Incorporating Universal
Design for Learning in
Disciplinary Contexts
in Higher Education



Incorporating Universal Design for Learning in
Disciplinary Contexts in Higher Education

UNIVERSITY OF CALGARY | TEACHING ACADEMY

Authors

Sandra Abegglen, Msc, MA | Research Assistant, School of Architecture, Planning and Landscape,
University of Calgary

Dr. Fabiola E. Aparicio-Ting, MPH, PhD | Director, Health & Society, Bachelor of Health Sciences
Program, Cumming School of Medicine, University of Calgary

Dr. Mayi Arcellana-Panlilio, PhD | Senior Instructor, Biochemistry and Molecular Biology, Cumming
School of Medicine, University of Calgary

Dr. Laleh Behjat, PhD | Professor, Schulich School of Engineering, University of Calgary

Dr. Barbara Brown, PhD | Associate Dean, Teaching and Learning, Werklund School of Education,
University of Calgary

Tracey L. Clancy, PhD (c) | Assistant Dean, Faculty Development, Faculty of Nursing, University of Calgary

Patricia DesJardine, PhD (c) | Practicum Coordinator, Community Rehabilitation and Disability Studies,
Cumming School of Medicine, University of Calgary

Dr. Cari Din, PhD | Instructor, Faculty of Kinesiology, University of Calgary

Dr. Patti Dyjur, PhD | Educational Development Consultant, Taylor Institute for Teaching and Learning,
University of Calgary

Carla Ferreira, MN | Senior Instructor, Faculty of Nursing, University of Calgary

Dr. E. Anne Hughson, PhD | Associate Professor, Community Rehabilitation and Disability Studies,
Cumming School of Medicine, University of Calgary

Dr. Anusha Kassan, PhD | Associate Professor, ECPS, Faculty of Education, The University of British Columbia
Chelsea Klinke, MA | Doctoral Student, Anthropology and Archaeology, University of Calgary

Dr. Ebba Kurz, PhD | Associate Dean of Undergraduate Health & Science Education and Director,
Bachelor of Health Sciences, Cumming School of Medicine, University of Calgary

Dr. Fabian Neuhaus, PhD | Associate Professor, School of Architecture, Planning and Landscape,
University of Calgary

Dr. Ganna (Anna) Pletnyova, PhD | Sessional Instructor, School of Languages, Linguistics,
Literature and Cultures, Faculty of Arts, University of Calgary

Robyn Mae Paul, PhD (c) | Sessional Instructor, Schulich School of Engineering, University of Calgary
Houston Peschl, MBA | Instructor, Haskayne School of Business, University of Calgary
Rosalynn Peschl, BComm | Instructor, Haskayne School of Business, University of Calgary

Rod T. Squance, DMA | Instructor, School of Creative and Performing Arts, University of Calgary



About the
Teaching Academy

The Teaching Academy is a community of instructors who have received University of Calgary Teaching
Awards in recognition of their exemplary contributions to teaching and learning. The members of the
Teaching Academy form a dynamic community of teaching and learning scholars from different ranks and
disciplinary backgrounds, positioned to engage in and cultivate educational leadership at the University
of Calgary. The collective depth and diversity of backgrounds and experiences allow engagement with
the entire breadth of the teaching and learning community on campus, encouraging the free flow of ideas
in a vibrant and dynamic network of educators and educational innovators. The Teaching Academy
operates as a working group of on-the-ground professionals interested in supporting the development
of teaching and learning expertise at the University of Calgary.

As demonstrated in this guide, the Teaching Academy is committed to communicating
the importance of teaching, modelling the potential for Universal Design for Learning
to promote equity, diversity and inclusion, and investing in a positive learning environment.

