at the secondary level.  In their study examining teachers’ 

perspectives of inclusion in a rural Alberta school district, McGhie-Richmond et al. (2013) found 

that while teachers were only marginally positive in their attitudes towards inclusion, elementary 

teachers were significantly more positive than their secondary colleagues.  The authors suggest 

several factors may account for the difference between elementary and high school teachers.  

Secondary schools’ structure of multiple classes, increasingly more advanced curricula, and the 

physical and social/emotional changes experienced by adolescent learners may pose greater 

challenges to inclusion which may not exist at the elementary level.  Moreover, secondary 

teachers who perceive their role as delivering subject content may place the onus on the student 

for “keeping up” with the class and may consider adaptations for inclusive education as 

unnecessary (McGhie-Richmond, et al., 2013).  In the same Alberta study, secondary school 

teachers who taught elective courses such as art, physical education, and music held more 

positive attitude towards inclusive education than those who taught core subjects such as 
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English, social studies, and mathematics.  McGhie-Richmond et al. (2013) posit that teachers of 

elective subjects may have greater flexibility in determining learning objectives and activities 

than teachers whose subjects are mandatory, more stringent, and associated with standards-based 

assessment. Teachers of elective courses were also more interested in taking an active role in 

program planning for students with exceptionalities.  

Previous experience teaching students with exceptionalities. Research into teacher 

attitudes also identifies the role that experience teaching students with exceptionalities plays in 

the formation of positive teacher attitudes toward inclusion.  Teachers who had previous 

experience teaching students with diverse needs were more positive and comfortable towards 

including such students in mainstream classrooms.  Moreover, these teachers were more 

confident in their abilities to support students with diverse needs. In their study of Greek 

elementary school teachers, Avramidis and Kalyva (2007) found that teachers who had been 

actively involved in teaching students with special needs were significantly more positive 

towards inclusion than those who had little or no experience.  The authors noted that this finding 

indicates “that the more inclusion becomes part of the landscape the more inclusive attitudes and 

practices will become” (Avramidis & Kalyva, 2007, p. 386). Ahmmed, Sharma, and Deppeler 

(2012), in a study of primary teachers in Bangladesh, reported that one of variables which most 

significantly affected educator attitudes was previous success in teaching learners with 

disabilities.  Teachers who had contact with a student with a disability had more positive 

attitudes to inclusive education than did those who did not have such experience.   Alquraini’s 

2012 study of Saudi Arabian elementary school teachers produced similar results. Bešić et al. 

(2017) also found support for experience with inclusion being associated with positive attitudes 

towards it. In addition, their study produced findings reported by other researchers that the longer 
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teachers spend in inclusive classes, the greater their willingness to teach students with special 

needs (Bešić et al., 2017).  Furthermore, teachers who had regular contact with a friend or family 

member with an exceptionality were likely to hold more favourable views of including children 

with diverse needs in the classroom (Chhabra, Srivastava, & Srivastava, 2010; Boyle et al., 

2013).  

Training and support.  Monsen, et al. (2014) point out that for inclusion to be successful, 

teachers require the knowledge, understanding and skills as well as access to resources, including 

specialist staff, to effectively work with the diversity of students in inclusive classrooms. While 

inclusive education generally enjoys broad support from educators, teachers often express 

concerns about the practicalities of successfully implementing inclusion in their classrooms.  

Concerns which are mentioned most frequently in the literature include lack of time, heavy 

workload, inadequate training and preparation for teaching in inclusive classrooms, insufficient 

resources, and a lowering of academic standards (Avramidis & Kalyva, 2007; Chhabra, et al., 

2010; Horne & Timmons, 2009; Monsen, et al., 2014; Naylor, 2005; Sokal & Sharma, 2014). 

These concerns may leave teachers feeling less confident about changing their practices to 

support learners with special needs in their classrooms.  In turn, this lack of confidence can 

contribute to negative attitudes toward inclusion (Monsen, et al., 2014).  

 Research has shown that teachers who have concerns about including students with 

special needs tend to hold more negative attitudes towards inclusion.  Chhabra, Srivastava, and 

Srivastava (2010), in a study of teachers in Botswana, found that teachers had somewhat 

negative attitudes towards inclusion and believed that the needs of students with severe 

disabilities could not be met in mainstream settings.  Moreover, these teachers were especially 

concerned about inadequate resources, the availability of paraprofessionals, and a lack of 
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knowledge and training to address the needs of students with disabilities in in regular classrooms 

(Chhabra, et al., 2010).  In a study of Manitoba educators, Sokal and Sharma (2014) reported that 

as teachers’ degree of concern increased, they tended to be less open to teaching in an inclusive 

classroom.    

Several researchers have observed that teacher education and the availability of support 

services at both the classroom and school levels are ways to promote positive attitudes toward 

inclusion and greater confidence amongst teachers in supporting diverse learner needs 

(Avramidis & Norwich, 2002; Sokal & Sharma, 2014).  As Sokal and Sharma (2014) note, “the 

research literature suggests that teacher education is an important mechanism for decreasing 

teacher concerns and enhancing teachers’ positive attitudes and efficacy for inclusive teaching” 

(p. 67).  Van Reusen, et al. (2001), in their study of 125 teachers from a large suburban high 

school, found that teachers who reported higher levels of special education training or experience 

in teaching students with disabilities had more positive attitudes toward inclusion. In a study of 

Manitoba teachers, Sokal and Sharma (2014) found participants who had some form of training 

in special education were likely to feel more positive about including students with special needs 

in their classrooms.  As well, teachers who felt more confident in teaching students with 

disabilities were more willing to include diverse learners in their classrooms (Sokal & Sharma, 

2014).  Boyle et al. (2013) found that while more than two-thirds of participants in their study 

did not have a qualification in special education, those that had completed a module or course in 

special education showed significantly more positive attitudes towards inclusion.  The 

researchers reported that having a graduate degree in special education did not necessarily 

improve teachers’ attitudes towards inclusion, but a simple qualification (i.e., a course or 

module) was enough to positively impact teachers’ views.  
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Teachers’ perceptions of the adequacy of classroom and school supports also have a 

bearing on their attitudes towards inclusion.  Monsen et al., (2014) found teachers who felt 

inadequately supported held more negative views towards including students with special needs 

and were also less likely to provide learning environments that were suitable for learners with 

diverse needs. Teachers’ attitudes toward inclusion increased according to the perceived 

adequacy of support. Participants in Bešić et al.’s 2017 study made clear that if support and 

resources are ensured, “attitudes can change and teachers are more willing to work inclusively” 

(p. 340). In a study by Horne and Timmons (2009), elementary school teachers in Prince Edward 

Island emphasized that for inclusion to be successful, the school principal needed to provide 

supports such as teacher assistant time, planning time, leadership at meetings, smaller class sizes, 

and special education teacher support.   

Teachers’ Self-efficacy and Inclusion 
  
 Teachers’ self-efficacy for inclusive teaching has not garnered as much attention from 

researchers as has the relationship between teacher attitudes and inclusive education (Forlin, 

Sharma & Loreman, 2014: Malinen, Savolainen, & Xu, 2012; Sharma & Sokal, 2016).  

However, the research which has been conducted shows that high teacher efficacy is an essential 

element in creating successful inclusive learning environments (Sharma, et al., 2012).  Teachers 

with positive views of their efficacy tend to view inclusion more favourably.  In fact, Weisel and 

Dror (2006) found that self-efficacy contributed the most to teachers’ attitudes towards inclusion. 

Teachers who possess high self-efficacy are more likely to believe that students with diverse 

learning needs can be effectively taught in regular classrooms (Sharma, et al., 2012). In their 

study of Kindergarten to Grade 8 teachers in Winnipeg, Sokal and Sharma (2013) found that 

participants “who felt more confident in teaching students with disabilities were more willing to 
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include students with disabilities in their classrooms” (p. 64).  Moreover, as their level of 

confidence in teaching students with disabilities improved, their overall efficacy for teaching in 

inclusive classrooms also improved (Sharma & Sokal , 2013).  High efficacy teachers are also 

more willing to adapt the curriculum and use better instructional strategies to meet the needs of 

the learners (Sharma, et al., 2012; Tournaki & Samuels, 2016).  Some researchers note that 

teachers with high self-efficacy are more patient and flexible when working with students with 

diverse learning needs, are less likely to refer difficult students to special education and are more 

willing to provide additional assistance to low-achieving students (Peebles & Mendaglio, 2014; 

Tournaki & Samuels, 2016).   

 Given the key role that teachers’ sense of efficacy plays in successful inclusive teaching, 

research has been undertaken to determine which factors contribute to teachers’ self-efficacy for 

inclusion.  As with research on teachers’ attitudes and inclusion, factors such as special 

education training and direct experience with people with diverse needs have been found to 

bolster teachers’ self-efficacy for inclusion.   

 Training for inclusive education. Teacher education on inclusion and inclusive 

practices has been found to improve teachers’ perceptions of efficacy for working with students 

with exceptional needs.  Forlin, Sharma, and Loreman (2014) conducted a study examining the 

impact of an introductory inclusive education course on Hong Kong teachers’ perceived teaching 

efficacy.  The researchers found that teachers’ self-efficacy increased in areas such managing 

challenging behaviours, undertaking inclusive instruction, and working collaboratively with 

peers after completing the course. In another study, Peebles and Mendaglio (2014) found that 

preservice teachers enrolled in a Bachelor of Education program at a university in Western 

Canada “experienced significant gains in self-efficacy” (p. 1331) after completing a mandatory 
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inclusion course and also after a related field experience.  The authors conclude this 

“demonstrated that the coursework itself was effective in developing self-efficacy, but the 

combination of the coursework and the field experience made even more substantial gains to the 

participants’ self-efficacy” (p. 1331).  Advanced training in special education has also been 

shown to improve teachers’ perceived efficacy to work in inclusive environments.  Tournaki and 

Samuels’ study (2016) investigated changes in attitude toward inclusion and efficacy of general 

and special education students completing their master’s degree in education.  As part of their 

program, the students were required to take an Introduction to Inclusion course.  The researchers 

examined both teaching and personal efficacy and found that both general and special educators’ 

teaching and personal efficacy scores improved from the beginning to the end of their program.  

Personal efficacy was higher than teaching efficacy for both groups of teachers at the start of the 

program and continued to increase throughout the program (Tournaki & Samuels, 2016, p. 394).    

 Previous experience working with students with exceptionalities. Prior experience 

with people with diverse learning needs has also been shown to positively affect teachers’ self-

efficacy.  Forlin, Cedillo, Romero-Contreras, Fletcher, and Hernández (2010) investigated the 

perceptions of preservice teachers in Mexico regarding their dispositions towards inclusion and 

their self-efficacy for inclusive teaching.  They found that participants with higher levels of 

contact with persons with disabilities showed more favourable dispositions about inclusion and 

improved self-efficacy.  Preservice teachers with no experience became significantly more 

positive and efficacious about teaching in inclusive settings as their training and experience 

increased (Forlin, et al., 2010).  In their study, Peebles and Mendaglio (2014) found preservice 

teachers who had prior experience with people with diverse needs had higher self-efficacy scores 

than their classmates who had no prior experience.  The study’s authors further found that 



JOURNEY TOWARDS INCLUSION                                                                                    42 
 

 
 

although the group with prior experience had higher self-efficacy scores throughout the 

education program, the group without prior experience made similar gains in self-efficacy as 

well (Peebles & Mendaglio, 2014, p. 1332).  Specht, et al. (2015), in their study examining the 

self-efficacy and beliefs about inclusive teaching of 1490 preservice teachers completing their 

degrees in 11 Faculties of Education across Canada, found that those students who knew a 

person with special needs had more inclusive views than those who did not.  In addition, students 

who had volunteered or worked with people with special needs had higher self-efficacy scores 

than students who lacked these experiences.   The researchers note that familiarity with learners 

with special education needs “helps with higher beliefs in inclusion and higher self-efficacy” 

(Specht, 2015, p. 11).  

Teachers’ Use of UDL to Support Inclusion 

Rao, Ok, and Bryant (2014) remark that although UDL has grown in popularity over the 

past decade and is often referenced in the literature, “the research base supporting its efficacy is 

in a nascent phase” (p. 154).  Some research has been conducted investigating UDL’s potential 

to increase student engagement and to improve academic outcomes.  Several Canadian and 

American studies have found student engagement increased and the students’ perceptions of the 

learning environment were more positive following the implementation of UDL education 

models (see Abell, Jung, & Taylor; Katz, 2013a; Katz & Sugden, 2013; and Kortering, 

McClannon, & Braziel, 2008).  The few studies examining whether UDL improves academic 

outcomes have yielded mixed results (see Browder, Mims, Spooner, Ahlgrim-Delzell, and Lee, 

2008; Kennedy, Thomas, Meyer, Alves, and Lloyd, 2014; and King-Sears, et al., 2015).   

For the purpose of this review, I will focus on research examining teachers’ perceptions 

and experiences of UDL-aligned planning and instruction in their classrooms.  As part of a larger 
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study of five school divisions in Manitoba, Katz (2015) examined teachers’ perceptions relating 

to the implementation of the Three Block Model of UDL for both students and themselves.  

Teachers interested in implementing the model were required “to co-plan an integrated unit with 

grade level peers, determine essential understandings for the unit, create inquiry-based projects 

and multiple intelligences activities that differentiated the complexity and modality of activities, 

and develop rubrics that allowed for differentiated assessment” (Katz, 2015, p. 7).  Compared to 

their colleagues who did not implement the model, the treatment group teachers reported 

“improved student self-concept, risk taking, and resiliency.  They noted that students were more 

socially engaged, had more friends, and interacted more positively with others.  As well, teachers 

reported that school climate as a whole had improved” (Katz, 2015, p. 12). Teachers in the 

treatment group, moreover, viewed their experiences implementing UDL favourably.  They were 

more willing to change their instructional practices, by increasing their use of differentiated 

instruction, and implementing “student-led inquiry teams/small group work at an increased rate” 

(Katz, 2015, p. 14). Greater differentiation of tasks and small group work contributed to 

increased student engagement and facilitated the academic inclusion of diverse learners (Katz, 

2015, p. 14).  After using the UDL-based unit, the teachers reported that the intervention reduced 

their stress and workload.  They expressed increased job satisfaction and greater confidence in 

their ability to meet the needs of all the learners in their classes (Katz, 2015, p. 15). 

 Meo (2008) describes the positive experiences of two educators who participated in a 

CAST project, whose purpose was to provide teachers with strategies for designing curricula that 

addresses the needs of the diverse learners in their classrooms.  Specifically, the two teachers, 

one a social studies teacher and the other a special education teacher, collaborated to use a 

planning for all learners (PAL) process which was guided by UDL principles to support their 
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high school students’ reading vocabulary and reading comprehension.  Together, the teachers set 

goals for a social studies unit on the Industrial Revolution, identified and eliminated potential 

curricular barriers, recognized class diversity, and utilized “methods, materials, and assessments 

that would lead to successful learning outcomes for all students” (Meo, 2008, p. 26).  As a 

consequence of their involvement in the study, the teachers developed new understandings of the 

importance of multiple representations and multiple formats of learning, and the benefits of 

incorporating reciprocal teaching strategies and robust vocabulary instructions into their lessons 

(Meo, 2008, p. 26).  Recognizing that materials such as textbooks were a barrier for some 

students, the teachers used both low- and high-tech strategies to provide alternative presentations 

of information.  With respect to assessment, the teachers gave their students choices to show 

their learning in a variety of ways.  Meo (2008) points out that by “the final focus group, Mr. 

Allen [the social studies teacher] and his peers had adopted language that reflected the concepts 

they had learned to support students’ reading for meaning during the project.  More important 

than their adoption of the program’s language, however, was their growing adoption of UDL 

principles and effective strategies in their teaching” (p. 27).   

 Van Garderen and Whittaker (2006) describe a case where two high school teachers 

successfully used a unit planner designed by the authors in their inclusive classroom.  The 

teachers used the unit planner which incorporated aspects of differentiated instruction, UDL, and 

multicultural education to design and implement a unit on the Civil Rights Movements for their 

academically, ethnically, and linguistically diverse class.  The two teachers found the unit 

planner was an effective way to efficiently plan an entire unit of study.  It permitted them to 

jointly determine essential questions and concepts for the unit, and it helped them to design 

“differentiated, culturally responsive instructional units because it placed the characteristics of 
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individual students at the center of their planning” (van Garderen & Whittaker, 2006, p. 20).  

Furthermore, the teachers regarded the unit planner as “an easy to use tool for collaborative 

planning and implementation for individuals who are working together in an inclusive classroom 

because it prompts consideration of the principles of differentiated instruction, UDL, and 

multicultural education in a holistic format” (van Garderen & Whittaker, 2006, p. 20) 

 In a more recent study, Lowrey, Hollingshead, Howery, and Bishop (2017) used narrative 

inquiry to examine seven teachers’ stories as they relate to implementing a UDL framework in 

general education classrooms including students with moderate and severe intellectual 

disabilities.  One of the themes which emerged from the participants stories was designing for 

learner variability.  The researchers reported “[a]ll of the teachers shared stories about the ways 

in which the UDL framework allowed them to address various students’ needs, provide options, 

and plan on overcoming barriers in instruction and assessment through intentional planning” 

(Lowrey, et al., 2017, p. 230).  The connection between UDL implementation and inclusive 

practices was another theme which came out of the teachers’ stories: “Overall, the 

interconnectedness of inclusion and UDL was articulated in the way teachers described their 

diverse classrooms, their instructional design, and their instructional implementation” (Lowrey, 

et al., 2017, p. 232).  A third theme which emerged from the research related to the “importance 

of a professional support network while planning and teaching with a UDL framework in mind” 

(Lowrey, et al., 2017, p. 233). All the study participants shared stories of their supportive 

districts, their participation in team planning, and having access to ongoing professional 

development.  From their research, Lowrey et al. (2017) concluded further research into the 

implementation of the UDL framework, especially in inclusive classrooms, was recommended.  
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Teachers’ Experiences Integrating Aboriginal Perspectives into Curriculum 

 As discussed in the preceding chapter, there has been a longstanding gap in school 

success between Aboriginal and non-Aboriginal learners in Canada.  The impact of colonization 

and government assimilation policies such as residential schools have been identified as a factor 

in persistent pattern of lower academic success for Aboriginal students.  Beside the negative 

legacy of residential schools on generations of Aboriginal youth, several scholars have argued 

that Aboriginal students have been poorly served by the Canadian public-school system (Battiste, 

2009, 2013; Bell & Brant, 2015; Kanu, 2005, 2011).  Battiste (2009) has called for the 

decolonization of a Eurocentric educational system which alienates Aboriginal students from 

their families and cultures, and requires them to adopt the language, values, and norms of the 

dominant culture in order to achieve school success.  As well, Kanu (2005) has pointed out that 

research has shown “the lack of Aboriginal cultural knowledge and perspectives in the school 

curriculum and among teachers, 94% of whom are non-Aboriginal and belong to the dominant 

culture (English or French)” (p. 50) is a key factor in school failure for Aboriginal students.  To 

improve educational outcomes for Aboriginal learners, provincial ministries of education have 

introduced changes which are intended to make schools and curricula “more responsive to the 

unique cultural, language and learning needs of their Aboriginal students” (Julien, 2016, p. 129; 

see also Kanu, 2005).  In British Columbia, Aboriginal perspectives and knowledge are woven 

throughout the redesigned curriculum and are intended to be part of the learning experiences for 

all students from kindergarten to graduation.     

 While some research has been undertaken examining “the specific aspects of Aboriginal 

cultural knowledge to be included in order to enhance and support classroom learning for 
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Aboriginal students and the effective ways that dominant-culture teachers can integrate such 

cultural knowledge into their teaching of the regular curricula” (Kanu, 2005, p. 51),  there have 

been very few studies examining either Canadian teachers’ experiences or perceptions of 

integrating Aboriginal perspectives into their classroom practice.  For the most part, all the 

studies involved small numbers of participants who were either pre-service or in-service teachers 

who worked for urban school districts.  Except for a study completed by Chief (2011), most 

participants in the research studies were non-Aboriginal teachers. 

 The studies revealed some common findings.  While the participants supported including 

Aboriginal perspectives in their teaching, they were often confused by the exact meaning of the 

phrase Aboriginal perspectives.  In a study of five non-Aboriginal social studies teachers in 

Winnipeg, Zurzolo (2010) found the teachers were enthusiastic and believed in the importance of 

integrating Aboriginal perspectives into the curriculum but were unclear about its meaning. 

Kanu’s (2005) study of ten teachers from three Winnipeg inner-city high schools found that 

while the teachers regarded integration of Aboriginal knowledge and perspectives into school 

curriculum as essential, they differed in how they understood and approached integration.    Li 

and Thomas (2015) interviewed eight British Columbia elementary and secondary teachers from 

Richmond and Vancouver school districts as the teachers incorporated Aboriginal knowledges 

and pedagogy into their practice.  The researchers noted there was a widespread lack of 

knowledge and confusion about Aboriginal knowledges and pedagogy.   

 Some teachers’ insufficient knowledge of Aboriginal cultures led them to feel less 

confident about their ability to integrate Aboriginal perspectives into their teaching.  Deer (2013) 

studied second year teacher candidates in a two-year faculty of education program in Canada 

who had completed one course in Aboriginal education.  The purpose of the research was to 
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learn about the student teachers’ perceptions of the potentialities and challenges with 

incorporating Aboriginal perspectives into mainstream classrooms.  Deer (2013) found the 

student teachers had varying perspectives on their own knowledge of Aboriginal cultures, and 

while some felt comfortable integrating Aboriginal perspectives a significant number felt 

apprehensive and not very confident.  Teachers in Zurzolo’s (2010) study, all of whom were 

non-Aboriginal, worried about a non-Aboriginal teacher providing an Aboriginal perspective, 

expressed discomfort about discussing complex or risky topics such as spirituality, land claims, 

and treaty rights, and feared they might get something wrong.  At the same time, they also 

believed they had a responsibility to infuse Aboriginal perspectives in the curriculum despite 

their unease.  In the study carried out by Li and Thomas (2015), experienced teachers felt 

overwhelmed about incorporating Aboriginal knowledge and pedagogy respectfully into their 

practice while others felt guilty about the lasting impacts of the residential school system on 

Aboriginal peoples.    

 The research studies also highlighted some challenges teachers faced in integrating 

Aboriginal perspectives into their practices.   In Kanu’s (2005) study, teachers perceived their 

own lack of knowledge about Aboriginal cultures, the lack of Aboriginal resources, racist 

attitudes of non-Aboriginal staff and students, lukewarm administrative support for integration, 

and incompatibility between school structures and some Aboriginal cultural values as obstacles 

to meaningful integration of Aboriginal perspectives into their teaching of the curriculum.  Some 

areas teachers interviewed by Li and Thomas (2015) said were lacking included up-to-date 

curricular resources, access to Aboriginal educators, time for building relationships with 

Aboriginal students, time for professional learning, and professional development opportunities. 

Deer (2013) found the teacher candidates he interviewed spoke of gaps in their own knowledge 
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of Aboriginal peoples and their cultures, the availability of Aboriginal classroom resources, and 

the attitudes of sponsor teachers as challenges to incorporating Aboriginal perspectives into their 

teaching. 

Despite these challenges, there is some support in the research literature that including 

Aboriginal content and teaching curriculum from an Aboriginal perspective can benefit both 

Aboriginal and non-Aboriginal students and positively impact student and teacher identities.  In a 

Saskatchewan study, Chief (2011) found that from the teachers’ perspective, both Aboriginal and 

non-Aboriginal students benefited in many ways when the curriculum was presented from an 

Aboriginal perspective or Aboriginal content was integrated into classroom lessons.  The five 

Aboriginal teachers interviewed for the study said integrating Aboriginal perspectives created a 

positive safe learning environment where both Aboriginal and non-Aboriginal students could 

discuss freely, ask questions, and learn from one another.  The five Aboriginal high school 

students who were also interviewed for the study voiced similar sentiments. They felt more 

connected, more acknowledged, more comfortable asking questions, and appreciated learning 

about their history.  The students also thought it was important non-Aboriginal students were in 

classes where information was presented from an Aboriginal perspective (Chief, 2011). 