Recommended Citation

Abegglen, S., Aparicio-Ting, F. E., Arcellana-Panlilio, M., Behjat, L., Brown, B., Clancy, T. L., DesJardine, P., Din, C,,
Dyjur, P., Ferreira, C., Hughson, E. A., Kassan, A., Klinke, C., Kurz, E., Neuhaus, F., Pletnyova, G., Paul, R. M.,
Peschl, H., Peschl, R., & Squance, R. T. (2021). Incorporating Universal Design for Learning in Disciplinary
Contexts in Higher Education (M. Arcellana-Panlilio and P. Dyjur, Eds.). Calgary, AB: Taylor Institute for
Teaching and Learning Guide Series.



https://taylorinstitute.ucalgary.ca/awards
https://taylorinstitute.ucalgary.ca/awards

Table of Contents

Introduction

Chapter1:
UDL Across the
Undergraduate Music Curriculum

Chapter 2:

Creating Flexible Learning
Opportunities in an Online Linguistics
Course in the Time of COVID-19

Chapter 3:
Engagement at the Intersection
of Community and Academia

Chapter 4:
Diversity and Inclusion
in the Design Studio

Chapter 5:

A Case Study of Using UDL to
Develop the Skill of Failing Forward
in Undergraduate Business Students

Chapter 6:

Promoting Reflexivity Through
Multiple Means of Engagement: A
UDL Approach to Enhancing Cultural
and Social Justice Responsiveness

Chapter 7:

Incorporating UDL Principles in
an Online Graduate Course Using
a Backward Design Approach

Chapter 8:
Assessment as a Tool for Learning:
How Portfolios Were Designed to

Improve Student Learning and Wellbeing

13

17

22

27

33

39

43

Chapter 9: 48
Student Agency in an
Undergraduate Leadership Course

Chapter 10: 52
| Get By With a Little Help from My Friends:
Applying UDL to Group Projects

Chapter 11: 58
Accommodation is Not Inclusion: Application
of UDL Principles to Support Disability
Diversity in a Post-Secondary Classroom

Chapter 12: 64
Reflections on the Influence of UDL
Within a Nurse Educator Course

Chapter 13: 70
UDL in a University Cell and
Molecular Biology Classroom

Final Thoughts 74



Foreword

On behalf of the Taylor Institute for Teaching and Learning, | welcome you to
this guide on Incorporating Universal Design in Disciplinary Contexts in Higher
Education. Through this guide, a committed group of educational leaders

and teaching award recipients have come together to explore, demonstrate
and provide practical examples of how the principles of Universal Design for
Learning (UDL) can be applied across disciplines to support student learning
and success. This guide builds upon the foundations provided in the TI’s

2018 guide Universal Design for Learning in Higher Education. Each article

is grounded in scholarship, practice, and the wisdom of experience of the
authors. This guide truly brings UDL to life for higher education!

The launch of this guide hits close to home for me. My daughter has dyslexia.

| have seen the benefits of learning experiences, which model the principles
and practices of Universal Design for Learning, firsthand. My daughter’s
learning, confidence, sense of inclusion, wellbeing and success have flourished
in courses that modelled UDL principles and strategies. The benefits of UDL
go beyond academic success - they support the whole learner and strengthen
access and inclusion across our teaching and learning communities.

The three overarching principles of UDL (multiple means of engagement,
multiple means of representation and multiple means of action), provide

a framework for all academic staff and teaching assistants to improve
student learning, and increase access and inclusion in a variety of contexts
across disciplines. UDL seeks to engage and remove barriers for all learners.
| invite you to explore the articles and examples highlighted throughout
this guide. | am confident that you will find practical strategies to adapt
and apply to improve student learning and success in your teaching
context. Most importantly, implementing these strategies will make a
difference to student success and increasing access and inclusion

across our teaching and learning communities.

Dr. Natasha Kenny, PhD

Senior Director, Taylor Institute for Teaching and Learning




Introduction

Universal Design for Learning (UDL) is a set of principles that can be used to guide course
design and delivery with the goal of enhancing the learning for the greatest number of
students (Al-Azawei et al., 2016; CAST, 2018; Rose et al., 2006). CAST (2018) has further
identified three overarching principles for UDL: multiple means of engagement, multiple
means of representation, and multiple means of action and expression.

The first principle, multiple means of engagement,
refers to opportunities for student involvement in
learning, building community and collaborative
learning, student agency in learning, and varying

levels of challenge: it is about how students learn.
Multiple means of representation focuses on the ways
in which students access and understand course
information, including pedagogical approaches,
learning technologies, student choice, different ways of
comprehending content and concepts, and diversity in

Principle Description

Stimulate learning through
opportunities for student
involvement in learning,
building community and
collaborative learning, student
agency, and

varying levels of challenge

Multiple Means
of Engagement

Present content in different
ways and from different
perspectives

Multiple Means
of Representation

Multiple Means of Student demonstration
Action and Expression of learning

perspectives that are represented. The third principle,
multiple means of action and expression, emphasizes
student demonstration of learning. In higher education,
this includes the different ways in which students

are able to demonstrate their learning, opportunities
for feedback on their work, and assessing student
learning at different levels, such as applying concepts
and evaluating a case study. The following chart
summarizes the three principles; for a full description
please see CAST (2018).

Examples from Higher Education

Variety in teaching and learning activities

Peer interaction and collaboration through discussion,
group activities and assignments,
online discussions, study groups and TAs

Engagement through problem solving, inquiry-based
learning, case studies, labs, and other approaches to
learning

Use learning technologies to present content in
different ways, multimodal sources of information,
student-created materials, different perspectives
represented,

Variety in student assessment methods, including
question type on exams

Authentic assessment of learning

Student choice where possible, such as essay topic
or how to do a presentation (in person, recording, or
infographic for example)

Opportunities for feedback
(CAST, 2018; La, Dyjur & Bair, 2018)
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Incorporating UDL in higher education is complex,
varied and nuanced work that instructors are doing
to meet the learning needs of students in their
classes. In this guide we illuminate different ways in
which UDL principles have been implemented across
disciplines and in different ways to enhance student
learning. Each chapter offers a case of how UDL has
been incorporated into learning experiences in higher
education. As you read through the chapters you may
notice a number of characteristics emerging that are
typical of UDL in higher education:

¢ Although disability is certainly important, UDL
in higher education has a far broader reach,
focusing on issues in equity, diversity and
inclusion. (Chapters 1, 4, 11)

« When incorporating UDL, instructors embrace
student and disciplinary diversity as a feature
that can be used to make learning experiences
richer. (Chapter 10)

¢ Many instructors are quick to point out that their
courses are not perfect examples of UDL and
that more work needs to be done to make them
accessible and inclusive. Rather, they are part
of a continuous improvement cycle resulting in
stronger courses with each iteration. It is common
for instructors to start out by incorporating quick
but impactful UDL strategies into their courses
and build on them over time. (Chapters 7, 12, 13)

¢ Incorporating UDL in higher education goes
beyond maximizing learning, to creating meaningful
learning experiences. (Chapters 4, 6, 11, 12)

¢ Students and instructors work to incorporate UDL
into courses. For example, students might create
class notes or graphic organizers, track their own
progress and make decisions about which readings
and activities to do. Group work and peer feedback
can be effective ways for students to learn from
one another. (Chapters 2, 10)
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¢ Student agency is a common theme. Sometimes
this requires the instructor or leader to let go of
the reins and allow students to set the direction for
learning. (Chapters 3, 8, 9, 13)

¢ Student assessment is a critical component of
course design in higher education and therefore
is a fundamental part of UDL. From authentic
assessment to student choice and reflection
activities, instructors are prompted to examine their
assessment practices so that they support the goal
of enhancing student learning. (Chapters 1, 6, 8)

¢ Intentional course design is crucial to meeting the
learning needs of all students (Chapters 7, 11)

e Instructors face numerous challenges in
incorporating UDL principles into their courses,
as evidenced by the COVID-19 pandemic, but the
effort to do so is worthwhile in terms of student
learning. (Chapters 2, 5)

Our goal is to provide discipline-based examples of
courses that illustrate how UDL can be incorporated
into a higher education context. Along the way, we
hope you will be inspired by the work of others.