Chief (2011) further found that overall student and teacher identities were positively 

affected by Aboriginal perspectives and content.  All the teachers in the study believed 

Aboriginal students’ identities were positively affected when curriculum was presented from an 

Aboriginal perspective.  When Aboriginal learners hear teachings and stories which they can 

connect to their prior knowledge and own lives, they start to feel better in class, experience a 

sense of pride, and are more open to learning opportunities (Chief, 2011, p. 67).  The students 

themselves were not always sure how Aboriginal perspectives affected their identities with some 
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student participants saying there were positive effects.  Nevertheless, the students interviewed 

were “strongly in favor of the presentation of the curriculum from an Aboriginal perspective and 

the use of Aboriginal content in the teaching” (Chief, 2011, p. 57).  The teachers Chief 

interviewed also believed Aboriginal perspectives positively influenced non-Aboriginal students’ 

identities.  Non-Aboriginal students had opportunities to see Aboriginal peoples in a positive 

way and to learn and develop ideas from a different perspective (Chief, 2011, p. 70). As well, the 

teachers spoke favourably of the impact that teaching from an Aboriginal perspective had on 

their personal and teacher identities.  Specifically, they described feeling more confident, aware 

of who they were, and proud that they had Aboriginal knowledge which they could pass along to 

and make connections to their students (Chief, 2011, p. 77). 

Summary  

In this chapter, I described the theoretical frameworks which guided the research for this 

study and reviewed current literature related to teachers’ attitudes towards inclusion, teacher self-

efficacy for inclusive practices, and teachers’ perceptions and experiences using UDL and 

Aboriginal perspectives to support inclusion in their classrooms.  As noted in the review, there 

are a limited number of studies examining classroom teachers use of UDL and Aboriginal 

perspectives to support the diverse learning needs of the students in their classrooms.  It is hoped 

this study will add to research which explores teachers’ use of inclusive frameworks to create 

classrooms where all students can learn and feel a sense of belonging.  In the next chapter, I 

describe the self-study methodology which was used for the study.  
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Chapter 3  

Methodology 
 
 

In the previous chapter, I outlined the theoretical frameworks for the research study and 

reviewed the literature on teachers’ attitudes toward inclusion, teacher self-efficacy for inclusion, 

and teachers’ perceptions and experiences using UDL and Aboriginal perspectives to support 

inclusion in their classrooms. This chapter describes the methodology which was used to answer 

the research question:   Through a self-study of changing teaching practice to support inclusion, 

how can I better know, understand, and transform myself and my role as a secondary classroom 

teacher? The purpose of my research study was to reflectively explore my lived experience as I 

changed my teaching practice to create inclusive learning environments using the principles of 

UDL informed by Aboriginal perspectives.  Because this study examined both the transformation 

of my teaching practice as well as the transformation of myself, I thought it best to address this 

through a self-study research method.  

In what follows, I provide an overview of self-study methodology, address how this study 

is aligned with the characteristics of self-study research, describe the study’s context and 

participants, and explain the methods used for collecting and analyzing the data.  Assessing the 

study’s quality and significance as well as the ethics which guided the study are also discussed.  

Self-study Methodology 

 The central focus of self-study research is to understand and improve practice (Pinnegar 

& Hamilton, 2009, p. 7).  The term self-study, which became widely used in teacher education in 

the early nineties (Pithouse, Mitchell, & Weber, 2009), “is used in relation to teaching and 

researching practice in order to better understand: oneself; teaching; learning; and, the 

development of knowledge about these” (Loughran, 2007, p. 9).  Self-study grew out of the work 
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of teachers and teacher educators (Loughran, 2007; Samaras, 2011) who believed that “research 

on teaching practice by teachers holds invaluable promise for developing new understandings 

and producing new knowledge about teaching and learning” (Hamilton & Pinnegar, 1998, p. 

274). Self-study is a form of practitioner inquiry and self-study scholars were influenced by 

earlier teacher research work such as teacher inquiry, reflective practice, and action research 

(Pithouse, et al., 2009; Samaras, 2011).  Samaras points out that what distinguishes self-study 

from other forms of practitioner-based research is that  

 self-study teacher researchers study their role within the research as they inquire within      

themselves to ask the taken-for-granted questions about their practice.  The research is 

not only about their practice but researched from the first person instead of an onlooker.  

They are the change they seek in their field (2011, p. 20). 

Ontological Stance of Self-Study Teacher and Teacher Educator Practices (S-STTEP) 

 For self-study practitioners, ontology more than epistemology is the main focus of their 

research (Pinnegar & Hamilton, 2009).  Pinnegar and Hamilton (2009) state self-study 

researchers take a different approach to their work than those involved in traditional research 

because “there is always a dual focus.  There is a focus on studying practice as they work to 

change it” (p. 50).  This greater attention to improving practice is referred to as an ontological 

stance in S-STTEP research: 

For us, as self-study researchers, and we believe for others as well, our ground of being  

positions us differently in our work, leading us to address epistemology as well as to 

establish what is true and real in our world.  This means we give more attention to 

ontology (practice and its improvement) than to knowing or establishing foundational 
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claims to know.  Attention to ontology is our more central and vital concern (Pinnegar & 

Hamilton, 2009, p. 50). 

Self-study scholars, furthermore, seek to “generate living educational theories” (Pinnegar & 

Hamilton, 2009, p. 50) through their inquiries and the knowledge they produce is “also ‘living’ 

because it constantly grows and changes” (Pinnegar & Hamilton, 2009, p. 51).  Although their 

focus is primarily on understanding practice, self-study scholars have a constructivist orientation 

to knowledge and epistemology: 

We believe that we construct our own understandings.  We believe that we live in a 

particular place and time and we act within certain and specific contexts with people who 

exist in that same space ... We acknowledge that an external world exists.  As we interact 

with and seek to understand it, the world acts back on us and in this way in the space 

between our own construction of the experience, others’ experience of the event, and the 

experience in the world we create a conception of that experience.  Therefore, just as we 

believe we can only partially make visible our implicit knowledge in a setting, we also 

think we can only partially understand our experience in that world (Pinnegar & 

Hamilton, 2009, p. 51). 

In their discussion of self-study methodology, Pinnegar and Hamilton (2009) write that while S-

STTEP researchers recognize that epistemology and ontology “are inextricably linked … we 

have come to understand that attention to being and becoming with and for others is the more 

central concern for S-STTEP research.  Our stance in our research is essentially an ontological 

one” (p. 52).  This ontological stance with its emphasis on understanding and improving practice 

is reflected in LaBoskey’s (2007) delineation of the features of self-study methodology. 
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Characteristics of S-STTEP Methodology  

 LaBoskey (2007) identifies five characteristics of self-study of teacher and teacher 

educator practices (S-STTEP) methodology: self-initiated and focused; improvement aimed; 

interactive; multiple, primarily qualitative methods; and exemplar-based validation.  With 

respect to the first characteristic, Pinnegar and Hamilton (2009) write that self-study research  

… places responsibility for practice and the developing understanding of it on the self         

conducting the inquiry – the self who initiated the research. For this reason, S-STTEP 

research participates in different processes of knowing and different orientations towards 

epistemological questions of what it means to know, what is worth knowing, and how one 

can verify what one asserts as knowledge.  From this orientation the self, who is the 

inquirer, has a private vested interest in coming to understand the practice. The self seeks 

to explore the gap between who I am and who I would like to be in my practice and 

studies that self and the others involved as the self takes action to reduce or alter that gap 

(p. 12).   

According to LaBoskey (2007), an essential requirement of self-study which 

distinguishes it from more traditional research is that not only should the research lead to a better 

understanding of practice, but also to “reframed thinking and a transformed practice” of the 

teacher researcher (p. 844).  Teachers and teacher educators who engage in self-study study their 

practice in order to improve it.  Self-study researchers, writes LaBoskey (2007), “aim to improve 

our practice based upon a careful and thorough understanding of our settings which in turn 

results in an enhanced understanding of that practice” (p. 845).  While the goal of self-study is to 

produce knowledge for the inquirer, it is also hoped that the public sharing of that knowledge 

will contribute to improving the practice of others (Pinnegar & Hamilton, 2009, p. 99).   
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Interaction with others is another key characteristic of self-study.  LaBoskey (2007) notes 

that interaction within self-study takes many forms.  For example, self-study researchers 

“collaborate directly with colleagues in an effort to better understand and improve their own 

practice and institutional contexts” (p. 848).  In addition, they “collaborate with colleagues near 

and far who are working on different professional practice agendas” (p. 848).  Self-study also 

always involves teacher researchers interacting with their students who provide direct or indirect 

input regarding the aspects of their practice they are examining (LaBoskey, 2007, p. 848).  

Finally, self-study educators interact with a variety of “texts” including professional literature 

and alternative media such as video, audio, or visual art to inform their understanding of their 

practice (LaBoskey, 2007, p. 849).  Through the interactive process, self-study researchers have 

the opportunity to consider alternative perspectives and interpretations of their understandings 

and experiences.  As LaBoskey (2007) observes, “[g]arnering multiple perspectives on our 

professional practice settings helps to challenge our assumptions and biases, reveal our 

inconsistencies, expand our potential interpretations, and triangulate our findings” (p. 849).  In 

self-study, others must be involved for genuine reframing of thinking and transforming of 

practice to occur (LaBoskey, 2007). 

“Self-study research is a research methodology in which researcher and practitioners use 

whatever methods will provide the needed evidence and context for understanding their practice” 

(Hamilton & Pinnegar, 1998, p. 269). Within the self-study field, there is “no single best method 

or approach for conducting the scholarship of teaching and learning” (LaBoskey, 2007, p. 850).  

Instead, self-study researchers employ diverse methods, the majority of which are qualitative, to 

explore themselves and their practices.  Qualitative methods are more consistent with the 

conceptual framework of self-study with its emphasis on understanding self and practice.  In 
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conducting a self-study, Samaras (2011) states the method you choose “depends on what you are 

trying to understand and how a particular method helps you achieve that understanding” (p. 88).  

Similarly, LaBoskey (2007) writes that for self-study practitioners, “this mix of mainly 

qualitative methods can enhance our understanding of our professional practice settings and help 

us to reframe our thinking and our teaching in appropriate and defensible ways” (p. 851). 

The fifth component of self-study methodology is exemplar-based validation.  LaBoskey 

(2007) refers to the work of Elliott Mishler who argues that traditional, experiment-based 

approaches to validity testing are inappropriate in “inquiry-guided” qualitative research and a 

new approach to validity is necessary.  Mishler (1990) redefines validation  

    … as the process(es) through which we make claims for and evaluate “trustworthiness” 

            of reported observations, interpretations, and generalizations.  The essential criterion for  

            such judgments is the degree to which we can rely on the concepts, methods, and  

            inferences of a study, or tradition of inquiry, as the basis for our own theorizing and  

            empirical research. (p. 419) 

In reformulating the notion of validity, Mishler (1990) relies on the Kuhnian concept of 

“exemplars” which are documentations of the “normal practice – the ordinary, taken-for-granted 

and trustworthy concepts and methods for solving puzzles and problems within a particular area 

of work” of researchers (1990, p. 423).   For Mishler (1990), validity is achieved when “the 

results of a study come to be viewed as sufficiently trustworthy for other investigators to rely 

upon in their own work” (p. 429).  LaBoskey (2007) suggests that Mishler’s redefinition of 

validity is “particularly consistent with self-study in that it seeks, as does narrative knowing, 

trustworthiness or verisimilitude rather than truth; it eschews objectivity; and it moves validation 

into ‘a world constructed in and through our discourse and actions’” (p. 853).    
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Research Study  

The research study incorporated the five characteristics of self-study methodology.  It 

was self-initiated and focused.  I explored my experiences planning and implementing the 

inclusive instructional approaches of UDL and Aboriginal perspectives to support the diverse 

learning needs of students in my classes.  I also reflected on the changes in myself and my 

teacher identity because of changing my teaching practice.  In undertaking the research, I was 

motivated by a desire to study my practice in order to improve it. While my students were not 

participants in the study, I did interact with them while trying out different teaching approaches 

in my classroom.  Interaction with my critical friend was also an important part of the research 

process.  In addition, I used multiple qualitative methods, specifically journaling and in-person 

conversations, to explore myself and my teaching.  Finally, some steps I took to enhance 

trustworthiness in the study’s findings were to work with a critical friend and to clearly explain 

the data collection and analysis process.  

Context  

 The context for this research study is a small-sized high school of approximately 300 

students in north central British Columbia (BC).   Approximately, 63% of the students are 

Aboriginal.  The school population includes a significant number of learners who have BC 

Ministry of Education special needs designations and are case managed by a special education 

teacher.  Most learners with exceptionalities at the school are included in general education 

classrooms, but there are also student services classes for learners on modified programs. The 

school is the only secondary school in the town and surrounding area which includes the 

traditional territories of five First Nations.  



JOURNEY TOWARDS INCLUSION                                                                                    58 
 

 
 

This study involved the creation of planning units and trying out inclusive strategies in 

my Grades 8 and 9 social studies classes.  The social studies Grade 8 class had 15 girls and 8 

boys.  Eleven of the 23 students self-identified as Aboriginal.  Three of the learners had BC 

Ministry of Education special needs designations. The social studies Grade 9 class had 17 

students, 11 of whom were boys.  Nine of the students self-identified as Aboriginal.  Four of the 

students had special needs designations.    

Participants 

 Self-study involves teachers researching their own teaching experiences.  Teachers are at 

the centre of their inquiry.  As the principal participant, I used my research study to critically 

think about learning and teaching to improve my pedagogy.  To build a more inclusive learning 

environment, I tried out learning approaches which I believed would be more responsive to the 

wide range of learners in my Grades 8 and 9 social studies classes. 

Collaboration is an essential feature of self-study.  Although the term self-study implies 

an individual approach to researching one’s practice, self-study researchers are required to work 

with colleagues in order to better understand and improve their practice (LaBoskey, 2007; 

Loughran & Northfield, 1998; Samaras, 2011).  Loughran and Northfield (1998) maintain that 

“if self-study is to lead to genuine reframing of a situation so that learning and understanding 

through reflection might be enhanced, then the self in self-study cannot be solely individual.  The 

experience of an individual is the focus of the study but the individual need not be, and should 

not be, the sole participant in the process” (p. 8). In self-study, collaboration involves working 

with a critical friend.  

McNiff (2016) states that a “critical friend is expected to act as a confidant/e or mentor 

and talk through research at regular intervals, preferably from an insider perspective” (p. 190).  
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According to Tidwell and Fitzgerald (2007), a critical friend lends a “critical ear” and assumes a 

role of “an informed other, providing prompts and feedback, and acting as a sounding board to 

teachers’ comments about their own practice” (p. 73).  A critical friend not only encourages, but 

respectfully questions, raises issues, and assists the teacher researcher to examine ideas and 

consider alternative perspectives from their own (Loughran & Northfield, 1998, p. 14; Samaras, 

2011, p. 10-11).  As Loughran and Northfield (1998) observe,  

when an individual is so deeply involved in a personal working environment, it is often 

very difficult to step back and reconsider the experiences from another viewpoint.  It may 

well be that one’s own experience is too personal to seriously question one’s own frames 

of reference, despite the best intentions to do so. (p. 14) 

A critical friend helps the researcher develop a perspective beyond the personal (Loughran & 

Northfield, 1998). 

Through an email, I recruited a teacher colleague from my school district to act as a 

critical friend during this study.  My critical friend is a veteran educator who has been a 

classroom teacher, principal, and is currently the Literacy and Inquiry Coordinator for the school 

district.  

Data Collection  

 Self-study research employs a variety of qualitative data collection methods. Many of 

these methods were developed by and for self-study researchers.  In self-study, the research 

question or topic determines the method or methods that are most appropriate for uncovering 

evidence in accord with the purpose of the study (Loughran, 2007, p. 17).   To examine the 

impacts that changing teaching practice to support inclusion had on myself and my teacher 
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identity, I used two methods for collecting data for my study: a self-study teacher researcher 

journal and face-to-face conversations with my critical friend.  

 Journaling is a frequently used data-gathering method in self-study teacher and teacher 

educator practices research (Pinnegar & Hamilton, 2009; Samaras, 2011).   According to 

Pinnegar and Hamilton (2009), journaling is the writing that teacher researchers do with a 

purpose.  It “includes the details of the day and the events of teaching, along with the reflections 

upon and the interpretation of practice” (Pinnegar & Hamilton, 2009, p.124).  Similarly, 

Cochran-Smith and Lytle (1993) offer the following description of teachers’ journals: they “are 

accounts of classroom life in which teachers record observations, analyze their experiences and 

reflect on and interpret their practices over time.  Journals intermingle description, record 

keeping, commentary, and analysis” (p. 26).  Cochran-Smith and Lytle (1993) state that journals 

share some similarities with ethnographic field notes in so far as “journals capture the immediacy 

of teaching: teachers’ evolving perceptions of what is happening with the students in their 

classrooms and what this means for their continued practice” (p. 26).  Journals also afford 

teacher researchers a place to record “the affective experience of doing a study” (Hatch, 2002, p. 

88).  Hatch (2002) writes that journals “provide a place where researchers can openly reflect on 

what is happening during the research experience and how they feel about it” (p. 88).  He adds 

they “are places to ‘talk to yourself’ about how things are going, about your fears, frustrations, 

and small victories” (Hatch, 2002, p. 88).  Within the context of self-study teacher research, 

Samaras (2011) states that a teacher journal or log  

… includes your notes, reflections, and preliminary ideas on the unfolding, enactment,  

           and assessment of pedagogical strategies. It can also include your notes and hunches on  

           any connections of your practice to theories. This is the metaconversation you have with  
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           yourself and critical friends about your research and the process of your research” (p.  

          176). 

 To gather data for this self-study, I kept a research journal over the course of 2017-2018 

school year.  Questions which guided my journal writing included: What is my instructional goal 

for student learning?  What strategy did I try?  In general, what was effective about the strategy? 

What problems or challenges did I encounter and what will I change next time? What changes 

am I seeing in my role as a teacher?  How am I feeling about my teaching and myself?  Most of 

the journal entries were written during the first semester from September 2017 to February 2018.  

Due to a heavier teaching load and time spent writing chapters for my thesis, I journaled less 

frequently for the period from March to June 2018. Nevertheless, I was able to journal about my 

experiences trying out inclusive teaching practices in my spring semester classes.  As I read 

through the journal entries that had been completed earlier in the school year, I also journaled 

about the changes I saw in my practice as well as about changes to myself and my teacher 

identity as result of completing this study.   

 In-person conversations with my critical friend was the other method used for gathering 

data for my study.   I met with my critical friend in December 2017 and again in April 2018.  

Both meetings, which lasted for approximately two hours each, were audio recorded and later 

transcribed verbatim.  My critical friend was provided with transcripts for review and given the 

opportunity to make any changes if necessary. Some of the issues and questions that I addressed 

during the face-to-face meetings with my critical friend included: To what extent do my learning 

activities support the inclusion of all students?  Have I effectively incorporated Aboriginal 

content and perspectives into my units for my social studies classes?  How might I incorporate 

local First Nations culture into my lesson plans and learning activities?  Are there other 
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instructional strategies you think may be more effective in supporting inclusion?  What other 

forms of assessment do you think I should consider?  From my perspective, these parts of the 

unit went well (specify which parts).  On the other hand, these parts were less successful (specify 

which parts).  From your perspective, how might I do things differently the next time I teach this 

unit?  What changes have you seen in me, my teacher identity, and teaching practice?  

Data Analysis and Interpretation  

 In self-study research, data collection-data analysis-data interpretation is a recursive 

rather than a linear process (Koch & Gitchel, 2011; Pinnegar & Hamilton, 2009; Samaras, 2011). 

As Samaras (2011) notes, recursive research “requires revisiting earlier steps, re-examining your 

data, and reassessing your preliminary interpretations based on incoming data” (p. 198). 

According to Pinnegar and Hamilton (2009), “the recursive nature of data collection-analysis-

interpretation enlivens the research process and pushes toward the evolution of ideas to uncover 

possible insights and oversights.  Moreover, this process generates questions and points to new 

directions as well as inspires continued reading by researchers in related literature to shape ideas 

over time” (p. 149).  Koch and Gitchel (2011) characterize this recursive approach as the “back-

and-forth movement from data gathering to analysis, then back to more data gathering” (p. 168).  

In qualitative research analysis, researchers  

break down and then reassemble the data collected in ways that help readers understand 

what the researchers thought they saw.  We might say that researchers deconstruct data to 

reconstruct them in ways that make meaning from what we think we see and what others 

seem to say (Pinnegar & Hamilton, 2009, p. 148).   
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Qualitative data analysis involves “the organization, classification, and categorization along with 

a search for patterns and a synthesis of patterns in the recursive research process” (Pinnegar & 

Hamilton, 2009, p. 148).   

 During the research study, I read and re-read my journal entries and transcripts of my 

critical friend conversations to make meaning of the data.  In my readings, I took note of 

repeated words and phrases and any patterns which were emerging from the data.  I paid 

attention to any changes in my thinking about learning, the diverse learners in my classes, 

planning for instruction, instructional strategies, as well as how I was feeling about myself and 

teaching.  At different points in the study, I made brief notes of what I was seeing in the data and 

was able to discuss some preliminary observations with Michelle, my critical friend.   

 Coding was used to analyze the data for the research study.  Self-study researchers, like 

other qualitative methods researchers, use codes and coding categories to sort and analyze their 

data and to look for relationships between categories (Samaras, 2011).  According to Saldaña 

(2013), a code is “most often a word or short phrase that symbolically assigns a summative, 

salient, essence-capturing, and/or evocative attribute for a portion of language-based or visual 

data” (quoted in Miles, Huberman, & Saldaña, 2014, p.71).  Miles, et al. (2013) maintain 

“coding is analysis [and] …believe that coding is deep reflection about and, thus, deep analysis 

and interpretation of the data’s meanings” (p. 71). Coding is a way for the researchers to make 

sense of their data. 

 Saldaña (2013) states there are two stages to coding.  In “First Cycle” coding, codes are 

“initially assigned to the data chunks” while “Second Cycle coding methods generally work with 

the resulting First Cycle codes themselves” (Miles et al. 2014, p. 72).  There are approximately 

25 different approaches to First Cycle coding and each approach has a specific function or 
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purpose (Miles, et al., 2014, p.72).  For the research study, I used one elemental method to 

coding – namely, descriptive coding – and three affective methods which were emotion coding, 

values coding, and evaluation coding.  Based upon my initial readings of the data, these codes 

seemed the most appropriate ones to use. Miles et al. (2014) state a “descriptive code assigns 

labels to data to summarize in a word or short phrase – most often a noun – the basic topic of a 

passage of qualitative data” (p. 72).  Emotion coding is used “for studies that explore 

intrapersonal and interpersonal participant experiences and actions” and “provides insight into 

the participants’ perspectives, worldviews, and life conditions” (Miles et al., 2014, p.73).  Values 

coding involves applying three different types of related codes onto qualitative data that reflects 

a participant’s values, attitudes, and beliefs, and is appropriate for studies exploring cultural 

values, identity, intrapersonal and interpersonal experiences and actions in case studies, 

appreciative inquiry, oral history, and critical ethnography (Miles, et al. 2014).  Miles et al. 

(2013) write evaluation coding “applies primarily nonquantitative codes onto qualitative data 

that assign judgments about the merit, worth, or significance of programs or policy” (p. 74) 

 Michelle and I used the four coding approaches described to analyze the transcript data.  