We wish you great success in your journey to teach
courses that are increasingly accessible and inclusive!

Patti Dyjur and Mayi Arcellana-Panlilio | Editors
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Chapter1:

UDL Across the Undergraduate

Music Curriculum

Author:
Rod T. Squance
rsquance@ucalgary.ca

Field/Discipline:
Music

Introduction

In this chapter | will survey how UDL can be
incorporated throughout the diverse course types
in the undergraduate music program. | will argue
for its application not only within courses, but at
the curricular level.

Music programs generally include: 1) lecture courses
(such as music history), 2) skills training courses
(music theory and ear training), 3) performing
ensembles (orchestra, choir, small ensembles, etc.),
4) private lessons and masterclasses (in performance
and composition), and 5) music education courses,
which combine classroom and experiential learning.
Some courses are hybrids of the above.

The students in these programs are just as diverse,
representing differences in musical and cultural
background, aptitude, career aspirations, the music
they identify with and are dedicated to, and the
means of engagement that excite their passion.

Myriad forms of musical creativity have validity in
the industry, but the approaches to learning and the
means of engagement offered in undergraduate music
programs are often limited. Students with strengths,

By incorporating multiple means of
action, engagement, representation,
and expression into music courses, all
students will have the opportunity to
find their own paths to success.

Course Level:
Undergraduate

Key Words:

Diversity and Inclusion, Music Programs,
Authentic Learning, Student Choice, Equity,
Equitable Learning Experiences

identities and goals aligned with those approaches are
advantaged, while others struggle. This is true across
the various course types. By incorporating multiple
means of engagement, representation, action and
expression into music courses, all students will have
the opportunity to find their own paths to success.

In this chapter | will present what UDL can look like
across the curriculum, along with the benefits this
offers to students.

Diversity of Students

Undergraduate music students have many different
artistic and cultural backgrounds, skills, aptitudes,
career goals and musical passions.

Many different musical paths lead students to post-
secondary music study, and these backgrounds
result in different skills and aspirations. Some
students train formally through private lessons from
a conservatory or private teacher. Others develop

in school and marching bands. Some take lessons in
American popular styles or jazz. Many form identities
around the instruments and musical styles they play.
String players and pianists, for instance, come from
conservatories and play Western classical music,
winds and brass players come from school and
marching bands, while guitarists, drummers and
vocalists often come from mixed backgrounds. Their
dreams, aspirations and artistic values are often
firmly in place prior to arriving at university, owing
principally to the path they took to get there.

Incorporating Universal Design for Learning (UDL) in Disciplinary Contexts in Higher Education
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Cultural background is also a source of diversity
among music students, though not nearly as much
as would represent the diversity of society on the
whole. Nevertheless, students’ skills, aptitudes,
passions, aspirations and identities are significantly
shaped by their cultural backgrounds.

For many students, musical identity is constructed
around a particular musical form with a deep senseof
dedication. Musicians generally dedicate their careers
to a particular music, such as classical music, jazz, or
any of the diverse array of forms in our world. This
dedication is clearly evident in many students early

in their musical development, and only strengthens
as they invest time in their training.

The wide range of musical and cultural backgrounds
outlined above results in different skill sets and
aptitudes. For instance, students with classical
training tend to be strong readers of notated sheet
music, such as the orchestral violinist who can read
their part of a forty-minute Beethoven symphony
accurately without a lot of practice. Students from
other backgrounds are sometimes weaker music
readers and prefer to memorize their music or to
play improvised forms. These tendencies can have
profound impacts on how students engage with
musical performance.

Students also engage with the academic study of
music in very different ways. Music history courses
are generally delivered through lecture and readings
with written assessments. While some students excel
in literary engagement and written expression, most
are better equipped to engage and express in ways
that are aligned with the source of their passion:
musical creativity and performance.