We read through the transcripts, pulled out important words and phrases, and made a note of key 

concepts, instructional strategies, assessment methods, evaluations of learning activities, 

emotions, and values, attitudes and beliefs.  I subsequently applied the four coding approaches to 

my journal entries, following a similar process to the one used for the transcripts of the in-person 

conversations.  In addition, I found it helpful as I was re-reading and analyzing both my 

transcript and journal data to use different coloured highlighters which corresponded to the 

different codes. Some examples of codes for this study were planning, diversity, strategies, 
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student engagement, evaluation, and emotion. This first cycle of coding was “a way to initially 

summarize segments of data” (Miles et al., 2014, p.82).   

A second cycle method, pattern coding, “is a way of grouping those summaries into a 

smaller number of categories, themes, or constructs” (Miles et al., 2014, p.82). From the initial 

coding, I noticed recurring ideas and topics and began to make connections between the 

summaries of data.  These patterns in the data as well as the relationships between the data 

became the basis for the research study’s themes which are discussed in the next chapter.  

Assessing Research Quality  

 Self-study scholars use a different approach to assess the quality of their research than do 

those engaged in traditional research paradigms.  Self-study practitioners believe that positivist 

validity claims which “rely on objectivity, reliability, and generalizability” (Pinnegar & 

Hamilton, 2009, p. 163) are not appropriate for determining the quality of research which is 

focused on the personal knowledge and improvement of practice.   According to Pinnegar and 

Hamilton (2009), “[a]s S-STTEP researchers we do not embrace these conceptions [objectivity, 

reliability, and generalizability] as the highest form of knowing and being, and we recognize that 

their assertion immediately inserts a space between us and the quandaries and questions and 

knowledge we actually value and pursue” (p. 163).  Instead, S-STTEP researchers such as 

Pinnegar and Hamilton make claims for the validation of their research based on authority of 

experience rather than authority of reason which is associated with more traditional forms of 

research.  Referring to the work of Munby and Russell (1994), Pinnegar and Hamilton (2009) 

write “that research on practice conducted within the practice from the perspective of the person 

who holds responsibility for the practice gains authority based on the experience of the 

researcher (authority of experience)” (p. 50).   
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As discussed earlier in this chapter, self-study research also uses an exemplar-based 

approach to validation.  Mishler (1990) points out that traditional, experiment-based approaches 

to validity testing are inappropriate for “inquiry-guided” research and argues that a new approach 

to validation is required.  For Mishler, validity in inquiry-guided qualitative research is not 

assessed according to an abstract set of rules but through the development of exemplars or the 

documentations of “normal practice” within a community.  According to Mishler (1990), 

whether a research study is trustworthy depends upon the degree to which other researchers “can 

rely upon the concepts, methods, and inferences of a study, or tradition of inquiry” (p. 419) in 

carrying out their own research.  Accordingly, LaBoskey argues to enhance the trustworthiness 

of their research self-study practitioners “must make visible our data, our methods for 

transforming the data into findings, and the linkages between data, findings, and interpretations” 

(2007, p. 853).  

 In a similar vein, other self-study scholars such as Loughran and Northfield (1998) 

emphasize the importance of involving “the ideas and perspectives of others” (p.  16) and 

maintain that it is ultimately the reader of the self-study who assesses its reliability and validity: 

Generalizability is not a claim that can be made by the self-study researcher without wider 

interaction with colleagues.  Such interactions allow validation of experiences and ideas 

and, thus, self-study reports can be considered as an invitation to readers to link accounts 

with their own experiences.  In this sense, generalizations are best described as 

‘naturalistic’ and readers will require adequate descriptions of context if they are able to 

make links to their own situations and experiences.  Ideally, perspectives and final drafts 

are developed with significant others and continued (or discontinued) and further shaped 

and refined to form a report that remains tentative but, more importantly, acts as an 
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invitation to abstract from the self-study described to the reader’s own situation … In the 

end, it is the reader who assesses reliability and validity.  If an account is considered 

‘authentic’ and ‘a useful contribution to better understanding my situation’, then a reader is 

accepting the account as reliable and valid for personal purposes (p. 15). 

Some ways I sought to increase the trustworthiness in the research study were to provide an 

authentic account of myself and my teaching practice, to use multiple data sources, to explain 

clearly how the data was collected and analyzed, and to involve a critical friend at different 

stages of the research process.   

Significance and Application of Knowledge 

 In self-study, teacher researchers use their personal experiences in their classrooms as a 

“resource for their research and ‘problematize their selves in their practice situations’ with the 

goal of reframing their beliefs and/or practice” (Samaras & Freese, 2009, p. 5)  Self-study 

focuses on both personal and professional  improvement, “requires openness and vulnerability 

since the focus is on the self,” and is “designed to lead to the reframing and reconceptualising of 

the teacher” (Samaras & Freese, 2009, p. 5).  Through this self-study, I hope to better know, 

understand, and transform myself and my role as a teacher.  As well, this research project affords 

me the opportunity to develop a deeper understanding of my students as learners and to explore 

instructional practices that will better address the diversity of learning needs in my classroom.  

Moreover, my research findings will be shared with colleagues who may take what I have 

learned and apply it in their classrooms.  My self-study will also contribute to knowledge about 

teaching in the broader education community. 
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Ethics  

 The research study was approved by Vancouver Island University’s Research Ethics 

Board.  The school principal and school district superintendent also gave permission for me to 

carry out this study.   

 I followed ethical research practices with respect to consent, risks, privacy and 

confidentiality in conducting the study.  In the recruitment email, I informed the participant of 

the purpose of the study, outlined what she would be asked to do by participating in the research, 

and identified the time commitment required.  I also informed her of potential risks and the 

strategies I would use to minimize those risks.   

I sought consent for taking part in the study directly from the participant.  Consent was 

documented through a consent form which reiterated the information contained in the 

recruitment email and made clear that participation in the research study was completely 

voluntary.   The participant received a copy of the consent form.  To ensure that consent was 

ongoing, the participant was provided timely information that was relevant to her decision to 

continue or to withdraw from participation, and informed consent was repeated at each 

interaction with the participant.  I also gave her the opportunity to review transcriptions of in-

person interviews before incorporating this information into my research.  In addition, the 

participant was also informed that she had the right to withdraw where practicable from the study 

for any reason, and without explanation, up until two weeks prior to the publication of the study.   

The participant was informed that the information collected during the research study 

would likely be uncontroversial, and the research posed only a very small risk of harm to her as a 

participant.  Specifically, to mitigate against the potential loss of privacy she might experience by 
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participating in the research study, the participant was given the opportunity to choose whether 

her identity would be disclosed in the products of the research, and whether she consented to me 

quoting her in the products of the research. I informed the participant that if she chose not to 

have her real name used, all identifiers would be removed from the information and replaced 

with a pseudonym.   My participant consented to having her personal identity disclosed and 

being quoted in the products of the research.   

All information collected from the participant was treated as confidential.  I sought her 

permission to audio record our in-person discussions, provided her with a copy of the 

transcriptions, and invited her to change or withdraw any of the statements she made within two 

weeks of receiving the transcript.  Electronic data was stored on a password-protected computer 

at my residence.  A signed consent form and paper copies of in-person discussion transcripts 

were stored in a locked filing cabinet in my home.  Data will be deleted, and paper copies 

shredded after completion of this study.   

In summary, this chapter provided background on self-study methodology with its focus 

of understanding practice in order to improve it.  In addition, I described how this study fits with 

the characteristics of self-study research, the study’s context and participants, and explained how 

the data for the study were collected and analyzed.  The study’s quality and significance as well 

as ethical considerations were also discussed. 
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Chapter 4  

Findings  

 In the preceding chapter, I described the self-study methodology which was used to 

explore the research question: Through a self-study of changing teaching practice to support 

inclusion, how can I better know, understand, and transform myself and my role as a secondary 

classroom teacher?  This chapter describes the findings which emerged from the analysis of the 

qualitative data that was collected for the research study.  The themes are teaching to diversity, 

planning for instruction, and inclusive teaching approaches. 

Background 

During the spring semester from February to June 2017, I had the opportunity to 

collaborate with two school district colleagues to plan a unit for my Social Studies 9 class with 

the essential question: “What does it mean to be Canadian in 2017?”  Together, we planned with 

all learners in mind and identified what the students would understand, do and know.  The unit 

reflected many of the big ideas, curricular and core competencies, and content from the 

redesigned British Columbia Social Studies 9 curriculum.  The history of Canada’s development, 

the impact of imperialism and colonialism on Aboriginal peoples, and historic wrongs were some 

of topics addressed in the unit, and an effort was made to connect these historical events to 

contemporary issues.  We used various print, visual, and video resources, had individual, small 

group, and whole-class learning activities, and used both formative and summative assessments.  

The unit culminated with the students conducting their own inquiry projects and sharing their 

learning with class mates and invited guests.  The students were highly engaged in their learning 

and their projects were very well done.  I found this first experience of inquiry-based learning 

very gratifying and was keen to incorporate it into the research project for the master’s degree.   
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Teaching to Diversity  
 

In September 2017, I described in my journal what was powerful about the previous 

school year’s learning and teaching.  Some of the things that stood out for me included 

“collaboration,” “not working in isolation,” and “having input from Michelle and Debbie from 

the get-go.” I also noted that there was “planning with all learners in mind” and thinking about 

the “diversity of students” in the class.  Some students were “very strong academically, can 

work fairly independently, can generate questions, wonderings” while others were “more 

tentative, less independent, lower academically, often non-verbal, disengaged, attendance is 

inconsistent.” We supported all the students by “guiding them through the content,” and created 

opportunities for them to draw upon their prior knowledge, to develop their metacognitive skills, 

and to personalize their learning [September 9th, 2017 journal entry] 

Envisioning an Inclusive Classroom  
 
 During the first weeks of the new school year, I was riding a wave of positivity from the 

previous year’s successes, writing about my teaching goals for the upcoming year, and scanning 

to gain a sense of what was going on for the learners in my classroom. My aspirational goals for 

the year ahead, however, sometimes collided hard with challenging realities of the high school 

classroom, and I was experiencing a range of emotions.  

 Thinking about the diverse learning needs of the students, wondering about the roots of 

disengaged and disruptive behaviour, and desiring to create an inclusive learning environment 

were recurring themes in my September 2017 journal entries. In early September, I wrote:  

Some of my goals – reaching all my students – students who may not readily grasp the material 

as well as students who learn at a very high level.  I desire to shift my thinking … not seeing 

learners as problems.  Instead, understanding the barriers … [and the] challenges they face to 
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accessing curriculum.  Asking myself what I can do differently to design the curriculum to allow 

all learners multiple ways to enter and access the curriculum.  How do I differentiate learning? 

[September 10th, 2017 journal entry] 

I am trying to be more cognizant of the different learners, learning styles ... possible barriers to 

learning, and approaches to create a more inclusive learning environment … [September 12th, 

2017 journal entry] 

One approach that I am trying to take is to shift my mindset to put myself in the shoes of the 

learners … what does learning look like, feel like from their perspective … how can I engage the 

broad range of learners? [September 14th, 2017 journal entry] 

Later in September, I wrote about my desire to create more rewarding learning 

experiences for my students and noted that this change would be positive for both them and me:  

 I want to shift away from students simply copying information out of the textbook … dull, 

unrewarding for them and me.  I want to spark curiosity, enthusiasm for learning … I want to 

give my students opportunities to delve into topics that interest/fascinate them … [September 

27th, 2018 journal entry] 

Challenges of Diversity  

 During the first two weeks of the semester, I endeavoured to create a welcoming learning 

environment.  I used several ice breakers including playing “People Hunt” and having the 

students interview and introduce each other to the class to build a positive learning community.  

In small groups and as a class, we also brainstormed the characteristics of effective learning 

environments.  I also spent time observing the learners, noted what was going well, and 

wondered what I could do to address some undesirable behaviours.  Of my Grade 8 social studies 

class, I noted that there was a fair bit of engagement, many students contributing and 
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participating in the learning activities, but some students not as engaged and distracting one 

another [September 11th, 2017 journal entry].  The Grade 9 social studies class started out with 

28 students, which was a large-sized class for the school, and seven of the learners were 

repeating the class, having failed it the previous year.  I noted in my journal entries that some 

students were not attending, arriving significantly late (even upwards of 55 minutes into the 

class), using profanity, and exhibiting “hands on” behaviour with other students. In my journal, I 

was asking myself: Why are they not attending class? Why are they arriving late? How do I 

create a learning environment where all learners feel they belong? [September 11th and 14th, 

2017 journal entries]. 

 Over the next week, I planned activities which I hoped would engage the students and 

curb some of the unwanted behaviour.  Students worked on basic mapping and latitude and 

longitude assignments, discussed the pros and cons of cell phones, and learned about the history 

of human rights.  In addition to text, I used multiple means of representation incorporating music 

and videos into the activities, had the students working in small groups where they could share 

and discuss their ideas, and co-taught some of Social Studies 9 class with a colleague. I observed 

that the small group work was generally successful, students were participating, and were 

engaged while watching the videos.  While these learning activities were for the most part 

effective, there was a fair bit of off task behaviour … some students engaged … others chatting, 

wandering around, doing very little … no sign of independence, waiting to be spoon fed 

[September 18th and 19th, 2017 journal entries].  I also wondered if some of the problematic 

behaviours could be addressed or mitigated through creating opportunities for greater student 

engagement with the curriculum [September 20th, 2017 journal entry] 
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 I was starting to feel really disheartened by some learners’ lack of engagement and off-

task behaviour:  

I’m feeling frustrated, ineffectual, trying to think about ways to build engagement, getting 

students to stay on task, take some initiative … really discouraged … want to tender my 

resignation … not enjoying my job [September 20th, 2017 journal entry].   

The next day, however, I was expressing a more optimistic outlook seeing the unwanted student 

behaviour as a challenge to overcome and a potential source of growth rather than a reason to the 

leave the profession.   

I am changing my mindset and shifting my thinking from negativity towards students’ 

undesirable behaviour. This leads to job dissatisfaction and discouragement.  Instead, I am 

trying to see this as a challenge to tackle and an opportunity for growth and development of 

myself.  These positive perspectives hopefully will have a transformative effect on me and by 

extension the learners [September 21st, 2017 journal entry]. 

In the first month of the school year, I continued to grapple with the diverse learning needs of the 

students as well as trying to effectively manage the classroom.  I was feeling demoralized and 

questioning my effectiveness as a teacher:  

Feeling very discouraged – classes not going the way I would like them to … feeling that I am an 

ineffectual teacher … struggling with a wide range of skills and interests … some learners very 

independent workers … able to think critically, draw upon prior knowledge, engaged, can work 

effectively with others … willing to share their ideas and thinking … how do I push and extend 

their thinking … create rewarding learning experiences … At the same time, how do I include 

the other learners – don’t want to lose them … varying levels of interests, skills, struggling with 

behavioural issues … learners who are having a hard time keeping up … behaviour problems 
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distract and absorb a lot of energy that takes away from helping those who need support 

[September 27th, 2017 journal entry]. 

At different times throughout this research project when I was experiencing particularly 

challenging times teaching or was struggling with writing my thesis, I would engage in positive 

self-talk reminding myself of the importance of maintaining a growth mindset, acknowledging 

the successes rather than dwelling on perceived failures, and persevering through the challenges 

rather than giving up.  

Fostering a Growth Mindset  

 In her 2006 book Mindset: The New Psychology of Success, Stanford University 

psychologist Carol Dweck states that her research has shown that people’s beliefs about 

themselves can significantly affect the way they lead their lives.  One’s mindset, according to 

Dweck, “can determine whether you become the person you want to be and whether you 

accomplish the things you value” (2006, p. 6).  Dweck identifies two mindsets: fixed and growth.  

Individuals who have a fixed mindset believe that human qualities are “carved in stone” and one 

is born with “only a certain amount of intelligence, a certain personality, and a certain moral 

character” (Dweck, 2006, p. 6). A person with a fixed mindset believes that intelligence, abilities 

and other talents cannot be changed, tends to avoid challenges to maintain an appearance of 

intelligence, and often gives up when faced with obstacles and setbacks.  Furthermore, a person 

who has a fixed mindset believes that having to try or putting in effort is pointless, often ignores 

negative feedback even if it is constructive, and perceives others’ successes as threatening 

(Brock & Hundley, 2016, p. 17; Dweck, 2006).  By contrast, Dweck (2006) writes that a growth 

mindset,  
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is based on the belief that your basic qualities are things which you can cultivate through 

your efforts.  Although people may differ in every which way – in their initial talents and 

aptitudes, interests, or temperaments – everyone can change and grow through 

application and experience (p. 7).   

  A person with a growth mindset embraces challenges seeing them as opportunities for 

learning, perseveres in the face of obstacles and setbacks, believes that effort and hard work are 

key to achievement and success, understands that criticism provides feedback which is an 

important tool in learning, and regards other people’s successes as sources of inspiration and 

education (Brock & Hundley, 2016, p. 17; Dweck, 2006).  Dweck (2006) states that people who 

have a growth mindset believe in change, use their abilities and talents, and work towards things 

that matter to them.  

At the start of the school year, staff at the school participated in professional development 

training on growth mindset.  The school principal provided all teaching staff with copies of The 

Growth Mindset Coach by Annie Brock and Heather Hundley.  I began the year using several 

lessons from the book to introduce students to the two mindsets, to affirm the message that 

“Everyone can learn,” and to instill in the learners that with practice, effort, and perseverance 

“every person has the potential to develop, grow, and achieve in any given area” (Brock & 

Hundley, 2016, p. 4). By cultivating a climate for learning and encouraging students to adopt a 

growth mindset, I hoped to support the students to recognize their potential and be successful in 

their classes.   

Planning for Instruction   

 Planning for my lessons and units for my junior social studies classes was informed by an 

understanding of student diversity and current research on the nature of learning.  I used the big 
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ideas, essential questions, and core competencies in the redesigned social studies 8 and 9 

curriculum and designed my learning activities and assessment to reflect First Peoples Principles 

of Learning, UDL principles, and differentiated instruction.  In addition, I drew upon my 

previous experiences collaborating with humanities department and school district colleagues 

and incorporated ideas, instructional strategies, and approaches to assessment which had been 

successful in previous years. 

Student Diversity. Katz (2012) observes diversity exists in all contemporary Canadian 

classrooms regardless of where you teach in the country or what age level you teach.  All young 

people are diverse:  

It is important that we all recognize that diversity does not refer only to children with 

exceptional needs, nor does it refer only to ethnic, racial, or linguistic diversity.  Diversity 

encompasses all children – their diverse personalities, ethnicities, languages, family 

structure, and learning styles all contribute to the makeup of a diverse classroom.  Even a 

group of so-called typical learners from Caucasian, middle-class families are diverse in 

how they learn best (Katz, 2012, p. 3).  

Teachers whose goal is to teach to diversity endeavour to create a sense of belonging in their 

classrooms and to design activities “that allow all children to feel safe, respected, and valued for 

what they have to contribute” (Katz, 2012, p. 3).  By embracing inclusive practices, they also 

understand that it is their responsibility is to educate the whole child by promoting learners’ 

social, emotional, and physical development as well as instructing the students in their academic 

subjects (Katz, 2012, p. 5). 

  Katz (2012) identifies eight important factors teachers need to consider when planning 

instruction and activities for students.  Specifically, these factors are a class climate which values 
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and respects both diversity and inclusiveness; “regular and effective interactions among 

students,” and between students and the teacher; “facilities, activities, materials and equipment 

[that] are physically accessible and usable by all students”; “high expectations for all learners” 

and supports to help them to reach these standards; “multiple instructional methods that are 

accessible to all learners”; “course materials, notes, and other information resources [that] are 

engaging, flexible, and accessible for all students”; regular specific feedback; and regular 

assessment of student progress using “multiple accessible methods and tools” (p. 15).  

 As a long-time classroom teacher, I was aware of learner variability, the importance of 

relationship building, and creating a welcoming and safe classroom environment for all students.  

Yet, I did not fully appreciate the importance of taking student diversity into account when 

planning for instruction until I was working on courses and research for my master’s degree.  As 

mentioned above, from the beginning of the year I envisioned an inclusive learning classroom, 

took steps to make students feel a sense of belonging, and created opportunities for students to 

get to know and interact with one another and with me.  I was mindful of ensuring the physical 

classroom, activities and materials were accessible to all, and conveyed through oft-repeated 

messages, including the work on growth mindset, that all students could make progress in their 

learning.  Later in these chapter, I describe the specific instructional strategies, resources, and 

assessment methods I used to teach to diversity in my classes. 

The Nature of Learning. When I met with my critical friend, Michelle, to discuss my unit 

plans and the types of learning activities I had been trying so far with my classes, she said, “… 

oh I wanted to share with you how I can see in your planning the OECD principles of learning 

…” [December 3rd, 2017 critical friend conversation]. In their publication The Nature of 

Learning: Using Research to Inspire Practice (Practitioner Guide), the OECD identified seven 
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principles of learning which should guide the development of learning environments in the 21st 

century.  These principles which resulted from extensive research exploring “the nature of 

learning through the perspectives of cognition, emotion, and biology” (OECD, 2012, p. 6) are as 

follows: 

1. Learners at the centre.  The learning environment recognizes the learners as its core 

participants, encourages their active engagement and develops in them an understanding 

of their own activity as learners. 

2. The social nature of learning.  The learning environment is founded on the social nature 

of learning and actively encourages well-organised co-operative learning. 

3. Emotions are integral to learning.  The learning professionals within the learning 

environment are highly attuned to the learners’ motivations and the key role of emotions 

in achievement. 

4.   Recognising individual differences. The learning environment is acutely sensitive to the 

individual differences among the learners in it, including their prior knowledge. 

5. Stretching all students. The learning environment devises programmes that demand hard 

work and challenge from all but without excessive overload. 

6. Assessment for learning.  The learning environment operates with clarity of expectations 

using assessment strategies consistent with these expectations; there is a strong emphasis 

on formative feedback to support learning.  

7. Building horizontal connections.  The learning environment strongly promotes 

‘horizontal connectedness’ across areas of knowledge and subjects as well as to the 

community and the wider world (OECD, 2012, pp. 6-7). 
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Brownlie, Feniak, and Schnellert’s (2016) list of the characteristics of “vibrant learning 

environments” parallels the OECD’s seven principles of learning.  Based on current brain 

research and learning theory, the authors state students need to be “actively engaged in learning,” 

“ to belong to a strong community in the classroom,” “to see themselves as able and capable, 

self-regulating learners,”  “to set personal learning goals,” “to learn in a variety of ways,” “to be 

emotionally involved in their learning,” “need rich, in-depth inquiry,” and “need choice and clear 

expectations” (Brownlie, Feniak & Schnellert, 2016, p. 10).  Brownlie, Feniak, and Schnellert 

(2016) note further that students “learn at different rates” and “learn best when the content is 

connected to the world and to their lives” (p. 10). 

 I was conscious of reflecting the key elements of learning in the design of the social 

studies units for this research project.  In particular, I recognized the importance of having 

learners actively engaged in their learning and used a variety of pedagogies including direct 

instruction, co-operative learning, and inquiry-based learning.  I incorporated group work into 

the learning activities to reflect that learning takes place through interaction with others. 

Appreciating that students have diverse needs and learn in a variety of ways, I used the UDL 

principles of multiple means of representation, action and expression, and engagement and also 

differentiated content, process, and product according to students’ readiness, interests, and 

learning style.   I was also very intentional in ensuring that Aboriginal content, perspectives, and 

approaches to learning were woven into the social studies units.  Through approaches such as 

inquiry-based learning, I built in opportunities for students to be emotionally involved in their 

learning, to have choice about what they learned, to stretch and challenge themselves, and to 

connect what they were learning to their lives, the community, and the wider world. As well, I 

used both formative and summative assessment  
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Social Studies Curriculum. I referred to British Columbia’s redesigned curriculum to 

create the units for my social studies 8 and 9 classes.  I identified the big ideas that students 

would understand from the unit, generated the essential questions to engage learners in the 

topics, specified the content students would know, and key skills they would be able to 

demonstrate as a result of the unit.   In addition, I included the communication, thinking, 

personal and social core competencies which I thought were most relevant to the units.   