Finally, students aspire to a staggering array of career
goals and specializations: in performance (orchestra,
opera, solo, jazz, rock and other popular styles, and
non-Western music), composition (classical, film,
musical theatre, song writing), academics (historical
musicology, music theory, ethnomusicology),
education (primary, secondary, tertiary, studio,
online), as well as arts administration, music business,
and entertainment law.
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How Students are Disadvantaged
and the Potential for UDL

University music programs are generally designed
around a set of core values and beliefs that naturally
benefit students with skills and interests aligned with
those values. With dedication and hard work those
students can achieve lasting success in their careers.
But many very talented students, whose skills and
interests are not in alignment with those values,
struggle. They become discouraged, come to believe
that they are not very talented musicians, and drop
out in favour of other careers.

Nearly all undergraduate music programs are built
around a common core of study and training in
European classical forms. While many offer training
in jazz, they rarely offer anything more than a few
academic electives in popular music or non-Western
musical traditions. Even when majors like jazz are
formally offered, those students are still often
required to take history and music theory courses
in European classical forms, as these form the core
curriculum. These students often find it difficult
to engage with material they consider irrelevant to
their success. More choice in the curriculum would
offer these students broader means of engagement,
representation, and action and expression,
empowering them to build a program that is best
aligned with their dreams, as well as their strengths
as learners.

Many different musical paths lead
students to post-secondary music
study, and these backgrounds result
in different skills and aspirations.

UDL can be incorporated throughout
the undergraduate music curriculum
to offer increased accessibility to a
diversity of students with different
backgrounds, aptitudes, aspirations,
musical identities and passions.



Students with strong music reading skills naturally
engage with performance via the printed page.

Often with classical conservatory training from
childhood, such as pianists and orchestral string
players, these students read well but are typically

very uncomfortable with improvisation. Since most
undergraduate music programs are designed around
the study of classical music, most performance
courses assume a high level of reading ability with little
expectation of improvisation. This advantages strong
readers while disadvantaging those who are very
talented, but weak readers, making them feel that they
are not good musicians or not talented.

Of course, many music careers require strong music
reading which students must develop. Offering
graduated levels of training to develop this skill can
build up, rather than tear down, the student’s self-
esteem and self-image, helping them to persevere.

Courses where students learn about music are
generally offered as academic courses, such as
music history, in which students engage with textual
material (readings) and lecture. For those pursuing
academic careers in musicology or ethnomusicology,
these academic skills are central, and these students
will succeed because their passion is engaged. But
for those pursuing careers in creative disciplines
such as performance or composition, the weight of
less engaging academic work often causes talented
musicians to struggle.

Because few undergraduate programs offer serious
training in non-Western musical forms, students
interested in careers in popular music and non-
Western musical traditions are generally unable to
enter; they are blocked at the entrance audition. If
these students can’t pursue degrees, then they can’t
become the teachers and professors of the future,
and in a generation, schools and universities will still
lack the expertise to offer programs in these musical
traditions. It is a cycle that entrenches the colonial
position that European classical music is the supreme
musical art, a position that is increasingly untenable
in our society.

UDL can be incorporated throughout the
undergraduate music curriculum to offer increased
accessibility to a diversity of students with different

Incorporating Universal Design for Learning (UDL) in Disciplinary Contexts in Higher Education

backgrounds, aptitudes, aspirations, musical identities
and passions. Through multiple means of engagement,
representation, action and expression, UDL can move
the curriculum towards more equitable access to
learning for all students.

How UDL Can Be Incorporated
and Its Benefits

In the Introduction, | described the typical music
curriculum as having five types of courses. | will offer an
example of UDL and how it can increase accessibility
and equitability in each learning environment. While
some may view these approaches as radical, many

of the general principles have been advocated for

by the College Music Society’s Task Force on the
Undergraduate Music Major (Campbell et al., 2014).

Lecture Courses

In music history and ethnomusicology courses,
students learn about music - how it developed and
what it means to people. Content is represented
through lecture and reading while students express
their learning in written assessments and exams.
These courses have two objectives: learning the
material and developing academic skills. The latter
obviously requires engagement with literature and
written expression. But the former objective, learning
the material, may be better served by a combination
of literary and non-literary means of engagement
and expression. Students learn best through the
excitement of their passion, and most music students’
passion is music making, not music literature.

Music history courses typically culminate in a final
project such as a term paper. For his courses at the
University of Texas at Austin, musicologist Andrew
Dell’Antonio (Nave, 2019) gives students a choice

of action and expression for their final projects on

a given period of music history. They can prepare

a performance of music in the style of that period,
compose a piece of music in that style, write a
traditional paper, or design their own project that

he calls “choose your own adventure”. By offering
these multiple means of engagement, action and
expression, students can choose one that excites their
passion leading to deeper, more meaningful learning.
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Skills Training Courses

In music theory and ear training courses, students
learn to understand and analyse the nuts and bolts
of music and develop their general musicianship
skills around these concepts. Rooted in the European
classical tradition, ear training courses often
emphasize music reading skills. Students that are
good readers are more able to accomplish the tasks.
But music reading is not the only objective in these
courses. Pitch/chord recognition, rhythm training,
musical/physical coordination and reinforcement of
concepts from music theory are also important.

In my ear training courses, I'll regularly bring the class
to a room full of digital pianos, having the students
practice simple, repetitive progressions of jazz
chords. | teach the chords using a combination of rote
demonstration and verbal description, but crucially,
avoiding the use of sheet music. The students are
then tasked with practicing these chord progressions
aurally and by memory, without sheet music, using
their ears and their understanding to find the notes.
This challenges the strong readers to play music away
from the score, and gives the weaker readers, who
generally excel at this task, alternative means

of engagement and expression. This exercise turns
the classical notion of the supremacy of musical
notation on its head. It shows the strong readers

that, beyond the ability to read, improvisation and
memorization are important skills. It also edifies

the weaker readers, unaccustomed to excelling, by
validating their strengths.

Performing Ensemble Courses

Ensemble courses, such as orchestras, bands, choirs
and other specialized performing groups provide an
array of performing experiences. What ensembles
are offered is generally based on what is found in the
world of professional performance and education.
Orchestras provide training for aspiring orchestral
performers, while the bands and choirs prepare
future schoolteachers. These are important course
objectives, to be sure, but they primarily serve
students with these specific aspirations. For others
who may be dedicated to, and identify with, other
musical forms, participation in orchestras, bands

n TAYLOR INSTITUTE FOR TEACHING AND LEARNING

and choirs is tolerated because it is required.

To offer broader means of engagement in the
ensemble offerings, ensemble course offerings

could be based on a rationale that also considers

the strengths, aspirations, musical identities and
passions of students who are not future orchestral
performers or band/choral teachers. This could
include improvisation ensembles, jazz ensembles

and rock bands, or ensembles of non-Western music
(led by culture bearers). A variety of ways to engage
would enhance relevance, value and authenticity, and
empower students to make connections between
content and their goals. The rationale for offering
these ensembles can consider their value in providing
these multiple means of engagement, representation,
action and expression for a diversity of students. This
requires thinking about UDL at the curricular level.

Private Lessons

At the heart of performance training in undergraduate
music programs is private lessons, one-on-one
mentorship in the performance of a musical
instrument, or in composition, for one hour each week.

Similar to performing ensembles, students can be
given a broader choice of content in private lessons

to heighten relevance, value and authenticity. Lessons
generally focus on studies and repertoire from the
European classical tradition to prepare students for
orchestral or solo performance careers. A curriculum
centered on a European-classical core has the effect
of leaving other ethnic and cultural backgrounds

out. Many programs do offer private instruction in

jazz, but to enhance the salience of content, much
broader choices of study could be made available.
Performance lessons could be offered in popular styles
and non-Western musical traditions taught by culture
bearers, while composition lessons could be offered by
specialists in film, musical theatre, and song writing.