 The Grade 8 unit focused on the role European exploration, expansion, and colonization 

played in settling North America.  Students also learned about Canada’s First Peoples and how 

their cultures and social, political, and economic systems and structures changed with European 

contact and expansion.  The impact of European exploration and colonization on Indigenous 

peoples in other parts of the Americas was also examined. 

 The focus of the Grade 9 unit was on the role that imperialism, colonialism, and 

ethnocentrism played in Canada’s development.  Students learned about the motivations behind 

European imperialism and colonialism, the history of the fur trade, and the impact European 

attitudes, economic activities, and settlement had on Aboriginal peoples.  Students also learned 

about the conditions that led to immigrants coming to Canada, conflicts between government, 

settlers, and Aboriginal peoples over land and resources, and the federal government’s 

assimilationist policies. 

Inclusive Instructional Approaches  

To support the diverse learning needs of the students, I incorporated Aboriginal 

perspectives, universal design for learning, and differentiation into my social studies units. The 

three approaches are complementary frameworks that apply to the whole curriculum – goals, 

instructional methods, materials, and assessment – to ensure the needs of all students are met.  
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They share a common understanding that learner diversity is the norm, no two students are alike, 

and the process of learning varies for every individual.  Likewise, all three approaches emphasize 

the importance of building relationships with the learners and creating a welcoming and 

respectful classroom environment.  

Aboriginal Perspectives. The British Columbia Ministry of Education has had for some 

time the goal of improving school success for all Aboriginal students.   In its overview of the 

redesigned curriculum, the Ministry states that “[a]chieving this goal will require that the voice 

of Aboriginal people be heard in all aspects of the education system; the presence of Aboriginal 

languages, cultures, and histories be increased in provincial curricula” (“Aboriginal Perspectives 

and Knowledge,” n.d., para. 1).  Recognizing the important part that Aboriginal perspectives and 

knowledge have in the “historical and contemporary foundation of Canada and British 

Columbia,” (“Aboriginal Perspectives and Knowledge,” n.d., para. 1) Aboriginal voices, 

perspectives, and content are integrated throughout the redesigned K-12 curricula.   The goal of 

including Aboriginal perspectives “is to ensure that all learners have opportunities to understand 

and respect their own cultural heritage as well as that of others” (“Aboriginal Perspectives and 

Knowledge,” n.d., para. 1)  

First Peoples Principles of Learning. First Peoples Principles of Learning are woven 

into all parts of the redesigned British Columbia curricula.  According to Chrona (2016), the 

principles “are generally recognized as reflecting common values and perspectives about 

education held by First Peoples in BC,” (“Do the Principles Apply to All First Peoples,” para. 1) 

and educators are increasingly recognizing their effectiveness in supporting the learning of both 

Aboriginal and non-Aboriginal students (Chrona, 2016).  The First Peoples Principles that I tried 

to reflect in my social studies units were: Learning ultimately supports the well-being of the self, 
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the family, the community, the spirits, and the ancestors; learning is holistic, reflective, 

experiential, and relational; and learning recognizes the role of Indigenous knowledge. With 

respect to the first principle, Chrona (2016) writes the primary purpose of learning is for well-

being. It recognizes individuals are unique, have their own strengths, and have their own ways of 

learning.  Learning also benefits families and communities, and learning is tied to the place 

where one lives.  Chrona (2016) notes this First Peoples principle has parallels with a social 

constructivist theory of learning:  

The emphasis on relationship and connectedness in Aboriginal world-view parallels the 

stress on collaboration in constructivist learning.  It supports the constructivist concept 

that learning is socially constructed and occurs as a result of the individual’s interaction 

with a group or community (“Relation to Other Educational Theory,” para. 1).   

Some ways to implement this principle in the classroom include having clear learning outcomes, 

“critically examining what is being learned in terms of how it affects self, family, community, 

and the land,” “connecting learning to the broader community,” giving students multiple ways to 

access the curriculum and show what they have learned, and providing opportunities to connect 

with family and extended family (Chrona, 2016, “Implications for Classroom and School 

Include, para. 1).   

The second principle recognizes all things in life are interconnected and education cannot 

be separated from any other part of one’s life. Moreover, learning is reflexive since it “builds 

upon itself,” “does not happen without reflection,” “is achieved by doing and thinking,” and is 

focused on relationships (Chrona, 2016, “Learning is holistic, reflexive, reflective, experiential, 

and relational,” para. 8-10).  Some ways this principle can be realized in the classroom include 

building relationships between teachers and students, including family and community members 
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in learning experiences, incorporating experiential learning, providing choice and flexibility in 

learning activities, creating opportunities for collaborative and cooperative learning, providing 

multiple ways to access the curriculum, and allowing students to show their learning in various 

ways (Chrona, 2016). 

Chrona (2016) notes the third principle of learning recognizes the role of Indigenous 

knowledge acknowledges Indigenous peoples hold “an extensive wealth of knowledge … which 

contributes to non-Indigenous understandings in the world.” As well, “educators are now 

growing in their understanding that the First Peoples Principles of Learning represent a highly 

effective approach to education that, among other things, supports deep learning, inclusivity, and 

responding to learners’ needs” (“Learning recognizes the role of Indigenous knowledge,” para. 

1).  The inclusion of Indigenous knowledge in schools “honours the fact that Indigenous peoples 

do have a robust and deep knowledge base that has previously been ignored or denigrated,” 

“makes room in our schools for Aboriginal learners to see elements of who they are reflected 

around them,” and “it helps non-Indigenous learners develop understandings to bridge some of 

the divide between indigenous and non-indigenous peoples in Canada” (Chrona, 2016, “What is 

Indigenous Knowledge?”, para. 2).  This principle is in keeping with constructivism which posits 

there is no “one objective reality to which all learners aspire to know and understand” but rather 

“there are different types of knowledge” (Chrona, 2016, “Relation to Other Educational Theory,” 

para. 1).  Some implications for this principle in classrooms and schools are “the willingness for 

educators to see themselves as learners, and seek to develop their own understandings first,” 

understanding that education systems are not value neutral,” “ensuring meaningful inclusion of 

Indigenous  content and/or perspectives in all curricular areas,” recognizing “that Indigenous 

knowledge is connected to specific contexts,” incorporating local Indigenous content into the 
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school and classroom, and recognizing that local Indigenous peoples can be invaluable resources 

(Chrona, 2016, “Implications for Classroom and School Include,” para. 1). 

Integrating Aboriginal Perspectives into Classroom Practice.  Kanu (2011) sets out 

five levels or layers where Aboriginal perspectives can be integrated into classroom practice.  

Integration can occur at the levels of philosophical underpinning of the curriculum, student 

learning outcomes, curriculum content and learning resources, instructional methods and 

strategies, and assessment methods and strategies. With respect to the philosophical foundation 

of the curriculum, Aboriginal content and perspectives, as already noted, are infused throughout 

BC’s redesigned curriculum.  In terms of designing the social studies units for this research 

study, I wove Aboriginal perspectives into different levels of my classroom practice. 

 Student learning outcomes. In the case of my Grade 8 class, I wanted the students to 

understand the following big ideas from the redesigned social studies curriculum: 

• Contact and conflict between peoples stimulated significant cultural, social, and political 

change 

• Exploration, expansion, and colonization had varying consequences for different groups   

During the unit, the students examined how Aboriginal peoples lived before the Europeans 

arrived in North America and how their lives were impacted by European contact.  In addition, 

the students learned about the relationship between racism, imperialism, and colonization, how 

different groups were represented in various cultural narratives, and reflected on the lessons 

which could be learned from the loss of languages and cultures because of imperialism and 

colonialism. 

The big ideas Grade 9 students were to understand from the imperialism, colonialism, and 

ethnocentrism unit were that: 
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• Disparities in power alter the balance of relationships between individuals and between 

societies  

• Collective identity is constructed and can change over time 

The students learned about the contributions that Aboriginal peoples made to Canada’s 

development, the effects of European imperialism and colonialism on Aboriginal peoples 

including conflicts over land and resources, and the impacts of the federal government’s 

assimilationist policies on Aboriginal peoples. 

Curriculum content and learning resources.  In the Grade 8 social studies class, the 

students heard several Aboriginal creation stories and examined maps which showed the 

diversity of Aboriginal peoples in Canada, their many languages, and traditional territories prior 

to contact. The students researched the traditional cultures of Indigenous peoples in Canada and 

learned about the Dakelh peoples’ traditional political, and economic, and social structures from 

a hereditary chief of a local First Nation. As well, students learned about the reasons for 

European exploration and the impacts of conquest on other Indigenous populations including the 

Aztecs.  Differing views of Columbus’s legacy both from an Aboriginal perspective and non-

Aboriginal popular culture perspective were also considered.  The consequences of European 

contact, colonization and assimilationist policies on Aboriginal peoples in Canada were also 

examined.  Students learned about the loss of land, of the destruction of languages and cultures 

from the residential school policies, and of lives lost from disease, starvation and violence 

through readings, videos, and the Blanket Exercise. When I originally developed the unit, 

students were also going to participate in a teaching potlatch.  Unfortunately, this learning 

activity was not possible due to the considerable amount of organization which is required to put 

on such an event. 
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Aboriginal content also figured prominently in the social studies 9 class.  Some of the 

topics covered were Aboriginal peoples’ lives prior to contact, the negative effects of European 

imperialism and colonialism, the depiction of Aboriginal peoples in historical drawings, the role 

of Aboriginal peoples in the fur trade, the Métis and the Red River and Northwest Resistances. 

The students learned about traditional culture of local First Nations and the part they played in 

the fur trade through readings and a field trip to a Parks Canada national historic site which was 

the location of a Hudson’s Bay Company trading post.  Other topics addressed in the unit 

included the reasons for and impact of treaties on Aboriginal peoples, the Indian Act, reserves, 

residential schools, and contemporary land disputes between governments, industries, and 

Aboriginal peoples.   

A wide variety of resources were used in both units to ensure that Aboriginal history, 

voices, perspectives, and experiences were represented. For example, I used print resources by 

Aboriginal authors such as The Kids Book of Aboriginal Peoples in Canada by Diane Silvey,  

Residential Schools: The devastating impact on Canada’s Indigenous Peoples and the Truth and 

Reconciliation Commission’s Findings and Calls for Action by Melanie Florence, and The 500 

Years of Resistance Comic Book by Gord Hill in addition to They Came for the Children by the 

Truth and Reconciliation Commission of Canada and Project of Heart: Illuminating the Hidden 

History of Indian Residential Schools in BC, a publication of the British Columbia Teachers’ 

Federation.   Maps provided a strong visual to show the number of different Aboriginal peoples 

that existed across Canada before the arrival of the Europeans.  Maps were also used to compare 

the significant difference in size between the traditional territories of local First Nations with 

their current reserve lands.   Video clips including Why are We Celebrating Columbus Day? by 

the Baker Twins, 500 Years in Two Minutes by Wab Kinew, and Stolen Children: Residential 
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School Survivors Speak Out were used to provide authentic Aboriginal voices on the impacts of 

European colonization on Indigenous populations. 

 Instructional methods and strategies. As Kanu (2011) points out, “[m]ere addition or 

exposure to Aboriginal content material and resources without learning experiences that 

incorporate Aboriginal pedagogical methods would be ineffective for achieving targeted learning 

outcomes and building genuine cultural understanding among students” (p. 111). Therefore, 

Kanu (2011) states it is essential that there is a compatibility between the targeted learning 

outcomes and the teaching methods and strategies used to achieve those outcomes.   

Graphic organizers, cooperative learning, and independent study. Instructional strategies 

which have been identified as effective in the teaching and learning of Aboriginal students 

include graphic organizers, cooperative learning, and independent study (Alberta Education, 

2005).  Graphic organizers are a way to help students to visually organize their information.  

They “make students’ thinking visible” (Alberta Education, 2005, p. 81).  In both social studies 

classes, several types of graphic organizers were used including webs, T-charts, Venn diagrams, 

and mind maps.   According to Alberta Education (2005), cooperative learning is “an effective 

strategy to use with Aboriginal students because it reflects the sense of cooperation and 

community that is a vital aspect of Aboriginal cultures” (p. 91).  This learning approach, 

furthermore, increases “students’ respect for and understanding of each other’s abilities, 

interests, needs and differences” and encourages “students to take responsibility for their own 

learning” (Alberta Education, 2005, p. 91).  As part of my planning for instruction, I deliberately 

included a lot of small group learning approaches such as think-pair-share, brainstorming, and 

jigsaw.  Sometimes, students got to choose their groups, and at other times I created mixed 

ability groupings for the learning activity.   Independent study “can facilitate the development of 



JOURNEY TOWARDS INCLUSION                                                                                    89 
 

 
 

student responsibility” and is “a way to create opportunities for Aboriginal students to undertake 

learning that is meaningful to them” (Alberta Education, 2005, p. 101).  At the end of the units, 

students in both social studies classes completed individual inquiry projects where they 

researched topics which interested them, created a product to demonstrate their learning, and 

shared what they learned with their classmates.  

The presentation by a local hereditary chief and the Blanket Exercise were two other 

instructional strategies which I found to be especially powerful and effective for both Aboriginal 

and non-Aboriginal students in the Grade 8 social studies class. 

 Guest speaker.  In his presentation to all grade 8 students, the guest speaker described the 

history of the Dakelh peoples upon whose traditional territory the school is located, the different 

clans, and the Bah’lats system of governance. 

What did we do? Invited guest presenter Nak’azdli Hereditary Chief and elder Peter Erickson in 

to talk about the Bahlats system practiced by the Aboriginal peoples historically in this area.   

He talked about the traditional territory, the clans, governance, trading relationships between 

First Nations and Europeans, impact of the fur trade, important role of women, and dispute 

resolution. 

All grade 8 students attended the presentation.  My students were required to take notes while 

they listened to Peter’s presentation.  Students were engaged, had good questions and many had 

detailed notes.  They also completed exit slips. 

I thought this presentation was very effective and successful.  Inviting an elder into the school to 

share his knowledge and experiences was one way to incorporate local Aboriginal content into 

the curriculum. 



JOURNEY TOWARDS INCLUSION                                                                                    90 
 

 
 

Peter spoke to the students, but he also wrote on the board to illustrate the points he was making.  

Peter also brought his regalia with him [November 21st, 2017 journal entry] 

Blanket Exercise. The Blanket Exercise takes a participatory and interactive approach to 

teaching about the history of Indigenous and non-Indigenous peoples in Canada.  With the social 

studies 8 classes, everyone including students, teachers, Aboriginal administrators, and Elders 

assumed roles and stepped onto the blankets which had been arranged on the classroom floor to 

represent Turtle Island, the name that some Aboriginal peoples give to North America. Over the 

course of an hour, students learned about the lives of Aboriginal people pre-contact, the 

detrimental impacts of colonization, the signing of treaties, and examples of Indigenous 

resistance.  The activity, which is often very emotional, was followed by a sharing circle where 

the students and adults had an opportunity to express their thoughts and feelings about the 

activity.  The district vice-principal for Aboriginal education, who is Indigenous, participated in 

the Blanket Exercise in my class and was able to share personal and family experiences as they 

related to issues raised by the activity.  In my view, her contributions really added to the learning 

experience for both students and staff.  

 Assessment methods and strategies. “The learning needs and strengths of Aboriginal 

students can most effectively be supported by assessment practices that offer multiple methods 

of assessment, state expectations and timelines clearly, and include elements of self-evaluation” 

(Alberta Education, 2005, p. 117).  For both social studies classes, I relied primarily on formative 

assessment, but also used several summative assessments.  Some examples of assessment for 

learning were brainstorming webs, note making, paragraph drafts, written reflections, group and 

class discussions, and group presentations.  Examples of summative assessments were textbook 

questions, mind maps, quizzes, paragraphs, and inquiry projects.  I used former students’ work as 
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exemplars and incorporated regular check-ins to ensure that students had a clear understanding 

of expectations for assignments such as the inquiry projects.  To assist in time management and 

organization, students had inquiry file folders which contained calendars, daily tracking sheets, 

information on citing sources, their reference materials and notes.  In the case of the social 

studies 8 class, the students and I co-constructed an assessment rubric for the Aboriginal peoples 

mind map assignment and presentation and they then used this rubric to self-assess their work.  

In both the grade 8 and 9 classes, self-assessment was used in the inquiry projects.  

 In addition to the use of Aboriginal perspectives to support inclusion, I also incorporated 

the principles of Universal Design for Learning (UDL) and differentiated instruction into my 

social studies unit plans.  

Universal Design for Learning (UDL).  Hall, et al. (2012) state that one of key findings 

from brain research is that a “regular” or “average” student “who can be counted on to 

experience a curriculum in a certain ‘average’ way” does not exist (p. 3).  No two students, even 

those who share similar characteristics, are alike.  Instead, variability and difference are the norm 

from student to student.  Furthermore, how students perceive and interact with any environment 

including a classroom also varies (Hall, et al., 2012, p. 3).   Hall, et al. (2012), identify three sets 

of brain networks which play an important role in learning: recognition networks, strategic 

networks, and affective networks.  The researchers note that understanding these three brain 

networks and the ways they are interrelated helps to highlight the differences each individual 

student brings to the learning process and the need for flexibility in the ‘what,’ ‘how,’ and ‘why’ 

of learning (Hall, et al., 2012, p. 3).  The three core principles of UDL – providing multiple 

means of representation, action and expression, and engagement – correspond to these brain 

networks which are instrumental in learning.   
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I incorporated the three UDL principles – multiple means of representation, action and 

expression, and engagement – into the unit plans for my social studies classes. 

Multiple means of representation. This principle refers to the “what” of learning or how 

information is perceived and comprehended.  Given that individuals vary in how they perceive 

and comprehend information, it is important for teachers not to rely on a single medium such as 

printed text to present information.  Instead, it is critical to provide options for perception and 

comprehension (Lapinski, Gravel & Rose, 2012; Meyer, Rose & Gordon, 2014).   

Alternatives to text. In the units I designed for my social studies classes, I looked for a 

wide variety of ways for the students to access the course content. I understood that many 

students in the classes lacked the vocabulary necessary to understand what they would be 

learning about in the units.  Consequently, I pre-taught key terms such as exploration, 

imperialism, colonialism, and ethnocentrism, and used PowerPoint presentations and fill-in-the-

blank notes to introduce vocabulary and provide relevant background information.  Although I 

did make use of text resources, I also recognized that textbooks for example can pose a barrier to 

students who have visual impairments, have learning disabilities and struggle with reading, or 

whose first language is not English.  I therefore deliberately included alternatives to print 

including maps, video animations, and drawings. In my conversation with my critical friend 

Michelle, I referred to my intentional use of various media to allow students multiple ways to 

access the curriculum:  

Lenore: Just to give you an idea about what we have done so far. One of the things I was 

trying to do creating these units was to have a diversity of learning opportunities and to use a 

range of media.  And I really … I think I have always used a range of media, but I have been 

much more deliberate with it … [December 3rd, 2017 critical friend conversation] 



JOURNEY TOWARDS INCLUSION                                                                                    93 
 

 
 

Maps. Maps were one example of a non-text-based resource I used in my Grade 8 social 

studies class.  In the following exchange with my critical friend Michelle, I acknowledged that 

print resources could present barriers to some learners and spoke of my desire to use a visual 

resource, in this case maps showing the traditional territories of local First Nations.  Through my 

discussion with Michelle, I was also able to have a clearer sense of the learning intentions for the 

map activity. 

Lenore: Trying to think about, trying to take into account with UDL.  Start off with identifying 

what are the barriers to learning. One of the barriers for learning for a number of students 

would be things that are text-based. Things like a textbook. If they have low literacy skills or just 

even vocabulary.  

Michelle: Yeah, vocabulary would impact. 

Lenore: Trying to find other ways for them to access the curriculum. 

Michelle: So visual supports and right text … so maps would be  

Lenore: So I did have in here which I have [not] done anything with yet umm.  Let me see if I can 

find it. The idea was that students would examine several maps showing the traditional 

territories and diversity of Aboriginal cultures prior to contact. Small group discussion, note 

making, class share.  I know that I did this last year.  I have a number of different maps of 

Canada. 

Lenore: What additional activities could I do around this. 

Michelle: You can start by deciding what is it that you want them to learn by looking at the 

maps. The key pieces of information that all will walk away with. 

Lenore: Okay 
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Michelle: And then from there we can think of strategies or skills that they can demonstrate 

through map reading. 

Lenore: So, kind of the so what of this. 

Michelle: Yeah, the big idea really is that pre-contact First Nations were diverse people and 

numerous … there were many many different groups as well as many many people and the 

contact with Europeans changed that dramatically and also their lives changed dramatically and 

I think that with the local territory map it is so evident but we may need to help some of them 

draw the direct line from this is our traditional territory which was gigantic to here is the little 

square that is our reserve now.  [December 3rd, 2017 critical friend conversation] 

I ended up using the map learning activity as a pre-lesson to the Blanket Exercise.  A colleague, 

who also taught grade 8 social studies, and I combined our classes for the activity.  With support 

from several colleagues, we broke the students into small groups and provided each group with 

flip chart paper.  The different map images were displayed on the Smart Board. Working 

together in their groups, the students discussed and recorded their observations about a particular 

map and wrote down any questions they had.  After working in their groups, each group had an 

opportunity to share what they noticed and raise questions with the rest of the class.  From my 

perspective, student engagement with this activity was enhanced by having the students working 

collaboratively.  I also felt that the maps provided a strong visual representation of the diversity 

of Aboriginal peoples in Canada and the significant loss of land due to European settlement.  

 Animated videos. In the Grade 8 social studies class, I used another non-print resource, 

animated videos, which were available online through Youtube. The learning intention of this 

activity was to understand differing perspectives on and representations of historical figures. In 
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this learning activity, the historical figure we were considering was Christopher Columbus.  In 

my journal, I wrote:  

[I began the class] … by talking about perspective – what does it mean?  What factors influence 

your perspective or point of view? I gave some examples of how perspective can vary.  Where 

one stands in the room can affect one’s perspective; which sports team a person supports can 

affect one’s perspective on a goal scored. 

I then showed them 4 paintings – a Bateman, Monet, Picasso, and a Rothko.  I asked [the 

students] whether the painting was art and what reasons would they give for their position.  I 

was hoping that the activity would help demonstrate that there are different perspectives on what 

constitutes art and what is “good” art [December 5th, 2017 journal entry]. 

I noted that the students were engaged in the activity, offered opinions on the art works, and 

seemed to understand that people can differ in their views regarding what is and is not art.  After 

this introductory activity, the students used their understanding of perspective to look at different 

representations of Columbus.   

[First,] I solicited what the students already knew about Christopher Columbus. We then 

watched a short video animation geared towards children about Columbus.  I created a chart for 

them to complete:  Columbus, Indigenous Peoples, Whose Perspective.  I got the students to 

identify how Columbus was represented or portrayed in the video, how Aboriginal peoples were 

represented, and to identify from whose perspective the video was created. 

As they offered their ideas, I wrote them on the board and they filled in their chart.  We 

completed another video together and [I] recorded their ideas.  I proceeded to show them other 

videos – but this time, they worked in small groups and shared their ideas, recording their 

observations, and then volunteered to share what they had come up with the rest of the class. 
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I thought this activity was successful – students were engaged, they were working 

collaboratively, they were able to identity traits of Columbus and Indigenous peoples and 

provide evidence from the video to support their answers [December 5th, 2017 journal entry] 

 Drawings. In the social studies 9 class, I used another visual resource, historical drawings 

by the artist C. W. Jeffreys, to examine whose point of view is dominant in artwork showing 

interactions between Aboriginal peoples and European explorers in the early 16th century.  