Again, this requires thinking about UDL at the curricular
level. It may require instructional expertise beyond
full time faculty, but since virtually all music programs
rely on sessional contract instructors for these lessons,
offering this breadth of choice would simply require
a shift in sessional hiring within current budgets.



Music Education Courses

Combining classroom and experiential learning,
music education classes offer skills and experience to
prepare tomorrow’s school music teachers. Content
is based, sensibly, on a practical rationale: such as to
prepare teachers to direct bands and choirs. But this
excludes virtually all non-Western musical traditions.
Prospective student musicians, wishing to further
develop their skills in a non-Western musical tradition,
are blocked at the entrance audition, justified by the
fact that the program has little to offer them.

To improve this situation, programs could offer a
broader range of courses, including and validating
non-Western musical traditions. This would make the
undergraduate music program more accessible to all
students with more equitability in the available means
of engagement, and action and expression, offering
more choice, relevance and authenticity. It would
make the enrolment of students of non-Western
musical traditions possible, diversifying the student
body and enriching the educational experience for
all. The inclusion of other cultures would benefit the
learning of minority students already in the program,
by valuing their own cultural inheritance and offering
a means to develop their art within it. It would also
prepare a new generation of music teachers to further
extend this diversity into their classrooms.

Conclusion

The incorporation of UDL can benefit students
disadvantaged by the standard way undergraduate
music programs are offered. It can be applied within
specific courses across the curriculum, but also at

the level of curricular design. By offering multiple
means of engagement, it can make the study of music
more accessible, equitable, relevant and authentic

for students with diverse musical and cultural
backgrounds, aptitudes, aspirations, identities and
passions. It enhances the learning of all students by
providing a balance between addressing weaknesses
and taking advantage of strengths to develop positive
identities. It engages students in alignment with their
passions, and it has the potential to greatly diversify
the undergraduate music program, and schools

by extension.

References

Campbell, P., Myers, D., Chattah, J., Levine, V., Rudge,
D., Sarath, E., Higgins, L., & Rice, T. (2014). Transforming
music study from its foundations: a manifesto for progressive

change in the undergraduate preparation of music majors
[Report]. College Music Society. https://www.music.org/pdf/
pubs/tfumm/TFUMM.pdf

Nave, L. (Host). (2019, June 13). Decolonizing the music
curriculum with Andrew Dell’Antonio at the Big Xl Teaching
and Learning Conference [Audio podcast]. Think UDL.
https://thinkudl.org/episodes/decolonizing-the-music-

curriculum-with-andrew-dellantonio-at-the-big-xii-teaching-

and-learning-conference

Incorporating Universal Design for Learning (UDL) in Disciplinary Contexts in Higher Education

12


https://www.music.org/pdf/pubs/tfumm/TFUMM.pdf
https://www.music.org/pdf/pubs/tfumm/TFUMM.pdf
https://thinkudl.org/episodes/decolonizing-the-music-curriculum-with-andrew-dellantonio-at-the-big-x
https://thinkudl.org/episodes/decolonizing-the-music-curriculum-with-andrew-dellantonio-at-the-big-x
https://thinkudl.org/episodes/decolonizing-the-music-curriculum-with-andrew-dellantonio-at-the-big-x

Chapter 2:

Creating Flexible Learning Opportunities
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Course Context

Course Level And Details:

300-level, third-year linguistics course, no
prerequisites. Frequency and duration: two 3-hour
classes a week. A course on connections between
language, ideologies, power and social inequalities.

Course Context:

This third-year linguistics course of 80 students,
normally given in person, had to be redesigned for
the web-based format as the university transitioned
to online course delivery due to the COVID-19
pandemic. The course had no prerequisites and
attracted a heterogeneous student population

from linguistics majors and minors to students
completely new to linguistics who were taking it as
an elective. Furthermore, due to border closures,
some international students were pursuing the course
from their home countries, located in different time
zones, which made it difficult for them to attend
synchronous online classes and participate in live
presentations. Finally, the course also included
students with special needs who had to be provided
with equal learning opportunities.