Before having the students work on a specific drawing in their small groups, we first examined 

one drawing together as a class.  By doing so, I was able to guide the students’ analysis, so they 

had a clear understanding of what was required.  I recapped the activity in my journal as follows: 

Students used the drawings of CW Jeffreys to identify the explicit and implicit messages in 

artworks depicting Aboriginal peoples and European explorers and traders in the late 15th and 

early 16th centuries. [The students looked at] drawings rather than text to examine attitudes 

towards First Peoples and the perspective/point of view that underlies the drawings.  The visual 

images make the curriculum more accessible for learners who are more visual learners and who 

may find text difficult to comprehend at times. 

As a class, we examined a drawing showing a Jesuit preaching to a group of First Nations.  We 

talked about what it means to make an inference and looked for evidence in the drawings in 

order to answer the 5 Ws – who, what, when, where, and why.  We then looked at the implicit 

message of the drawing – whose perspective, Aboriginal or European, was dominant in the 

drawing.  We also identified the characteristics (passive, active, etc.) of the Aboriginal and 

European subjects in the drawings, and what evidence supported those inferences.   
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After we completed an example as a class, I broke the students into 5 mixed ability groups.  In 

their groups, they had to examine their assigned drawing for both the explicit and implicit 

messages.  Each group then presented their drawing and analysis to the rest of the class. 

Activity was successful: students were engaged, they were clear on what they were required to 

do because we had first completed a drawing and analysis together as a class, they were 

collaborating and participating, group members took turns presenting their interpretation of the 

drawing.  Other members of the class were generally attentive during each group’s 

presentations.    

Mixed ability groups allowed all members of the class to interact and successfully complete the 

task.  Each member of the group recorded their group’s “findings” on their individual sheet. 

[November 23rd, 2017 journal entry] 

 In addition to maps, animated videos, and drawings, I employed other non-print resources 

to broaden the ways that students could access the curriculum.  These included: 

•  Audio and video recordings of Aboriginal creation stories 

• News coverage of current events 

• Canada: A People’s History (CBC) 

• Jared Diamond’s documentary Guns, Germs and Steel 

• YouTube videos relating to colonization, residential schools, and land disputes  

• Guest speaker presentation 

• Field trip to historic park 

• Blanket Exercise  
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Multiple means of action and expression.  This principle corresponds to the strategic 

network of the brain and relates to the “how” of learning. Lapinski, Gravel and Rose (2012) 

point out,   

Learning involves more than acquiring information; it is also a proactive and expressive 

endeavour, requiring skills in strategy, organization, and communication.  And again, the 

way in which individuals approach learning tasks and express their understanding may 

differ dramatically from person to person (p. 16) 

This encourages teachers to provide options for physical action, expression and communication, 

and executive functions.  In both my social studies unit plans, I tried to reflect the UDL principle 

of multiple means of action and expression primarily through the use of inquiry-based learning.  

With the inquiry projects, I supported the students with their planning and organizing, used 

formative assessment to monitor their progress, and built in different options for students to 

demonstrate their knowledge and understanding.  

Inquiry-based learning.   According to Chu, Reynolds, Tavares, Notari, and Lee (2016), 

inquiry-based learning is a “pedagogical approach that engages learners actively in a knowledge-

building process through the generation of answerable questions” (p. 9).  Similar to other social 

constructivist approaches such as problem- and project-based learning, inquiry-based learning 

assumes that students “are active agents in building knowledge through constructing their own 

understanding and through meaning-making, which requires them to have an inquiry mindset” 

(Chu, et al., 2016, p. 9).  Inquiry-based learning puts students in charge of their own learning, 

allows students to investigate “meaningful questions about real-world problems led by their 

natural curiosity,” and offers “choices so that students can follow their own passions and 

interests” in their learning (Schnellert, Watson & Widdess, 2015, p. 107). As well, in inquiry-
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based learning, students often present what they have learned to their classmates.  Students’ 

individual reflection on not just what they learned but about how they learned is an important 

component of inquiry-based learning (Mackenzie, 2016; Schnellert, et al., 2015; Wolpert-

Gawron, 2016). 

 The completion of an inquiry project was the culminating summative assignment in both 

social studies unit plans.   While some of the Grade 9 students had previous experience with 

inquiry-based learning from Grade 8 social studies, many of the learners were new to this 

approach to learning.  I introduced the students to the inquiry process, showed two short videos 

to illustrate what inquiry-based learning is, and explained that the other learning activities which 

we had completed for the unit were a springboard for their inquiry projects. To support students 

in planning and organizing their projects, each student received a file folder containing the 

assignment, assessment rubric, reflection questions, planning sheet, calendar, daily tracking 

sheet, presentation tips, and reference materials. In my journal, I described the process I used 

with the Grade 8 students to generate inquiry questions:  

On Tuesday, I had them brainstorm all the areas that we had been learning about – [they were 

required to come up with a] minimum of ten areas and [I] added some additional ones that they 

may not have thought of.  They wrote these ten areas on their planning sheets, and then [I asked 

them] to narrow it down to five that they personally thought were most interesting. 

Before having the students work in small groups to draft possible inquiry questions relating to 

the focus areas, we discussed the characteristics of a good inquiry question. These characteristics 

were also displayed on the Smart Board.   

…  focus areas were then written on larger pieces of paper which were distributed around the 

room.  In small groups of about three students, they were asked to generate inquiry questions for 
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each of the focus areas.  After several minutes, I asked them to shift to the next sheet of paper.  

This gave them the opportunity to create possible inquiry questions for the next focus area.  This 

process was repeated several times so that students had the opportunity to work on each of the 

focus areas. The students were actively engaged in this process and were trying hard to create 

questions. [January 9th, 2018 journal entry] 

The following day, we looked at the questions they had written and identified the strengths and 

weaknesses of each one.  To ensure students got off to a good start with their inquiry projects, I 

revised many of the questions making them clearer and more manageable while still reflecting 

students’ interests.   Each student selected an inquiry question and wrote it on their planning 

sheet.  Determining credible sources of information, keeping track of reference information, and 

guidelines for research notes were also discussed.   

 During the inquiry process, I took further steps to support the students to be successful 

with their projects.  For example, I assisted them in finding relevant and whenever possible age-

appropriate sources of information on their topics, used formative assessment including 

observation and regular check-ins to monitor progress and help those who may be struggling, 

and provided one-on-one support in writing and revising their research findings. For a small 

group of Grade 8 students whose skills were not as strong, I adapted the project to support them 

to be successful.  Specifically, they worked together on the same inquiry question, had 

photocopies of a resource relevant to their question, and were supported by a learning support 

worker (educational assistant) for the duration of the inquiry project. 

   Students were given different options to show their learning for their inquiry projects. 

Some suggested products for their inquiry included a poster, webpage, brochure, mind map, 

storybook, news report, artwork, 3D model, or a video.  Most students chose posters to 
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demonstrate their learning, while a few opted for creating a mind map or webpage.  Some factors 

which may have contributed to a lack variety of products were a tight time frame to complete the 

inquiry project and students’ feeling more comfortable going with a familiar product like a 

poster.  With my classes in the spring semester, I encouraged the students to consider other 

approaches besides posters and PowerPoints for their inquiry products and they chose a wide 

range of ways to show what they had learned including webpages, brochures, newspapers, 

storybooks, videos, models, art, interviews, and video animations.   

In keeping with the UDL principle of multiple means of expression, the students also 

verbally shared their inquiry learning during a Celebration of Learning.  Sitting in a circle, 

students and invited guests had an opportunity to hear their classmates describe what they had 

learned, reflect on the inquiry process, and articulate the ways their thinking had changed 

because of what they learned. The Celebration of Learning allowed students to learn about other 

research inquiries, to make connections with their own research, and to ask questions.  Inquiry-

based learning proved to be a very powerful form of learning for both the students and me.   

Multiple means of engagement. Students need to be engaged and motivated to learn. The 

third UDL principle, multiple means of engagement, refers to providing options for recruiting 

students’ interest, sustaining their effort and persistence, and supporting their ability to regulate 

their own learning (Lapinski, et al., 2012).   Ways to spark interest include giving students 

choices around what and how they learn and ensuring that activities are authentic and relevant to 

them.  Students need options which balance challenge and support in order to prevent them from 

giving up when an activity becomes too difficult or bored when an activity is too easy.   

Lapinski, et al. (2012) state the “challenge-support balance can be found by creating 

opportunities to collaborate with peers or by providing alternatives in the tools and scaffolds 
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offered for a particular assignment” (p. 18).  Providing regular feedback so students know what 

they are doing well and where they can improve is also important to sustaining effort and 

persistence.  Another component of this principle involves supporting students to develop the 

skills to set personal goals and regulate their emotions as well as the ability “to assess their own 

progress and to reflect upon their individual strengths and weaknesses as learners” (Lapinski, et 

al., 2012, pp. 19-20). 

 There were several ways I incorporated multiple means of engagement into unit plans for 

my social studies classes.  These included the use of inquiry-based learning, cooperative learning 

and other strategies to foster engagement, and formative and self-assessment.   

Inquiry. As discussed earlier in this chapter, students through their inquiry projects chose 

what to explore and authored their own inquiry questions.  Several students commented to me 

they liked inquiry because they could choose to investigate what they were interested in rather 

than having the teacher decide for them, and they also liked that they had different options for 

showing what they had learned.  Inquiry also provided an opportunity to engage in authentic, 

meaningful, and deep learning.  Many students, both Aboriginal and non-Aboriginal, chose to 

examine questions relating to racist and discriminatory policies towards Aboriginal peoples in 

Canada.  Some Aboriginal students were able to personally connect to what they were learning 

because members of their families had attended residential schools. Their inquiry projects 

allowed them to take their learning outside of the classroom and into their homes and 

community.   

The inquiry project, I believe, also struck the right balance between challenge and 

support.  For the students, the project was challenging because they had to write an inquiry 

question, research their question using multiple sources, organize and synthesize their 
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information, document their sources, create a product, and publicly present what they had 

learned.  They were also required to self-assess and reflect on their learning.  Measures to 

support student success included direct instruction of skills; giving students time to practice 

specific skills; adapting expectations; providing organization and time management supports; 

monitoring progress and providing immediate feedback; and offering small group and individual 

assistance from teachers and learning support staff.   

 Cooperative Learning. Cooperative Learning is a teaching approach that provides 

opportunities to include and support all learners (Katz, 2012).  Johnson, Johnson, and Holubec 

(1994) define cooperative learning as “the instructional use of small groups that allows students 

to work together to maximize their own and each other’s learning” (p. 3).  With cooperative 

learning, all group members benefit from each other’s efforts and there is positive 

interdependence. According to Johnson et al. (1994), “students perceive that they can reach their 

learning goals if and only if the other students in the learning group also reach their goals” (p. 3).  

Research has found that cooperative learning has a positive impact on achievement, retention, 

higher level reasoning, creative generation of new ideas, and transfer of learning (Johnson, et al., 

1994).  Similarly, Katz (2012) notes small group learning assists students with learning 

challenges to acquire not only academic skills, but also interpersonal skills and to function as 

part of a team.  They have opportunities to use appropriate vocabulary, record ideas, contribute 

to their group, and develop appropriate interaction skills. Moreover, working in small groups 

opens students to diverse views and helps them develop critical thinking and analytical skills.  

Working with peers benefits students’ psychological health more so than competing with peers 

or working independently: 
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 The more individuals work cooperatively with others, the more they see themselves as 

worthwhile and valuable; develop social competencies; form caring, supportive personal 

relationships; and successfully cope with adversity.  Personal ego-strength, self-

confidence, independence, and autonomy are all promoted through involvement in 

cooperative groups.  Cooperative experiences in schools are not a luxury.  They are an 

absolute necessity for the healthy development of students who can function 

independently (Johnson, et al., 1994, p. 23).  

 Recognizing the social nature of learning and benefits of cooperative learning, I 

incorporated a lot of small group work into the social studies units.  Sometimes, I created mixed 

ability groups for different learning activities and at other times I let the students choose their 

own groups.  In my journal, I wrote about changing my teaching approach to use cooperative 

learning to build greater student engagement in the social studies 9 class:  

I wanted to change how I had students learn about early European exploration to Canada and 

the interactions between Indigenous peoples and the European explorers.  In the past, I have had 

learners complete written assignments (basic comprehension) using a power point that they 

accessed from a computer. I started thinking that this was not very engaging.  It is fairly passive 

activity.  In the past, I have had students simply copy another student’s work.  I did not think it 

was a very meaningful form of assessment.  

This time around, I wanted to shake things up … allow the students to interact with one another 

… combine their efforts … group collaborative activity.  Some of the steps that I took to build 

inclusion were: 

I chose text that was written at a grade level that would be accessible to most of the learners in 

the classroom.  I broke the material up into 5 different readings. 
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[I used a] Jigsaw approach – I organized the students into flexible, mixed ability groupings. 

Each student received a copy of the article and was asked to read it through and highlight what 

they thought were the important points.  As a group, they were to discuss what they thought was 

important.  This information would then be recorded on their flipchart paper.   

I emphasized that all group members needed to be contributing to their group and share 

responsibilities and tasks.  After they had time to write down their notes, each group presented 

what they learned to the class.  [ November 20th, 2017 journal entry] 

From my perspective, this small group approach was successful because students were engaged 

and cooperating with one another.  All learners were participating including those who at times 

were hesitant to do so.  

How did it go? Overall, this went well.  Students were generally engaged, were working 

together, and on task.  They were interacting with one another.  Learners who sometimes were 

quite reserved were taking part.  They were able to pull out the main points in their 

presentations.  Each student took part in the presentation.  I added or reinforced important 

points related to specific presentations. [ November 20th, 2017 journal entry] 

 I also made use of collaborative learning in the Grade 8 social studies class. For example, 

students worked together in small mixed ability groups to complete an assignment on the 

traditional lives of different Aboriginal peoples.  They were required to research their specific 

Aboriginal peoples, create a mind map, and present what they learned to the class.  Prior to 

getting started, we co-created the assessment rubric for assignment.  I also showed them 

exemplars of mind maps done by previous students, so they had a visual of what they were being 

asked to do.  Each student received a copy of the relevant section from The Kids’ Book of 

Aboriginal Peoples in Canada to assist them in their research.  I wrote in my journal that while 
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work on the group project was generally successful, some groups were not functioning as 

smoothly as I would have wanted:  

Each student received a copy of the article [resource material from Kids’ Book of Aboriginal 

Peoples].  They read through it and highlighted key pieces of information.  They were 

encouraged to supplement this information with material from the First Peoples of Canada 

website.  I emphasized that students had to work together effectively.  Their ability to do this was 

also being assessed.   

How has it been going?  Students are generally engaged and interacting.  Many are making 

progress.  I see them reading over the material and using highlighters.  This is a skill we have 

been working on.  Some are also taking notes. 

One area that I could have done differently is give them the big categories prior to them reading 

the articles.  This would have given them more support to read with a purpose and also help 

them to better understand how to organize their information. 

Group dynamics: there were some challenges here.  Some learners were refusing to work with 

their classmates while others were happy to sit back and let other group members assume most 

of the responsibility for the work.  These students, however, were in the minority. 

For the most part, students were working together effectively and sharing responsibilities.  

Students with exceptionalities were included and supported by working with others.  There was 

“respectful collaboration.”  There was also a division of labour.  They had access to computers 

and had to find images and word process their information together.  They had to work together 

to create their mind map [November 26th, 2017 journal entry]. 

Upon reflection, I could have directly taught small group skills and provided more opportunities 

for the students to practice working in groups before undertaking the project.  These steps may 
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have assisted some learners to work more effectively in their groups.  I wrote in my journal the 

following day that even though this was the students’ first time working together, work on their 

projects went fairly well and their presentations were for the most part satisfactorily done 

[November 27th, 2017 journal entry]. 

Activating Prior Knowledge.  Having students activate their prior knowledge was another 

approach I used to foster engagement in both the social studies 8 and 9 classes units.   For 

instance, in the case of the Grade 8 class, students working in small groups brainstormed and 

created a web to show what they already knew regarding the question: What were Aboriginal 

peoples’ lives like prior to the arrival of the Europeans?  

What did I do?  I had the students work in small groups of 3 to 4. They were to brainstorm what 

they knew about the traditional lifestyles of Aboriginal peoples in Canada.   

They were to create a web to show their understanding. Before they started, we identified some 

of the “bubbles” or sub-categories of the topic – language, technology, beliefs, art, etc.  

How did it go?  It went very well.  Again, there was a high level of engagement and majority of 

students were on task.  They were able to generate a lot of relevant ideas and details.  

Students who had not participated very much in the class were taking part and putting forward 

ideas … [we then] came together as a class – as I went around to each group, a member of the 

group would offer an idea.  This was written down on the board.  Students were then expected to 

add to their [group’s] web. [November 16th, 2017 journal entry] 

Getting students to use their prior knowledge was also a strategy I used at the beginning 

of the social studies 9 unit.  I had students write to a prompt: Do we live in a free and equal 

society?  with the goal of activating knowledge relevant to the lesson on the characteristics of an 

inclusive society.  In my journal, I wrote:  
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What was I trying to do with this introductory activity?  I wanted students to be able to draw 

upon their prior knowledge – not only their own experiences, thoughts – but also to think back to 

our discussions about human rights that took place earlier in the class.  I wanted them to express 

their own ideas and opinions [November 14th, 2017 journal entry].  

Role Play. Role play was another approach I used to increase student engagement.  In the 

grade 9 class, I used a role play activity to further explore the characteristics of an inclusive 

society and to demonstrate that not all people enjoy equal opportunities or are treated fairly. 

I included a role play activity from the Pivotal Voices resource.  Each student assumed a role 

which they kept to themselves.  They lined up shoulder to shoulder and in response to [inclusive 

society indicators] statements they had to move a step at a time across the room.  They moved 

forward if they thought the description applied to them [or moved backward if the description 

did not].  [November 14th, 2017 journal entry] 

After reading out all the inclusive society indicators, some students had made it to the other side 

of the room while others had progressed very little.  At this point, each student identified their 

role and we discussed some reasons why they would or would not have faced challenges 

participating in society.  In my journal, I identified some of the reasons I thought this activity had 

been effective.  The activity was experiential, involved a high degree of engagement with 

students playing along, and included an element of intrigue or mystery that appealed to the 

learners [November 14th, 2017 journal entry] 

In describing the activity to my critical friend Michelle, I also observed that the inclusive society 

role play fulfilled the learning intention of the lesson, namely that students would understand that 

society for many is inherently unequal.  
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Lenore: And then we did a role play where they each had a role. I read out statements to them 

and they had to progress across the room … I think I told you about that already … they moved 

forward whether that [statement] applied to them.  

Michelle: Right. 

Lenore: I knew I had access to health care.  Am I able to move freely within society? Am I able 

to go out at night without any safety concerns? Do I have access to employment? So that 

promoted … the intentions that I hoped it would [December 3rd, 2017 critical friend 

conversation] 

Provocative Current Event.  Another strategy I used to engage the students was through 

the examination of a current event on a controversial topic.  As part of the introductory activities 

for my Grade 9 unit examining imperialism, colonialism, and ethnocentrism, I used a 

provocative current event of Quebec’s religious neutrality law, Bill 62.  In this activity, I referred 

to earlier learning, provided information about the law both orally and visually, had students 

generate questions and wonderings, and had opportunities for students to work individually, in 

pairs, and as a whole class.     From my perspective, this learning activity was very successful 

because students were actively engaged, were able to examine complex issues, and take a 

thoughtful position on the topic.   I also realized that this particular activity lent itself to greater 

student involvement.  For example, a learner who normally did not participate very much in the 

class offered his perspectives and thoughtfully expressed mixed feelings about the effect of the 

law.  This student’s participation helped me see that this approach to teaching had reached a 

wider audience.   
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 For my Imperialism, Colonialism and Ethnocentrism unit, I wanted to find a 

contemporary example of government discrimination against a minority group that would grab 

the attention of my grade 9 students. 

Earlier in the course, we had learned about human rights and then examined the struggle for 

human rights in the context of the English Civil War and the French Revolution.   

I gave the class some background information about Quebec’s religious neutrality law – Bill 62 

– and also showed them a video clip.  Before doing so, I showed them some images of the 

different head scarves and other pieces of clothing that some Muslim women wear – helped to 

have a visual of what we were discussing. 

After learning about the law, I asked the learners to write down what questions they had about 

the law.  After they had time to do this, each student had an opportunity to put forward their 

questions.  Almost all the students participated and had a range of very thoughtful and pointed 

questions.   

I also asked them to offer an opinion about the law – did they support it or not?  Why?  I was 

impressed when one of the learners talked about having mixed feelings about the law – he 

pointed out he was concerned the police may find it more difficult to solve crimes if people could 

cover their faces, but at the same time he also was concerned about people’s religious freedom 

being violated. 

What made this a successful?  The students were engaged in the issue.  Some had heard a little 

bit about the law in the media, but the majority did not know a lot about it.  I used multiple 

means of representation – told them about the issues and concerns and also showed a couple of 

video clips.  Had the images of the clothing that some Muslim women wear – so they had a visual 

of what was mentioned in the article. 
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In terms of teaching approaches, I had them do their own independent work and then we had an 

opportunity for sharing out.  Some students also took the opportunity to chat with their 

neighbour about their thinking.  I feel that the classroom environment is one where students feel 

safe to share their thoughts.   

With respect to the activity, barriers to participation had been removed or minimized.  An LSW 

was able to scribe for a student who has difficulty writing – he could express his ideas verbally 

and she was able to write them down. [November 15th, 2017 journal entry] 

I noted in my journal that the class’s engagement with the topic and participation in the learning 

activities had a very positive impact on me.   

I felt genuinely elated after this class, and actually stopped a colleague in the hall to share my 

excitement about what had happened. [November 15th, 2017 journal entry] 

Assessment.  A variety of assessment approaches were used to further engage students in 

their learning.  As noted earlier in this chapter, I incorporated both formative and summative 

assessment in the design of the social studies units for this research study, but intentionally 

emphasized formative assessment in my units.  Formative assessment or assessment for learning 

is used “to determine what students already know, can do, or are in the process of mastering in 

order to guide both teaching and learning” (Katz, 2012, p. 145).  I relied on different types of 

formative assessments including brainstorming webs, note making, paragraph drafts, written 

reflections, and small group and class discussions to gauge what the students already knew and 

were able to do.   In addition, I used a variety of assessments of learning such as comprehension 

questions, quizzes, paragraph writing, mind maps, and inquiry projects.  With my Grade 8 social 

studies class, the students and I co-constructed the assessment criteria for their mind map 

projects.  I put the criteria into a rubric form and distributed copies to each group, so they could 
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refer to it while they were working on the project.  The students then used the rubric to self-

assess their work.  In my journal, I wrote: 

 After they completed their presentations, I had the groups meet and self-assess their work.  This 

went well for the most part.  I could see a lot of discussion.  They were thinking thoughtfully 

about where they were on the rubric.  I thought their assessments were generally fair and 

realistic.  I wanted them to be aware of the criteria for assessment and be able to reflect on their 

work and how they worked together as a group. [November 26th, 2017 journal entry] 

Summary  
 
 In summary, this chapter described the findings of the analysis of the qualitative data that 

were collected for the research study exploring the question: Through a self-study of changing 

teaching practice to support inclusion, how can I better know, understand, and transform myself 

and my role as a secondary classroom teacher?  The themes which emerged from the data were 

teaching to diversity, planning for instruction, and inclusive teaching approaches. 
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Chapter 5  

Discussion  

 

In the previous chapter, I described the findings of this self-study which explored the 

research question: Through a self-study of changing teaching practice to support inclusion, how 

can I better know, understand, and transform myself and my role as a secondary classroom 

teacher?  The themes were teaching to diversity, planning for instruction, and inclusive teaching 

approaches.  In this chapter, I discuss the changes I saw in my teaching practice and in myself.  

My Teaching Past  
 

I came to the teaching profession later in life, and readily admit that for the first half of 

my career I focused largely on keeping my head above water.  In my early years as a secondary 

humanities teacher in a smaller high school in north central British Columbia, I was consumed 

by the day in, day out demands of preparing for classes, managing classroom behaviour, and 

marking students’ work.  Entrenched in survival mode, I gave scant attention to the nature of 

learning, the diverse needs of learners, and did not imagine that learning and teaching could look 

very different from the way I had learned and been taught in school.  I focused on covering the 

course content, was less concerned with skill development, emphasized individual rather than 

group learning, and relied almost exclusively on summative assessment. 

It is also fair to say that I was ambivalent about inclusive education.  Even though I 

recognized I had a responsibility to support all students to be successful, my teaching practices 

fell short of that goal for a variety of reasons.  I did not feel very knowledgeable about the 

challenges faced by students with diverse learning needs, nor did I feel I had the requisite 

training to work with such students.  Other factors which made it difficult to create a more 
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inclusive learning environment were a lack of time, an already heavy workload, and limited 

resources.  I also firmly believed that if the students tried hard enough and did the work, they 

would pass the class. I did not consider that the curriculum and my approach to teaching may 

have made it difficult for some students to learn and be successful. 

Shifts in My Thinking and Teaching  

As I gained experience teaching and developed greater confidence in my abilities, I found 

my thinking about learning and teaching began to change.  No longer in survival mode, I shifted 

my focus from myself to the young people in my classes.  I worked hard to build relationships 

with the students and became more cognizant of their varying academic and social needs. I also 

changed my approach to teaching.  I increasingly used multiple means to represent information, 

allowed students to demonstrate their learning in different ways, created learning experiences 

which I hoped would engage the students, and used a variety of assessment methods.  I became 

much more reflective about what I was doing as a teacher and sought out opportunities to 

improve my practice to better meet the diverse learning needs of my students.  The desire to 

improve my practice and concomitantly improve student learning was not only a factor in my 

decision to pursue a graduate degree in special education, but also a consideration in my choice 

of topic for this research study. 

Embarking on the Journey  

 My efforts to create an inclusive classroom where all learners would experience school 

success changed the way I planned for instruction, the types of instructional strategies I used, and 

how I perceived my teaching role.  The process of changing my teaching practice led me to feel a 

greater sense of efficacy and job satisfaction and transformed my beliefs about learning and 
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attitudes towards inclusive education.  The self-study also gave me an opportunity to reflect upon 

myself and my own personal learning journey.  

Changes in Planning for Instruction 
 
 From the findings of research study, there is evidence that the way that I planned for 

instruction changed. Rather than thinking primarily about the content I would be covering in the 

classes, I took the time to think about the diverse needs of learners.  I tried to see learning from 

the perspective of the students, to recognize potential barriers and challenges to accessing the 

curriculum, and to ask myself what I could do to make learning more rewarding, meaningful, and 

accessible for them.  I became more learner-centred in my orientation.   

That I adopted a backward design to planning was also significant.  I looked first at the 

redesigned Grades 8 and 9 social studies curriculum and identified the big ideas/understandings I 

wanted the students to come away with at the conclusion of the units. As part of the planning 

process, I also generated essential questions which I hoped would spark student interest and 

engagement with the topics the class would be examining.  In addition, I outlined the key 

knowledge and skills the students would acquire as a result of the units as well as the relevant 

core competencies and First Peoples Principles of Learning.  With the research study, I took a 

more purposeful approach to planning than I had been accustomed to doing in the past. 

The principles of UDL and differentiation also guided me in the construction of the units 

for my social studies classes.  The readings I did on UDL and differentiation helped me to better 

appreciate that learner diversity is normal and valuable, and all students are capable of learning.  

The readings further helped me recognize that as a teacher I can proactively respond to learner 

needs.  I can consciously and purposely create and maintain an inviting learning environment 

where all students feel welcomed and valued.  As well, I can attend to student differences by 
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creating a variety of ways for learners to access the curriculum, to work towards essential 

learning goals, and experience success. 

I was also intentional in my planning to ensure that Aboriginal content and perspectives 

were incorporated into different levels of my classroom practice.  At the level of student learning 

outcomes, students learned about the lives of Indigenous peoples prior to European contact, the 

contributions made by Aboriginal peoples to Canada’s development, and the impact that forces 

such as European imperialism, colonialism, and racism had on Indigenous peoples both in North 

America and elsewhere. At the level of course content and learning resources, Grade 8 students 

heard Indigenous creation stories and examined maps showing the diversity of Aboriginal 

peoples in Canada, researched traditional Aboriginal cultures, and learned about local Dakelh 

culture from a hereditary chief.  The effects of European contact and colonization including the 

loss of languages, cultures, and lives were also considered. Grade 9 students also learned about 

the traditional lives of Aboriginal peoples, the negative consequences of imperialism and 

colonialism, the role of Aboriginal peoples in the fur trade, the history of the Métis, and the Red 

River and Northwest Resistances.  Topics such as the treaties, the Indian Act, reserves, 

residential schools, and contemporary land disputes were addressed in the Grade 9 social studies 

unit.  I used a variety of resources created by Indigenous writers and activists to ensure that 

Aboriginal history, voices, perspectives, and experiences were represented.  At the level of 

instructional strategies, approaches which have been found to be effective with Aboriginal 

learners such as graphic organizers, cooperative learning, inquiry-based learning, experiential 

learning, and guest speakers were used.  In terms of assessment, multiple forms of formative and 

summative assessment as well as self-assessment were employed.   
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Changes in Instructional Approaches and Strategies  

 One of my goals in undertaking the research study was to change my approach to 

teaching to better meet the diverse learning needs of all my students.  I chose instructional 

strategies which were grounded in the principles of UDL and differentiation to create a more 

inclusive learning environment. The increased use of alternatives to text-based resources, 

cooperative group work, inquiry-based learning, and varied assessment methods represented a 

significant change from how I had previously taught.my students. 

Print alternatives.  Resources such as textbooks which are heavily text based may be a 

barrier to learning for many students including those who had learning disabilities or who are 

reading significantly below grade level.  Although I used textbooks and other print resources in 

my units, I put a lot of thought into also using a range of non-print materials to provide 

background information on the different topics the students were learning about.  These included 

videos, audio recordings, documentaries, news reports, maps, drawings, photographs, and guest 

speakers as well experiential learning activities such as role playing, the Blanket Exercise, and a 

field trip to the Historic Park.  Using varied resources, I was able to differentiate by content and 

provide multiple means of representation of the unit material.  This made the course material 

accessible to a broader range of learners. 

Cooperative Learning.  In my efforts to build a more inclusive learning environment, I 

recognized the social nature of learning and shifted my teaching strategies to include more group 

work.  In my conversations with my critical friend, I said my increased use of cooperative 

learning “was a huge evolution in the way that I have done my job” [April 5th, 2018 critical 

friend conversation]. In the past, it was common for me to have students work on assignments 

with little or no interaction with one another.  As I described to my critical friend Michelle, “… I 
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used to have students work kind of in isolation from one another … Here’s the assignment, you 

do it, you know you are not collaborating or talking during this ... this is a solitary activity” 

[April 5th, 2018 critical friend conversation].  In the following exchange with Michelle, I spoke 

to the change in my thinking and what I saw as the positive effects on the students: 

Lenore: … I’ve really shifted my thinking to see that no learning is much more social and 

collaborative and it’s students co-constructing their understanding … 

Michelle: And the learning goes deeper, and they are engaged because they are by nature pretty 

social (laughs). 

Lenore: Yeah, far more meaningful and I think definitely more exciting as an observer of what’s 

going on … [and] also seeing how rewarding it is for them. [April 5th, 2018 critical friend 

conversation].   

Collaborative learning allowed me to differentiate by process and provide multiple means of 

engagement. It was an effective way to foster an inclusive classroom because it encouraged 

students to work together and support each other in their learning.  Rather than floundering on 

their own, students with learning challenges benefited from interacting with their peers.  They 

were able to develop academic and interpersonal skills and to work effectively as part of a team. 

Students who might otherwise be reticent or hesitant to participate seemed more at ease taking 

part in a small group format.  

Inquiry-based learning.   Inquiry-based learning was another way that I changed my 

approach to teaching to support the diverse learning needs of the students in my classes.   As 

described in the research study’s findings, inquiry-based learning was a powerful instructional 

strategy because it put the students in charge of their own learning.  They got to explore topics 

which reflected their interests and passions and to focus on questions that were meaningful to 
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them.  As well, they had different options to show what they had learned.  I also incorporated a 

metacognitive component into the inquiry projects.  Students were required to reflect upon not 

only what they learned but also how they learned.  To increase the likelihood that all students 

would experience success with their inquiries, I provided a lot of help with planning and 

organization, generating strong inquiry questions, and ensuring students had access to a range of 

age-appropriate resources.  In addition, I conducted regular check-ins to monitor student progress 

and used targeted adaptations including individual and small group assistance for learners who 

struggled with literacy, focus and attention, and executive functioning. 

Multiple means of assessment.   Using a variety of both formative and summative 

assessments was another way that I shifted my instructional practice to be more inclusive.  In the 

past, I had relied primarily on summative assessments such as reading comprehension questions, 

essays, projects, and tests to determine what the students had learned.  In creating my Grades 8 

and 9 social studies units, I purposely incorporated different types of formative assessments 

including brainstorming webs, note making, paragraph drafts, written reflections, group and class 

discussions, and group presentations.  These assessments for learning allowed me to determine 

what the students already knew and could do and to be more responsive to students’ needs in my 

teaching.  During one of my conversations with my critical friend Michelle, she made the 

following observations about changes she was seeing in my approach to assessment and 

instruction:  

Michelle: Yeah, and what they [students] are presenting to you, you are able to then take and 

process … and then switch, shift, adjust based on what they are showing you … so it’s really 

formative … from day to day, week to week, you are shifting what you need to do based on what 

your students are telling you they know or don’t know or can or cannot do. 
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Lenore: Right, yeah, I think I’m trying to be much more responsive in my teaching. 

Michelle: The AFL, the assessment for learning strategies are … being woven into your everyday 

practice and that’s allowing you I think to be even more effective with Universal Design for 

Learning approach.  [December 3rd, 2017 critical friend conversation] 

I also intentionally used a variety of assessments of learning such as textbook questions, mind 

maps, quizzes, paragraph writing, and inquiry projects so students would have multiple ways to 

demonstrate what they had learned and were able to do.   

Another way I changed my approach to assessment was to allow for greater student 

involvement in the assessment process.  With the Grade 8 social studies class, for example, the 

students and I first brainstormed the assessment criteria for their group research and mind map 

assignment on Aboriginal peoples in North America.  I took their ideas and incorporated them in 

a four-point scale rubric which the students could refer to during their work on the assignment.  

Each group then used the rubric to discuss and assess their work on the research, mind map, and 

presentation.  In my journal, I noted co-constructing the criteria for the assignment and self-

assessment went well.  There was a lot of discussion and students were thoughtful in their 

evaluations of their work.  Students also completed self-assessments in their inquiry projects 

where they had to assess themselves on their understanding of content, critical and creative 

thinking, process and planning, communication skills and writing conventions.  In their self-

assessment, the students also reflected on the importance of their inquiry questions, organization 

and time management skills, and final product and presentation. I wanted to make assessment 

more transparent and meaningful for my students by having them more involved in the 

assessment process. As Michelle remarked to me during one of our conversations, student 
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engagement with and understanding of assessment “moves their learning forward” [December 

3rd, 2017 critical friend conversation].  

Changes in My Teaching Role, Self-efficacy, and Job Satisfaction   

 Intentionally planning for diversity as well as using inclusive instructional strategies 

transformed how I viewed my role as a teacher.  In the past, I had relied primarily upon a 

teacher-centred approach to learning.  Through lectures and direct instruction, I spent time 

imparting a lot of factual content which students were expected to absorb. I generally required 

students to work on their own and discouraged collaboration on assignments.  To maintain an 

orderly classroom, I felt I had to exercise control over the students, the learning environment, 

and the types of activities we did.  By contrast, in building an inclusive classroom, I became 

more student-centred, shifted my role to a facilitator of learning, increasingly used collaborative 

approaches, and gave my students more control over their own learning. In one of my 

conversations with Michelle, she remarked that it sounded like I was creating a “community of 

learning” where students were helping each other learn together.  Later in the conversation, I 

touched upon what I saw as my changing role: 

Lenore: … I was also thinking … about the different roles of teachers and … I definitely think in 

the past I have been that sage on the stage … 

Michelle: Right. 

Lenore: Doing a lot of the lecturing at. 

Michelle: Yup. 

Lenore: And now I think I am changing my role as to be more supportive of the students’ 

learning. 
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Michelle: Mm hmm. Yeah. What I see you doing is presenting learning opportunities and 

information but presenting it in a way that the kids develop their understanding from their 

looking at the materials and you asking questions as they process the material. 

Lenore: Right. 

Michelle: Rather than just telling them what you them to know. 

Lenore: Right and I’m trying to get better at that.  

[December 3rd, 2018 critical friend conversation] 

 Fostering a community of learning where students learned collaboratively, had choices 

about their learning, and opportunities to demonstrate their understanding in different ways 

yielded many positive results.  From my perspective, these approaches led to greater student 

engagement.  The students were interacting with and learning from one another.  Even students 

who previously had been disinclined to participate showed more willingness to be involved in 

class activities.  They were engaging in deep and meaningful learning, having conversations 

about subjects which mattered to them, sharing their learning with family members, and 

connecting their learning to their own lives.  They were able to speak very articulately about 

what they had learned and to reflect upon their learning process. Several students also indicated 

an interest in taking what they had learned and further exploring their topics in other directions. 

Others expressed gratitude for having the opportunity to learn in this way. 

 Seeing my students highly engaged and successful in their learning led me to experience 

a greater sense of efficacy and satisfaction with my teaching. In my journal entries and critical 

friend conversations, the descriptions of the inclusive instructional strategies I was trying out in 

my classes were often accompanied by positive assessments of how the learning had gone.  For 

example, I would use words such as “very effective,” and “hugely successful,” to describe how a 
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class had gone after using various student-centred approaches.  I also noted that students were 

“very engaged,” I was “impressed by the quality of their [students’] work,” and the students had 

done some “incredibly amazing work.”  These successes in the classroom were also having 

positive effects on my emotions.  After one of my Grade 9 social studies classes where the 

students and I read a piece of nonfiction text together and then collaborated on making notes, I 

wrote in my journal that I felt “excited about what we were doing,” and “I felt I was making a 

difference” (October 6th, 2017 journal entry).   On another occasion, I scribed for a student who 

had difficulty writing but was able to verbally discuss what he had learned.  The student was then 

able to use his knowledge of the subject matter and increased confidence to coach some of his 

classmates with their writing.  Later that day, I wrote in my journal that witnessing the learner 

take a leadership role “buoyed my spirits.  I felt that I had done some very effective teaching” 

(October 13th, 2017 journal entry).  Similarly, reflecting upon how well an activity, in this case a 

role play followed by a writing exercise, had gone, I wrote in my journal that “I felt really 

GRATIFIED!!!” (November 15th, 2017 journal entry).  In my writings, I used other words 

including “empowering,” “energized,” “delighted,” “felt excitement,” and “felt a sense of efficacy 

and success” to describe how I felt about the extent of student engagement and the success of the 

learning approaches I had tried.  That my use of inclusive teaching approaches had resulted in a 

heightened sense of efficacy and greater work satisfaction also came out in one of my 

conversations with Michelle:  

Michelle: So, tell me how that [meaningful and rewarding learning for students] makes you feel 

as a teacher and self-efficacy and teacher well-being. 

Lenore: Well, I feel much more effective … there’s this kind of spark that is lit … 

Michelle: Yeah! 
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Lenore: lit in me right (laughs). And I’m feeling wow.  I’m feeling that I’m really doing 

something pretty amazing here (laughs) and I come away [with] … high levels of satisfaction … 

really rewarding, excited about what we are doing, wanting to share that with colleagues and 

administrators, even with other people in the district … hey, look at what we’re doing (laughs).   

Michelle: And you want to stay in this profession right.  It’s wonderful to see your spirits lifted. 

[April 5th, 2018 critical friend conversation] 

Changes in My Beliefs and Attitudes  

In working towards creating an inclusive classroom, I also experienced changes in my 

beliefs and attitudes about students with diverse needs, the nature of learning, and inclusion.   

Earlier in my career, I had reservations about students with diverse needs being in my classes 

and had doubts about my ability to support them to succeed academically. As I noted earlier, I 

had relied in the past on a rather traditional approach to instruction which was teacher-directed, 

required students to often work independently, used primarily textbooks or other print resources, 

and emphasized summative assessments. The readings, assignments, and projects which I 

completed for my master’s degree, the conversations with classmates and colleagues, and the 

successes I have had in changing my practice to support the learning of all students have changed 

how I view learners with diverse needs, the nature of learning, and inclusive education. I believe 

more strongly all students have the capacity to learn, an idea of which I had previously been 

skeptical, and recognize it is important to set high standards for all learners. In addition, I value 

classroom diversity more, appreciate more fully that students differ in their interests, learning 

profiles, and readiness to learn, and understand that Aboriginal perspectives, Universal Design 

for Learning, and differentiation are complementary approaches for supporting inclusion.  To 

better support the diversity which existed in my classroom, I came to understand the importance 
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of expanding and varying instructional approaches so that students were actively exchanged, 

could exercise choices about their learning, had opportunities to learn in different ways and with 

one another, and make connections to their personal lives. From my experience of changing my 

teaching practice, I have come to see it is possible to create an inclusive learning environment in 

my classroom and believe more deeply in inclusion as fundamental to a fair and equitable 

educational system. 

Reflections on Self  

The deepest learning takes place through lived experience.  It requires exploring our 

identities, learning from our mistakes, and having gratitude for our gifts. 

Learning is a journey that takes courage, patience and humility. 

(British Columbia Teachers Federation – Indigenous Ways of Knowing and Being) 

 These two quotes resonate for me when I reflect upon the transformation of self in my 

journey towards a more inclusive teaching practice.  When I decided to pursue a master’s degree 

several years ago, my motivation was two-fold.  I was motivated first by a desire to develop 

myself professionally.  As I related earlier, I did not always feel able to adequately support the 

increasing numbers of young people with diverse learning needs in my classes.  I felt, therefore, 

it was imperative to gain a better understanding of student diversity and to learn more about 

instructional approaches which have been shown to be successful in fostering an inclusive 

learning environment. This knowledge would help me improve my teaching and ultimately 

benefit the students in my classes.  Also, at a professional level, I hoped completing a master’s 

degree in special education would broaden my skill set and increase the likelihood that I could 

transition from being a classroom teacher to taking on a learning support teacher role. The 

second motivation for pursuing the degree was a deeply personal one.  Throughout my life, I 
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have struggled with anxiety, depression and a lack of self-confidence which have sometimes 

interfered with my ability to accomplish the goals that I had set for myself.   When I was in my 

twenties, I finished most of the requirements for a master’s degree in criminology, but never 

completed my thesis.  It was something that I looked back on with regret. Thirty years later, I 

wanted to have a different outcome.  By working towards a graduate degree in special education, 

I wanted to prove to myself that I could overcome challenges and successfully complete a 

rigorous program of academic study and write a thesis.   

 Over the past two or so years of graduate studies, there have been numerous times when 

faced with difficulties I felt like “throwing in the towel.” Whether it was completing a five-credit 

course over a two-week period, juggling full-time teaching with weekly coursework, revising a 

research ethics board application, collecting and analyzing data, or writing the thesis, the thought 

of abandoning the degree often crossed my mind.   Yet, I knew in my heart that was not an 

option.  Instead, I regularly reminded myself that if I expected my students to have a growth 

mindset, I too had to have a growth mindset.  While not always easy to do, I consciously strove 

to cast off self-doubt, to perceive setbacks as opportunities for growth and learning, and to 

engage in positive self-talk.  I had been very successful in the program so far as my daughter 

reminded me on several occasions.  I had to believe in myself.  With hard work and 

perseverance, I was more than capable of completing the degree.    

 I also came to understand that, for me, meaningful learning takes courage, time and 

patience.  I was willing to look critically at the approaches to teaching which I had been using for 

years and to recognize that some of them were not meeting the needs of all learners.  Rather than 

sticking with the status quo, I took some risks in my teaching.  Through the incorporation of 

Aboriginal perspectives and the use of UDL and differentiation, I sought to make my teaching 
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more responsive to students’ needs.  This resulted not only in richer learning for my students but 

was also more rewarding for me professionally and personally.  In addition, I also learned that 

powerful learning cannot be rushed.  According to Chrona (2018), one of the First Peoples 

Principles of Learning is: 

 … the understanding that learning happens when a person is ready for it, and that 

learning is most effective when it occurs in a setting where the learning can be applied in 

an authentic context.  The need for patience and time is also a requirement to develop 

thorough understandings of concepts, rather than surface level familiarity. In order to 

develop understanding, information needs to be examined/explored from multiple 

perspectives, in different contexts, and over time (Learning involves patience and time, 

para.1). 

In my case, I embarked on this learning journey at a midway point in my career.  I had 

been teaching for thirteen years, been enjoying success in my teaching, and felt I was making a 

difference in my students’ learning.  At the same time, I had a nagging feeling I could be doing 

more particularly when it came to teaching to diversity.  I was therefore open at this time in my 

life to new learning and using what I learned to effect significant change in my pedagogy and the 

learning experiences of the students.  Moreover, my own challenges in completing the 

coursework and thesis for the degree gave me a greater appreciation for the difficulties many 

students experience, the importance of showing kindness and patience towards learners, and 

instilling in them that with hard work and perseverance they can be successful.    

Through my journey, I also learned I have a lot to be grateful for. I feel fortunate to be 

part of the teaching profession where I have opportunities for continuous learning, taking risks, 

and trying out creative and innovative approaches with my students.  As well, I get the chance to 
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collaborate with amazing and dedicated educators who push my thinking about learning, 

teaching, and education.  Daily, I get to learn from and work with a diverse and wonderful range 

of students who I hope will be excited about their learning and experience success in school and 

in other parts of their lives.  As a teacher, I hope I have been able to make a difference in these 

young people’s lives. 

Limitations 
 
 The focus of self-study research is to understand and improve practice. Self-study 

scholars, as Loughran (2007) points out, research their practice to better understand themselves, 

teaching, learning, and to develop knowledge about these areas.  In this self-study, I explored my 

experiences planning and implementing the inclusive instructional approaches of UDL and 

Aboriginal perspectives to support the diverse learning needs of students in my social studies 

classes and reflected on the changes in myself and my teacher identity because of changing my 

practice.  I was drawn to self-study by the desire to understand my practice in order to improve 

it.  Since the focus was on myself and my experiences in changing my teaching practice, this 

research study may be seen as subjective, and its findings not generalizable beyond my 

classroom.   

 However, as discussed in chapter three, self-study researchers take a different approach to 

assessing the value of their work than do researchers who engage in more traditional forms of 

research.   Concepts such as objectivity, reliability, and generalizability which underline 

traditional research approaches’ claims to validity are regarded as not suitable for research whose 

focus is on personal knowledge and improving one’s practice.  Whereas traditional research 

paradigms make validity claims based upon authority of reason, research on “practice conducted 

within the practice from the perspective of the person who holds authority for the practice gains 
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authority based upon the experience of the researcher” (Hamilton & Pinnegar, 2009, p. 50).  As 

well, Hamilton and Pinnegar (2009) state self-study researchers “provide viability to our claims 

to an authority of experience through the rigor of our scholarship evident in our study and based 

on the strategies we have used to demonstrate trustworthiness” (p. 164).  I took steps to establish 

trustworthiness in the study by acting with integrity throughout the research process, providing 

an honest and accurate account of myself and my practice, having ongoing dialogue with a 

critical friend, using multiple data sources, and explaining the procedures followed for collecting 

and analyzing the data.   

Ultimately, the value of research is “best established by the readers’ judgment of the 

trustworthiness of the researcher of the study, the integrity of the study, and the assertions for 

practice presented in the account” (Hamilton & Pinnegar, 2009, p. 50).  I hope this study 

undertaken to understand my practice in order to improve it will resonate with those educators 

who read it.  By publicly sharing my research study, I hope other teachers can learn from what I 

did and apply to their own practice.  

Conclusions 

 This research study was borne out of my desire to better understand learning and 

teaching, to change my teaching practice, and to create a classroom that was inclusive of all 

learners. Although I had made some important changes to my teaching over the years, I felt there 

was more I could do to ensure all students in my classes had full and equitable learning 

opportunities. This self-study presented an ideal way to explore in depth how building an 

inclusive classroom using the approaches of UDL and Aboriginal perspectives would impact my 

teaching practice and sense of identity. In the process of completing my graduate degree and 
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carrying out this study, I gained valuable insights into students, the nature of learning, teaching, 

and myself. 

 As I described earlier in this chapter, I have come to believe more strongly that all 

students are capable of learning and deserve the right to experience success in school.  Moreover, 

I have developed a greater appreciation for, and understanding of, the diversity of learning needs 

that students bring with them into classrooms each day.  Through my readings, discussions with 

colleagues, as well as first-hand experiences in the classroom, I believe more firmly that learning 

is most effective when students are actively engaged, have opportunities to learn with others, can 

learn in a variety of ways, and can choose to learn about topics which most interest them.  

Learning is further optimized when students see themselves as capable and able to learn and can 

personally and emotionally connect to their learning. 

From this study, I learned it is possible to create an inclusive learning environment. 

Through a purposeful approach to planning for instruction, I created social studies units which 

reflected the principles of UDL and differentiation and incorporated Aboriginal content and 

perspectives.  I used alternatives to print and inclusive teaching strategies such as cooperative 

learning, inquiry-based learning, and formative assessment to a greater extent than I had done 

before. From my perspective, these changes resulted in students being engaged in deeper and 

more meaningful learning and allowed all learners to experience success in my classes.   

As a result of pursuing a graduate degree and embarking on this study, I also learned 

about myself as a teacher and a person. I learned that while teaching is immensely rewarding, it 

is also very challenging.  As I teacher, I am faced with increasingly diverse classrooms, required 

to implement redesigned curriculum, and expected to develop myself professionally.  To be 

successful in meeting these challenges, I have to be a change agent, have a strong sense of self-
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efficacy, and be open to shifts in my role and my sense of identity.  On a personal level, I learned 

how important it is to have a growth mindset, to persevere through the tough times, and to 

believe in myself.  Finally, I learned that I have a lot to offer to both the teaching profession and 

to my students.   

Recommendations  

 From having completed this self-study, I put forward several recommendations. I will 

seek out resources and professional learning opportunities to help me to continue to nurture a 

growth mindset not just for myself but also for the students I work with.  I will use challenges 

faced in both my personal and professional lives as opportunities to develop and hone my growth 

mindset.  I will continue to journal reflecting upon myself, my teaching identity, and my efforts 

to create a learning environment where all students are included, feel welcome, and can be 

successful in their learning.  In addition, having learned that patience, time and courage are key 

elements in changing teaching practice, I will value those qualities in working with other 

educators.  I also recommend it is important to honour the work done by self-study researchers 

and recognize their contributions to producing new knowledge about teaching and learning.  

Lastly, I recommend other educators undertake self-study into their own practices. Self-study 

gives teachers an opportunity to study themselves, inquire into questions they have about their 

practice, and improve their teaching.   
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Appendix A  

First Peoples, Exploration, & Colonization Unit Plan 

 
Subject: Social Studies       Grade Level:  8  
         Time Frame: 8 weeks   
                                                                                                                                                                                       

Unit Overview:  
 
This unit analyzes the role exploration, expansion, and colonization played in settling North America.  It 
addresses concepts of exploration, colonization, and contact, and differing ways of life through studies of 
European exploration of North and South America.  Students will learn about Canada’s First Peoples and how 
their cultures and social, political, and economic systems and structures changed with European contact and 
expansion. 
 
 

 
What essential questions will be considered? 
 
(Possible questions that might spark student interest/ 
engagement in the topic?) 
 

• How did Aboriginal peoples live before 
contact with the Europeans? 

 
• What was life like after contact? How did 

European contact change the way 
Aboriginal peoples lived? 

 
• What would have been the impacts if the 

indigenous peoples of the Americas had 
been immune to smallpox and other 
diseases? 

 
• Why did Europeans explore?  

 
• What is the relationship between racism, 

imperialism, and colonization?  
 

• How are different groups represented in 
various cultural narratives? 

 
• How did technology benefit people during 

this period of history? 
 

• What lessons can we learn from the loss of 
languages and cultures due to imperialism 
and colonization? 

What big ideas/ understandings are desired? 
 
Students will understand that … 
 

• Contact and conflict between peoples 
stimulated significant cultural, social, and 
political change 

 
• Exploration, expansion, and colonization had 

varying consequences for different groups 
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What key knowledge and skills will students acquire as a result of this unit? 
 

Students will know … 
 

• Social, political, and economic systems and 
structures, including those of at least one 
indigenous civilization (i.e., First Peoples in 
Canada)  
 

• Exploration, expansion, and colonization 
(contact and conflict) 
 

• Scientific and technological innovations 
(European navigation tools and locations; 
cartography and navigation) 

Students will be able to … 
 

• Ask questions; gather, interpret, and analyze 
ideas; and communicate findings and 
decisions 

• Assess the credibility of multiple sources and 
the adequacy of evidence used to justify 
conclusions (evidence) 

• Determine which causes most influenced 
particular decisions, actions or events, and 
assess short- and long-term consequences 
(cause and consequence) 

• Explain different perspectives on past or 
present people, places, issues, or events, and 
compare the values, worldviews, and beliefs of 
human cultures and societies in different times 
and places (perspective) 

• Make ethical judgments about past events, 
decisions, or actions, and assess the limitations 
of drawing direct lessons from the past (ethical 
judgment)  
 

  
 

Core Competencies:  
 
Communication 
 

• Connect and 
engage with 
others to share 
and develop 
ideas 

• Acquire, 
interpret and 
present 
information 

• Give, receive, 
and act on 
feedback, and 
reflect on 
learning  

 
Thinking 
 

• Acquire new 
ideas or build on 
other people’s 
ideas  

• Identify criteria 
to analyze 
evidence and 
analyze evidence 

 First Peoples 
Principles: 
 

• Learning 
ultimately 
supports the 
well-being of 
the self, the 
family, the 
community, the 
spirits, and the 
ancestors 

• Learning is 
holistic, 
reflexive, 
reflective, 
experiential, 
and relational 

• Learning 
recognizes the 
role of 
indigenous 
knowledge 
 

Teaching strategies to 
support inclusive 
education: 
 
Universal Design for 
Learning (UDL) 

• Multiple means of 
representation 

• Multiple means of 
expression/action 

• Multiple means of 
engagement  
 

Differentiation 
 

• Content  
• Process  
• Product  

 
• Interest  
• Learning profile 
• Readiness  

Assessment:  
 
Formative Assessment 
 
(What are the students 
doing and teacher doing 
to improve student 
learning? This is not for 
summative grades but to 
inform “What next?”) 
 

• Brainstorming 
webs 

• Note making  
• Written 

reflections  
• Group and class 

discussions 
• Group 

presentations 
• Paragraph drafts  

 
 
Summative Assessment  
 
(Student demonstration of 
their learning, snap shot): 
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from different 
perspectives  

• Able to reflect 
on and evaluate 
thinking, 
products, and 
assumptions and 
beliefs 

• Explore 
materials, ask 
open-ended 
questions and 
gather 
information and 
consider options 
for proceeding 
in an 
investigation 

• Evaluate sources 
of information  

 
Personal and Social  
 

• Analyze 
complex social 
issues from 
multiple 
perspectives 

• Demonstrate 
respectful and 
inclusive 
behavior and 
support diversity 

• Be kind, work 
cooperatively, 
and build 
relationships 
with others  

 
 
 
 
 
 
 
 
 

• Textbook 
questions  

• Quizzes/tests 
• Paragraphs  
• Inquiry project 
• Written 

reflection on 
inquiry learning 

 
 
 
 

Learning Plan to Support Student Diversity  
 
Key components: UDL & Differentiation 
 

UDL Principles  Instructional approaches and strategies used in unit 
that support principle 

Multiple Means of Representation  Pre-teach key vocabulary and concepts; use 
PowerPoints to present background information; use of 
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graphic organizers including webs and tables; mind 
maps, videos, historical and contemporary maps, oral 
storytelling, graphic novel, guest speakers, experiential 
learning (Blanket Exercise, Historic Park field trip), 
internet research and assignments, learning stations   

Multiple Means of Action and Expression  For inquiry project, students will choose how they 
show their learning.  Some possible choices include: 
create artwork, design a comic, create a digital 
presentation, create a magazine, create a board game, 
create a short video film, write and perform a song, 
deliver a news report, record a podcast, construct a 
model, create a role play, etc.  

Multiple Means of Engagement  Ensure that students have choices or a say in their 
learning.  Through inquiry project, students will select 
a focus area and inquiry question that reflects their 
interests and matters to them.   Students will also be 
involved in designing assessment rubrics for inquiry 
project and other learning activities in unit. Varied 
learning activities such as flexible learning groupings, 
cooperative group work, computer lab, library, guest 
speaker, field trip, Blanket Exercise, etc.  
Opportunities to work individually, in pairs, small 
groups, and whole class.  
First Peoples Principles of Learning – connection to 
local culture, history, and place  

 
 
 
 

Differentiation by …  Examples of differentiation built into unit  
Content Use combination of print and non-print resources 

(videos, audio recordings, maps, photographs); 
community resources – e.g., Elders, Historic Park; 
internet sites; hands on learning (compass activity); 
extension activities  

Process Individual, pair, small group, and whole class activities; 
small group instruction to focus on specific skills; 
provide options for students to use a variety of skills 
(reading, writing, listening, speaking)  

Product  Assignment options; tiered assignments; inquiry project 
choices/options that reflect varied interests and learning 
profiles  

Interests Aboriginal content and ways of knowing/learning to 
connect with students; learners will have a say in what 
they are learning and choices of how they will show 
their learning  

Learning Style  Provide range of learning opportunities that reflect 
students’ multiple intelligences/learning styles – i.e., 
discussions, writing, viewing, experiential, hands-on  

Readiness Parallel resources at different reading levels; mini-
lessons on specific topic or skill; plan for scaffolding 
learning for individual and groups of students  

 
 
 



JOURNEY TOWARDS INCLUSION                                                                                    153 
 

 
 

Learning Events  
 

Weeks  Unit Topics  Learning Activities  Assessment  Resources  
     
 
1-2 

Aboriginal 
Peoples in 
Canada Pre-
Contact  

• Students will use prior knowledge to 
consider the question: What were 
Aboriginal peoples’ lives like prior to 
the arrival of the Europeans?  
 

Learning activities: small group brainstorm 
and create web of prior knowledge of 
Aboriginal peoples; take turns with each group 
sharing out their ideas with the class 
 

• Introduce the students to the unit 
goals and provide an overview of the 
final inquiry project  
 

• Students will learn about the rich and 
diverse traditional cultures of 
Aboriginal peoples in Canada before 
the arrival of the Europeans  

 
Learning activities: 
 
Pre-teach key terms: Indigenous, Aboriginal, 
First Nations  
 
Students will examine several maps showing 
the traditional territories and diversity of 
Aboriginal peoples and languages prior to 
contact – small group discussion and note 
making; class share  
 
 
 
 
 
 
 
 
Discuss different ways of knowing – origins of 
Aboriginal peoples in North America – Bering 
Land Bridge theory vs. creation stories  
 
 
View and discuss videos; oral storytelling 
(Elders?) or read creation stories – connect 
with our own personal stories (share a 
memorable story?) 
 
 
 
 
Small group research projects on traditional 

Formative 
 
 
 
 
Formative  
 
 
 
 
 
 
 
 
 
 
 
 
Formative  
 
 
 
 
 
 
 
 
 
 
 
 
Formative 
 
 
 
 
 
 
 
 
 
 
Formative  
 
 
 
 
 
 
 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
First Peoples of 
Canada maps 
Local maps of     
traditional    
territories of 
local FN  
 
 
 
 
 
 
Videos 
(YouTube) 
Creation stories 
– e.g., Turtle 
Island  
Local Elders  
 
 
 
 
 
 
The Kids Book 
of Aboriginal 
Peoples in 
Canada 
Library 
resources 
Online 
resources 
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cultures of Aboriginal peoples in Canada  
 
Learning activities: each group will research a 
different Aboriginal people, create mind map, 
and present major learnings to the class  
 
 
 
 
Guest speaker: Pete Erickson  
Students will learn about local Dakelh 
(Carrier) peoples’ traditional political, 
economic, and social structures  
 
Learning activities: students will make notes, 
ask questions, make connections, and write 
reflections on what they learned   
 
 
 
Teaching potlatch with GP and local First 
Nations Elders 
 
Learning activities:  students will participate 
in a teaching potlatch to better understand the 
function that potlatches played in some 
Aboriginal societies in what is now British 
Columbia; written reflection on experiential 
learning 
 
 
 
 
 
 
 

 
 
Formative  
 
 
 
 
 
 
 
Formative  

 
 
Pete Erickson  
 
 
 
 
 
 
GP and Elders 
from Nak’azdli, 
Tl’atzen, 
Binche, and 
Yekooche  

3-4 Age of 
European 
Exploration  

• Students will learn about reasons why 
Europeans set out to explore, what 
changes in technology allowed them 
to do so, differing perspectives on 
explorers, and the effects of European 
conquest on the Aztecs  

• Students will also study historical 
maps of the world and compare 
information on different maps, and 
learn about latitude and longitude   

 
Learning activities: 
 
Pre-teach key vocabulary (exploration, 
imperialism, colonization) 
PowerPoint presentations, videos, and online 
sources for background information 
Guns, Germs and Steel  
Pathways textbook questions 

 
 
 
 
 
 
 
 
 
 
Formative  
 
 
 
 
 
 
 
 
 

Explorer (R.  
Matthews) 
 
The Kids Book 
of Canadian 
Exploration (A. 
M. Owens & J. 
Yealland) 
 
Pathways: 
Civilizations 
Through Time 
(M. Cranny) 
 
Guns, Germs & 
Steel (J. 
Diamond) 
 
Christopher 
Columbus: 
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Columbus: Hero or Villain? (Baker Twins, 
etc.) 
Exploration and conquest stations (Kelley has 
originals) 
Study and analyze historic maps 
World map activity 
How does a compass work? Make a compass 
Latitude and longitude activities  
 
 
Comprehension questions 
Paragraph writing (topics such as reasons for 
exploration; role of technology; impact of 
European exploration on Aztecs) 
World map  
Quiz/test  
 
 
 
 
 
 
 
 

 
 
 
 
Summative 
 

What Really 
Happened 

5-6 Effect of 
European 
Contact and 
Colonization 
on Aboriginal 
Peoples in 
Canada  

• Students will learn about the 
relationships between Aboriginal 
peoples and French and British 
explorers and settlers. 

• Students will also learn about the 
consequences of European contact 
and colonization on Aboriginal 
peoples in Canada. 
 
 

 
Possible topics will include:  
 
Cabot, Cartier, Champlain and other explorers  
Fur trade and role of Aboriginal peoples 
Christian missionaries  
Loss of land, languages, and cultures 
Impact of diseases  
Assimilation – Indian Act, reserves, residential 
schools  
 
Learning activities:  
PowerPoint for background information 
Textbook questions 
Fort St. James National Historic Site field trip 
Videos/online sources (Wab Kinew, IRS 
survivors speak out) 
Blanket Exercise – include local Elders – 
written reflections  
Quiz/test 
 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Summative: text 
questions; 
quiz/test 
 
Formative: 
reflections?  

 
The Kids Book 
of Canadian 
Exploration 
 
Historica 
Canada  
 
Wab Kinew 
 
Canada: A 
People’s 
History  
 
Residential 
school videos 
 
The Blanket 
Exercise 
(Fourth 
Edition: 2016)  
 
Project of Heart 
 
Residential 
Schools – 
Righting 
Canada’s 
Wrongs  
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7-8 Inquiry 
Project  

Unit topics will provide a springboard for 
student inquiry project 
In their inquiry, students will: 
Identify a focus area that interests them 
Write a question to investigate 
Research question and make notes of research 
findings 
Document sources of information 
Track daily progress and identify next steps 
Share inquiry development and support peers 
Create a product that demonstrates learning 
Present three big learning ideas from inquiry 
with class – Celebration of Learning  
Reflect on learning  
 
 
 
 
 

Formative 
and  
Summative  
(students and 
teacher co-create 
inquiry 
assessment 
rubric) 
 
 
 
 
 

Various 
 
Library and 
online 
resources  
  

 
 
Resources: 
 
Books  
 
Cranny, M. (2012).  Pathways: Civilizations Through Time (Second Edition).  Toronto: Pearson Canada Inc. 
 
Florence, M. (2016).  Residential Schools: The devastating impact on Canada’s Indigenous Peoples and the Truth 
and Reconciliation Commission’s Findings and Calls for Action.  Toronto: James Lorimer and Company. 
 
Mann, C. (2014). 1493 for Young People: From Columbus’ Voyage to Globalization. New York: Triangle Square. 
 
Matthews, R. (2012).  Explorer.  New York: DK Publishing. 
 
Knickerbocker, N. (2015). Project of Heart: Illuminating the hidden history of Indian Residential Schools in BC.  
Vancouver: BC Teachers’ Federation.  
 
Owens, A. M. & Yealland, J. (2004).  The Kids Book of Canadian Exploration.  Toronto: Kids Can Press. 
 
Silvey, D. (2005).  The Kids Book of Aboriginal Peoples in Canada.  Toronto: Kids Can Press.  
 
Truth and Reconciliation Commission of Canada. (2012).  They Came for the Children. Winnipeg: TRC of Canada.  
 
 
Maps  
 
First Nations Profile Interactive Maps   http://fnpim-cippn.aandc-aadnc.gc.ca/index-eng.html 
 
http://blogs.ubc.ca/aboriginaleducation/files/2014/11/nlc008770-v6.jpg 
 
http://www.cbc.ca/8thfire/images/historymap4.jpg 
 

http://blogs.ubc.ca/aboriginaleducation/files/2014/11/nlc008770-v6.jpg
http://www.cbc.ca/8thfire/images/historymap4.jpg
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http://www.ammsa.com/sites/default/files/articles/article-photos/11-sn_ws_can-givennames.jpg 
 
http://hrsbstaff.ednet.ns.ca/mahalp/Aboriginal%20Language%20Map_files/image001.jpg 
 
 
Videos  
 
Canada: A People’s History (CBC) 
 
 
Websites 
 
Aboriginal Origin Stories   http://www.historymuseum.ca/cmc/exhibitions/aborig/fp/fpz2f02e.shtml 
 
A Journey to a New Land    http://www.sfu.museum/journey/an-en/secondaire1er-middle  
 
First Peoples of Canada   http://firstpeoplesofcanada.com/fp_groups/fp_groups_origins.html 
 
Indigenous Peoples in Canada    https://www.aadnc-aandc.gc.ca/eng/1100100013791/1100100013795 
 
The Blanket Exercise (Kairos Canada)  https://www.kairosblanketexercise.org/ 
  
 
Youtube videos  
 
Jared Diamond’s Guns, Germs, and Steel  https://www.youtube.com/watch?v=_rP8vkG3dmQ 
 
Where did the First Americans Come From?  https://www.youtube.com/watch?v=9EBknU7D1OI 
 
Biography of Christopher Columbus for Kids  https://www.youtube.com/watch?v=RmRFcXrWKCY 
 
Christopher Columbus – Disney cartoon (1961)  https://www.youtube.com/watch?v=QQzBJDoRDsc 
 
Christopher Columbus: What Really Happened https://www.youtube.com/watch?v=aF_unlvjccAned  
 
The Ugly Truth about Christopher Columbus   https://www.youtube.com/watch?v=oJr6jyPNmZE 
 
Baker Twins: Why are we celebrating Columbus Day?  https://www.youtube.com/watch?v=KRQeColFmlQ 
 
Wab Kinew – 500 Years in Two Minutes  https://www.youtube.com/watch?v=L7LY-fXzhZI 
 
A history of residential schools in Canada   http://www.cbc.ca/news/canada/a-history-of-residential-schools-in-
canada-1.702280 
 
Stolen Children: Residential school survivors speak out    https://www.youtube.com/watch?v=vdR9HcmiXLA   
 
 
Teacher: Unit Reflection 
 
What aspects of the unit went well? 
 
Which strategies to support inclusive learning were most effective? 
 
Which strategies to support inclusive learning were not effective (as you would like)? 
 

http://www.ammsa.com/sites/default/files/articles/article-photos/11-sn_ws_can-givennames.jpg
http://hrsbstaff.ednet.ns.ca/mahalp/Aboriginal%20Language%20Map_files/image001.jpg
http://www.historymuseum.ca/cmc/exhibitions/aborig/fp/fpz2f02e.shtml
http://www.sfu.museum/journey/an-en/secondaire1er-middle
http://firstpeoplesofcanada.com/fp_groups/fp_groups_origins.html
https://www.aadnc-aandc.gc.ca/eng/1100100013791/1100100013795
https://www.kairosblanketexercise.org/
https://www.youtube.com/watch?v=_rP8vkG3dmQ
https://www.youtube.com/watch?v=9EBknU7D1OI
https://www.youtube.com/watch?v=RmRFcXrWKCY
https://www.youtube.com/watch?v=QQzBJDoRDsc
https://www.youtube.com/watch?v=aF_unlvjccAned
https://www.youtube.com/watch?v=oJr6jyPNmZE
https://www.youtube.com/watch?v=KRQeColFmlQ
https://www.youtube.com/watch?v=L7LY-fXzhZI
http://www.cbc.ca/news/canada/a-history-of-residential-schools-in-canada-1.702280
http://www.cbc.ca/news/canada/a-history-of-residential-schools-in-canada-1.702280
https://www.youtube.com/watch?v=vdR9HcmiXLA
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What did students struggle with? 
 
What did you struggle with? 
 
What would you add/revise the next time you taught this unit? 
 
Were there any unintended outcomes? 
 
Were students engaged? 
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Appendix B  

Imperialism, Colonialism, and Ethnocentrism Unit Plan  
 

Subject: Social Studies      Grade Level:  9  
         Time Frame: 8 weeks  
 

Unit Overview: 
   
This unit analyzes the role that imperialism, colonialism, and ethnocentrism played in Canada’s development.  
Through critical engagement with various primary and secondary sources, students will learn about the 
motivations behind European imperialism and colonialism, the history of the fur trade, and the impacts European 
attitudes, economic activities and settlement had on Aboriginal peoples.  Students will also learn about the 
conditions that led to immigrants coming to Canada, the conflicts between the government, European settlers, and 
Aboriginal peoples over land and resources, and the federal government’s assimilationist policies. The unit will 
culminate in students carrying out individual inquiry projects on topics such as the Lejac Residential School, the 
Chinese Head Tax, Asiatic Exclusion League and Anti-Asian Riots, Komagata Maru, Potlatch Ban, World War I 
internment, Japanese Internment, and the Sixties Scoop.  
 

 
What essential questions will be considered? 
(Questions that might spark student interest/ 
engagement in the topic?) 
 
What was the impact of imperialism, colonialism, 
and ethnocentrism on different groups in Canadian 
society? 
 
What were the motivations for imperialism and 
colonialism during this period? 
 
What role does imperialism and colonialism from 
this period have on events in present-day Canada?  
 
What evidence is there that imperialism and 
colonialism still influence present-day relationships 
between groups? 
 
In what ways did Aboriginal peoples contribute to 
Canada’s development?  
 
What has been the impact of imperialism, 
colonialism, and ethnocentrism on Aboriginal 
peoples? 
 
Why did immigrants come to Canada?  What 
contributions did immigrants make to Canada’s 
development? 
 
What challenges did immigrants face?    
 
What have been the impacts of past discriminatory 
policies and injustices on different groups in 
Canada?  

What understandings are desired? (Unit 
understandings) 
 
Students will understand that … 
 

• Disparities in power alter the balance of 
relationships between individuals and between 
societies  
 

• Collective identity is constructed and can 
change over time 
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In what ways have different groups resisted 
imperialism, colonialism and discriminatory 
policies and injustices? 
 
 
 

  
What key knowledge and skills will students acquire as a result of this unit? 
 

Students will know … 
 

• Imperialism and colonialism, and their 
continuing effects on indigenous peoples in 
Canada 

• Global demographic shifts, including 
patterns of migration and population growth  

• Discriminatory policies and injustices in 
Canada and the world, such as the Head Tax, 
the Komagata Maru incident, residential 
schools, and World War I internment  

 
 
 
 

Students will be able to … 
 

• Ask questions; gather, interpret, and analyze 
ideas; and communicate findings and 
decisions 

• Assess the significance of people, places, 
events, or developments, and compare varying 
perspectives on their historical significance at 
particular times and places, and from group to 
group (significance) 

• Assess the justification for competing 
historical accounts after investigating points of 
contention, reliability of sources, and 
adequacy of evidence (evidence) 

• Compare and contrast continuities and 
changes for different groups at the same time 
period (continuity and change) 

• Assess how prevailing conditions and the 
actions of individuals or groups affect events, 
decisions, or developments (cause and 
consequence) 

• Explain and infer different perspectives on 
past or present people, places, issues, or events 
by considering prevailing norms, values, 
worldviews, and beliefs (perspective) 

• Make reasoned ethical judgments about 
actions in the past and present, and determine 
appropriate ways to remember and respond 
(ethical judgment)  
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Core Competencies:  
 
Communication 
 

• Connect and 
engage with 
others to share 
and develop 
ideas 

• Acquire, 
interpret and 
present 
information 

• Give, receive, 
and act on 
feedback, and 
reflect on 
learning  
 
 
 

 
Thinking 
 

• Acquire new 
ideas or build on 
other people’s 
ideas  

• Identify criteria 
to analyze 
evidence and 
analyze evidence 
from different 
perspectives  

• Able to reflect 
on and evaluate 
thinking, 
products, and 
assumptions and 
beliefs 

• Explore 
materials, ask 
open-ended 
questions and 
gather 
information and 
consider options 
for proceeding 
in an 
investigation 

• Evaluate sources 
of information  
 
 

 

 First Peoples 
Principles: 
 

• Learning 
ultimately 
supports the 
well-being of 
the self, the 
family, the 
community, the 
spirits, and the 
ancestors 

• Learning is 
holistic, 
reflexive, 
reflective, 
experiential, 
and relational 

• Learning 
recognizes the 
role of 
indigenous 
knowledge 
 

Teaching strategies to 
support inclusive 
education: 
 
Universal Design for 
Learning (UDL) 

• Multiple means of 
representation 

• Multiple means of 
expression/action 

• Multiple means of 
engagement  
 
 
 
 
 

Differentiation 
 

• Content  
• Process  
• Product  

 
• Interest  
• Learning profile 
• Readiness  

Assessment:  
 
Formative Assessment 
 
(What are the students 
doing and teacher doing 
to improve student 
learning? This is not for 
summative grades but to 
inform “What next?”) 
 

• Brainstorming 
webs 

• Note making  
• Written 

reflections  
• Group and class 

discussions 
• Group 

presentations 
• Paragraph drafts  

 
 

Summative Assessment  
 
(Student demonstration of 
their learning, snap shot): 
 

• Textbook 
questions  

• Quizzes/tests 
• Paragraphs  
• Inquiry project 
• Written 

reflection on 
inquiry learning 
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Personal and Social  
 

• Analyze 
complex social 
issues from 
multiple 
perspectives 

• Demonstrate 
respectful and 
inclusive 
behavior and 
support diversity 

• Be kind, work 
cooperatively, 
and build 
relationships 
with others  

 
Learning Plan to Support Student Diversity  
 
Key components: UDL & Differentiation 
 

UDL Principles  Instructional approaches and strategies used in unit 
that support principle 

Multiple Means of Representation  Pre-teach key vocabulary and concepts; use 
PowerPoints to present background information; use of 
graphic organizers including webs and tables; mind 
maps, videos, historical and contemporary maps; 
internet research and assignments;  

Multiple Means of Action and Expression  For inquiry project, students will choose how they 
show their learning.  Some possible choices include: 
create artwork, design a comic, create a digital 
presentation, create a magazine, create a board game, 
create a short video film, write and perform a song, 
deliver a news report, record a podcast, construct a 
model, create a role play, etc.  

Multiple Means of Engagement  Ensure that students have choices or a say in their 
learning.  Through inquiry project, students will select 
a focus area and inquiry question that reflects their 
interests and matters to them.   Students will also be 
involved in designing assessment rubrics for inquiry 
project and other learning activities in unit. Varied 
learning activities such as flexible learning groupings, 
cooperative group work, computer lab, library, etc.  
Opportunities to work individually, in pairs, small 
groups, and whole class.  
First Peoples Principles of Learning – connection to 
local culture, history, and place  
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Differentiation by …  Examples of differentiation built into unit  
Content Use combination of print including comic books and 

non-print resources (videos, audio recordings, maps, 
drawings, photographs, cartoons); community resources 
– e.g., Historic Park when open; local First Nations 
internet sites  

Process Individual, pair, small group, and whole class activities; 
small group instruction to focus on specific skills; 
provide options for students to use a variety of skills 
(reading, writing, listening, speaking)  

Product  Assignment options; tiered assignments; inquiry project 
choices/options that reflect varied interests and learning 
profiles  

Interests Aboriginal content and ways of knowing/learning to 
connect with students; learners will have a say in what 
they are learning and choices of how they will show 
their learning  

Learning Style  Provide range of learning opportunities that reflect 
students’ multiple intelligences/learning styles – i.e., 
discussions, writing, viewing, listening  

Readiness Parallel resources at different reading levels; mini-
lessons on specific topic or skill; plan for scaffolding 
learning for individual and groups of students  

 
Learning Events  
 

Week
s  

Unit Topics  Learning Activities  Assessmen
t  

Resources  

     
 
1-2 

 
Inclusive 
society  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
Day 1/2 
 
Students will use 
prior knowledge 
(including the work 
we did on human 
rights earlier in the 
semester) and class 
learning activities to 
consider the 
question: What does 
an inclusive society 
look like? 
 
Learning activities: 
individual 
paragraph writing to 
the prompt: Do we 
live in a free and 
equal society? 
Individual -> whole 
class share  
(another approach -

 
 
 
 
 
 
 
 
 
Formative  
 
 
 
 
 
 
 
 
Formative  
 
 
 
 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Pivotal Voices: Exploring Identity, Inclusion, 
and Citizenship 
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Key 
vocabulary: 
Identity, 
stereotype, 
prejudice, 
racism, 
ethnocentrism
, 
discrimination 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

> share thoughts 
with a partner, then 
with another pair, 
and then with whole 
class) 
 
 
Learning activity: 
Inclusive society 
role cards and 
indicators activity 
Students discuss 
their “progress” and 
implications for 
inclusion 
 
 
Learning activity: 
Read about/view 
news clip about 
Quebec’s Bill 62 
religious neutrality 
law  
Small group and 
whole class 
discussion of Bill 62 
What questions do 
you have about this 
law? 
What do you think 
about the law?  
What is your 
reaction to the law?  
Students will write a 
personal response to 
following: Do you 
support Quebec’s 
religious neutrality 
law?  Why or why 
not?  
 
Individual/class: 
what the criteria of 
an inclusive 
society? 
 
Final written 
response: looking 
back to what you 
wrote at the start of 
today’s class, how 
has your thinking 
changed?  What 
would you add or 
revise to what you 

Formative 
 
 
 
 
 
 
 
 
 
 
 
 
Formative  
 
 
 
 
 
 
 
 
 
 
Formative  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Formative  
 
 
 
 
 
 
 
 
 
 
 
 

 
 
 
 
 
CBC News  
“I should see your face, and you should see 
mine,” Quebec premier says of new religious 
neutrality law 
 
https://globalnews.ca/news/3813019/quebec-
face-covering-ban/ 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Pivotal Voices 
The Gathering Place: An Exploration of 
Canada’s Capital 
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Unit 
Goals/Inquiry 
Project  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Aboriginal 
Peoples in 
Canada Pre-
Contact  
 
 
 
 
 
 
 
 
 
Imperialism, 
Colonialism  

wrote earlier on in 
the class? 
 
Learning activities: 
 
Small group and 
whole class 
discussion of 
concept of identity  
- what makes up a 
person’s identity? 
- what defines your 
identity? 
 
- learners create 
personal identity 
webs  
  
- Is it hard to 
describe who you 
are as a person? 
What kinds of 
characteristics did 
they select? Are the 
characteristics that 
are easiest to 
recognize the ones 
that are most 
important? What 
makes each of us 
unique? 
 
 
 
 
 
 
Small group and 
whole class 
discussion of 
concept of 
stereotype 
What is a 
stereotype? 
What are examples 
of stereotypes? 
What are 
stereotypes based 
on? 
What is the impact 
of stereotypes? 
 
Negative 
consequences of 
stereotypes:  
prejudice, racism, 

 
 
 
 
 
 
 
Formative 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Formative 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Formative 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
The Kids Book of Aboriginal Peoples in Canada 
Canada: A People’s History  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Canada’s Development power point 
Canada: A People’s History 
 
History of Canada to 1815 power point  
Early Contact and Settlement in New France  
 
The 500 Years of Resistance Comic Book 
 
Wab Kinew – 500 Years in Two Minutes 
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ethnocentrism, and 
discrimination  
 
Solicit students’ 
understanding of 
these terms and then 
pre-teach these 
terms  
 
 
Introduce the 
students to the unit 
goals and provide 
an overview of the 
final inquiry project  
 
 
Learning activity: 
review what we 
already know about 
Aboriginal peoples 
in Canada prior to 
the arrival of 
Europeans  
Read overview of 
First Peoples 
together as a class – 
students asked to 
pull out the “big 
ideas” about 
Aboriginal peoples  
 
 
 
Students will learn 
about the concepts 
of imperialism and 
colonialism, what 
factors drove 
European 
imperialism, and 
French and English 
exploration and 
colonization of what 
is now Canada 
 
Students will also 
learn about the 
impact of European 
imperialism and 
colonization on 
Aboriginal peoples  
 
Students will also 
use primary sources 
to decipher the 

 
 
 
 
 
 
 
 
Formative 
 
 
 
 
Formative? 
 
 
 
 
 
 
Formative 
 
 
 
 
 
Summative  
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explicit and implicit 
messages in the 
drawings by C.W. 
Jeffreys of early 
Aboriginal-
European contact    
 
 
Learning activities:  
Pre-teach key 
vocabulary 
(imperialism, 
colonialism) 
Power Point 
presentations, 
Canada: A People’s 
History videos for 
background 
information 
Written reflections 
on learning? 
 
Small group 
work/presentations 
– European 
explorers, 
settlement, and 
relationships with 
Aboriginal peoples  
 
Students will create 
a mind map to show 
their understanding 
of the concepts of 
imperialism, 
colonialism, and the 
relationship 
between First 
Peoples and 
Europeans 
 
Small group work – 
interpret explicit 
and implicit 
messages of 
historical drawing 
depicting 
Aboriginal peoples 
and Europeans in 
New France  
 
Quiz 

3-4 Fur Trade  
Métis  
Red River 
Resistance 

Students will learn 
about the fur trade 
in Canada, the 
impacts of the fur 

 
 
 
 

The Fur Traders video 
 
Power Point presentations  
Canada: A People’s History  



JOURNEY TOWARDS INCLUSION                                                                                    168 
 

 
 

Northwest 
Resistance  
 
 
 
 
 
 

trade on Aboriginal 
peoples, the 
development of the 
Métis culture, and 
Métis resistance  
 
 
Learning activities:  
 
Prior knowledge 
brainstorm about fur 
trade 
Fur traders video  
Power Point 
presentations for 
background 
information  
Fort St. James 
connection – 
Harmon’s Journal – 
examine historical 
source for different 
perspectives on the 
past  
Dakelh peoples and 
local fur trade 
history  
 
Use note making 
strategies and 
graphic organizers 
to show 
understanding 
content 
   
Canada: A People’s 
History segments 
 
Written reflections 
on key learnings  
 
 
Crossroads/Horizon
s textbook 
comprehension 
questions 
Paragraph writing 
(topics such as role 
of Aboriginal 
women in the fur 
trade, impact of fur 
trade on Aboriginal 
peoples, differences 
between HBC and 
NWC) 

 
 
 
 
 
 
 
Formative  
 
 
 
 
Formative  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Summative 
 

 
Crossroads: A Meeting of Nations 
Horizons: Canada’s Changing Identity 
 
The Story of Canada: The Beginning 
The Story of Canada: The Making of a Nation  
 
Louis Riel: A Comic Strip Biography  
 
Daniel Williams Harmon’s Journal 1800-1819 
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Riel’s Legacy – 
personal response 
paragraph  
Quiz  
 
*Field trip to Fort 
St. James National 
Historic Site (when 
it is open – might be 
able to go in the 
spring semester) 
 
 
 
 
 
 
 
 
 

5-6 Immigration 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Treaties 
 
 
Indian Act 
Reserves 
Residential 
Schools  
 

Students will learn 
about the push-pull 
factors that led to 
immigrants coming 
to Canada  
 
Learning activities: 
Power point for 
background 
information 
Excerpts from 
Death or Canada  
Canada: A People’s 
History segments 
Small group work: 
examine historical 
cartoons on 
immigration, 
decode messages, 
and identify 
stereotypes they 
contain 
 
Brief overview of 
Head Tax, 
Komagata Maru, 
and Japanese 
Internment  
 
Written reflections 
on learning  
 
 
Students will also 
learn about the 
reasons for the 

 
 
 
 
 
Formative 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Formative 
  
 
 
 
Formative 
 
 
 
 
 

The Kids Book of Canadian Immigration 
 
Immigration in 20th Century Canada 
 
Canada: A People’s History  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Project of Heart 
 
Speaking Our Truth: A Journey of 
Reconciliation  
 
Residential Schools – Righting Canada’s 
Wrongs  
 
Residential school videos 
 
Fatty Legs 
 
Outside Circle 
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treaties and impact 
of the treaties on 
Aboriginal peoples  
 
Students will learn 
about impact of 
government 
assimilation policies 
on Aboriginal 
peoples   
 
Learning activities:  
Pre-teach key 
vocabulary (treaties, 
assimilation, etc.) 
Power point for 
background 
information 
Historical maps – 
Numbered Treaties 
and Douglas 
Treaties in BC  
Canada: A People’s 
History segments  
Small group work:  
Examine and 
discuss primary 
document – Indian 
Act  
Residential schools 
– local connection – 
focus on Lejac 
Residential School  
-- examine primary 
sources on the 
school and the death 
of the four boys – 
government 
documents and 
photographs 
 
Read, watch, and 
discuss accounts of 
residential school 
experiences:  
Chanie Wenjack – 
Secret Path  
Gladys Chapman  
IRS Survivors 
Speak Out  
 
Examine 
contemporary 
disputes over land – 
Oka, Clayoquot 
protests, Ts’Peten, 

 
 
 
 
 
 
Formative 
 
 
 
 
 
 
 
 
 
Formative 

 
7 Generations: A Plains Cree Saga  
 
Secret Path – Gord Downie 
 
“The Stranger”  Official Video 
https://www.youtube.com/watch?v=za2VzjkwtF
c 
 
 
Lejac Residential School 
http://www.nadleh.ca/our-people/our-history/ 
 

https://www.youtube.com/watch?v=za2VzjkwtFc
https://www.youtube.com/watch?v=za2VzjkwtFc
http://www.nadleh.ca/our-people/our-history/
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Ipperwash, Site C, 
Jumbo Glacier 
Resort  
 
Written reflections 
on learning  
 
 
 
 
 
 

7-8 Inquiry 
Project  

Unit concepts and 
topics will provide a 
springboard for 
student inquiry 
project 
In their inquiry, 
students will: 
Identify a focus area 
that interests them 
Write a question to 
investigate 
Research question 
and make notes of 
research findings 
Document sources 
of information 
Track daily progress 
and identify next 
steps 
Share inquiry 
development and 
support peers 
Create a product 
that demonstrates 
learning 
Present three big 
learning ideas from 
inquiry with class – 
Celebration of 
Learning  
Reflect on learning  
 
Possible topics:  
Lejac Residential 
School  
Potlatch ban 
Sixties Scoop 
Chinese Head Tax 
Anti-Asian Riots 
1907  
Komagata Maru 
Japanese Internment 
Italian Canadian 
Internment  

Formative 
and  
Summative  
(students 
and teacher 
co-create 
inquiry 
assessment 
rubric) 
 
 
 
 
 

Various 
 
Library and online resources  
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Resources: 
 
Articles 
 
Shingler, B. “’I should see your face, and you should see mine,’ Quebec premier says of new religious neutrality 
law.”  CBC News: Posted October 18, 2017. 
 
Books  
 
Arnold, P. (2016).  The Fur Trade in the West.  Edmonton: Edmonton & District Historical Society. 
 
BC Teachers’ Federation. (2015).  Project of Heart: Illuminating the Hidden History of Indian Residential 
Schools in BC.  Vancouver: BC Teachers’ Federation. 
 
Beardsley, R., et al. (2009). Pivotal Voices: Exploring Identity, Inclusion and Citizenship: The 1907 Vancouver 
Riots.  Vancouver: The Critical Thinking Consortium. 
 
Brown, C. (2007).  Louis Riel: A Comic-Strip Biography. Montreal: Drawn & Quarterly Publications.  
 
Chan, A. (2014).  The Chinese Head Tax and Anti-Chinese Immigration Policies in the Twentieth Century.  
Toronto: James Lorimer & Company.  
 
Cranny, M. (2013).  Crossroads: A Meeting of Nations (Second Edition).  Toronto: Pearson Canada, Inc. 
 
Cranny, M., et al. (2009).  Horizons: Canada’s Emerging Identity.  Don Mills: Pearson Education Canada.  
 
Florence, M. (2016).  Residential Schools: The devastating impact on Canada’s Indigenous Peoples and the Truth 
and Reconciliation Commission’s Findings and Calls for Action.  Toronto: James Lorimer & Company. 
 
Hacker, C. (2002).  The Kids Book of Canadian History.  Toronto: Kids Can Press, Ltd. 
 
Harmon, D. W. (2006). Harmon’s Journal 1800-1819. Victoria: Touchwood Editions. 
 
Hill, G. (2010).  The 500 Years of Resistance Comic Book.  Vancouver: Arsenal Pulp Press.  
 
Hickman, P. (2014).  The Komagata Maru and Canada’s Anti-Indian Immigration Policies in the Twentieth Century.  
Toronto: James Lorimer & Company. 
 
Hodge, D. (2006).  The Kids Book of Canadian Immigration.  Toronto: Kids Can Press, Ltd. 
 
Jordan-Fenton, C. & Pokiak-Fenton, M. (2010).  Fatty Legs: A True Story.  Toronto: Annick Press. 
 
Laboucane-Benson, P. (2015).  The Outside Circle: A Graphic Novel.  Toronto: House of Anansi Press. 
 
Lewis, D. (2002).  Immigration in 20th Century Canada: A Unit Exploring the Positive and Negative Experiences of 
Immigrant Groups and Canada’s Policies Regarding Immigration. Victoria: Ministry of Education.  
 
Lunn, J. & Moore, C. (2007).  The Story of Canada: The Beginning. Toronto: Scholastic Canada, Ltd.  
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Lunn, J. & Moore, C. (2007).  The Story of Canada: The Making of a Nation. Toronto: Scholastic Canada, Ltd.  
 
Owens, A.M. & Yealland, J. (2004).  The Kids Book of Canadian Exploration.  Toronto: Kids Can Press, Ltd.  
 
Robertson, D. A. (2012).  7 Generations: A Plains Cree Saga.  Winnipeg: Highwater Press.  
 
Sandwell, R., et al. (2002).  Early Contact and Settlement in New France: A Collection of Critical Challenges on 
New France from Early Contact to the Late 17th Century. Victoria: Ministry of Education.  
 
Silvey, D. (2005).  The Kids Book of Aboriginal Peoples in Canada.  Toronto: Kids Can Press, Ltd. 
 
Smith, M. G. (2017). Speaking Our Truth: Journey Through Reconciliation.  Victoria: Orca Book Publishers. 
 
Maps  
 
Canada Map 1870 
https://www.collectionscanada.gc.ca/obj/023001/f1/1870-v5-e.jpg 
 
Numbered Treaties Map  
https://s3.amazonaws.com/libapps/accounts/5996/images/map_-_treaties2.jpg 
 
http://www.mediacoop.ca/sites/mediacoop.ca/files2/mc/imagecache/bigimg/canada_treaties_map.jpg 
 
 
Videos  
 
Canada: A People’s History  
The Fur Traders  
 
Websites 
Lejac Residential School 
 
http://www.nadleh.ca/our-people/our-history/ 
 
 
Youtube and other videos  
 
Quebec’s Religious Neutrality Law  
 
https://globalnews.ca/news/3813019/quebec-face-covering-ban/ 
 
“The Stranger” Official Video 
https://www.youtube.com/watch?v=za2VzjkwtFc 
 
Wab Kinew – 500 Years in Two Minutes  https://www.youtube.com/watch?v=L7LY-fXzhZI 
 
A history of residential schools in Canada   http://www.cbc.ca/news/canada/a-history-of-residential-schools-in-
canada-1.702280 
 
Stolen Children: Residential school survivors speak out    https://www.youtube.com/watch?v=vdR9HcmiXLA   
 
 

https://www.collectionscanada.gc.ca/obj/023001/f1/1870-v5-e.jpg
https://s3.amazonaws.com/libapps/accounts/5996/images/map_-_treaties2.jpg
http://www.mediacoop.ca/sites/mediacoop.ca/files2/mc/imagecache/bigimg/canada_treaties_map.jpg
http://www.nadleh.ca/our-people/our-history/
https://globalnews.ca/news/3813019/quebec-face-covering-ban/
https://www.youtube.com/watch?v=za2VzjkwtFc
https://www.youtube.com/watch?v=L7LY-fXzhZI
http://www.cbc.ca/news/canada/a-history-of-residential-schools-in-canada-1.702280
http://www.cbc.ca/news/canada/a-history-of-residential-schools-in-canada-1.702280
https://www.youtube.com/watch?v=vdR9HcmiXLA
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Teacher: Unit Reflection 
 
What aspects of the unit went well? 
 
Which strategies to support inclusive learning were most effective? 
 
Which strategies to support inclusive learning were not effective (as you would like)? 
 
What did students struggle with? 
 
What did you struggle with? 
 
What would you add/revise the next time you taught this unit? 
 
Were there any unintended outcomes? 
 
Were students engaged? 
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