Application of UDL Principles

Given student diversity, it was evident that | had to
be extremely flexible and inclusive in course design in
order to accommodate varied student needs. Also, |
was eager to adapt the course to online delivery in a
way that would ensure student engagement and
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Course Level:
Undergraduate

Key Words:
Online Learning, UDL, Student Diversity,
Synchronous and Asynchronous Delivery

interactivity, which took more effort to recreate in an
online environment, especially considering the class
duration (three hours).

Consequently, | chose to apply UDL principles to the
course design because it allows taking into account
the complex factors of learning and address the
diversity of learners (La et al., 2018, p. 3). Ralabate
(2016) points out that instruction infused with UDL
strategies “emphasizes interactivity, heterogeneous
grouping, rich scaffolds and supports for learning,
and independent learning” (p. 85).

My ambition was to move away from traditional
lectures in order to provide students with hands-on
experience in sociolinguistics and demonstrate how
linguistic concepts taught in class relate to the life of
our community and students’ own life. | set the goals
in my course outline to:

¢ increase students’ awareness of connections
between language use, ideologies and power;

¢ provide students with practical experience of
devising language policy;

¢ develop greater linguistic tolerance and empathy.

Based on course objectives and context, | incorporated
in class format and assignments the three UDL
principles, namely multiple means of engagement,
multiple means of representation and multiple means
of action and expression. Below | present the choices
of formats and activities | provided for students,

which speak to each of the above principles.
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Multiple Means of Engagement

Discussions:

| offered discussions of course material both
synchronously as part of live Zoom classes and
asynchronously as topics in online forums.

Synchronous discussions included class debates in
Zoom meetings, where | brainstormed general ideas
on a whiteboard, in the chat or live, and peer-to-
peer conversations in Zoom breakout rooms, where
students analyzed examples of the studied concepts.
The learners could connect their existing knowledge
and interests with the theory presented in the course,
which increased their motivation and understanding
of the material.

Asynchronous online discussions on D2L, where
students summed up assigned readings and
connected the discussed concepts with examples
from their own life experience. Asynchronous
discussions also provided the students unable to
attend live class sessions with an opportunity to share
their ideas on the class content. During the six-week
summer semester, there were two vast discussion
forums with ten topics for students to choose from.
The students contributed at least two threads in
different topics and two responses to their peers in
topics other than those to which they posted threads.

Group Projects (3-4 Participants Per Group):

In order to provide students with real-life experiences
of designing a language policy and to promote
student independence in learning, | designed a

group activity in which the students researched the
linguistic landscape of a range of countries of the
world (four different continents were represented).
The students self-enrolled into groups based on their
choice of country and assigned tasks and areas of
investigation to each group member. The students
put themselves into the shoes of professional
sociolinguists: they analyzed the linguistic situation
of the country they selected, identified issues within
its existing language legislation and proposed a more
inclusive language policy. The group project provided
students with multiple means of engagement:
teamwork coordination, individual topic research,
group presentation, peer feedback and finalization

of the last project version.

Multiple Means of Representation

Class Format:

| presented lectures both as live Zoom classes and
as recordings posted on D2L. This way, the students
who were unable to attend real-time classes could
watch class recordings. | structured the class to
cover the content and do activities in the first two
hours of class time and dedicate the third hour to
the Q & A period and student-led class summary,
for whichl used Google Jamboards and Zoom
whiteboard. The class was highly interactive with
students constantly participating in exchanges with
their peers, TA and myself.

Presentation of New Material:

| presented the new material inductively (starting
with examples and small observations and leading
the students to a new concept) as well as deductively
(from general rules to instances). Using these
approaches challenged students to think in different
ways and to make important connections between
individual cases and bigger concepts. | used multiple
media to introduce and discuss the material: videos
(TED Talks, interviews and demos), audio (voice
recordings and speech samples), graphic images
(graffiti, advertising billboards, memes and other
signs representing linguistic information) as well

as more traditional Powerpoint presentations and
assigned readings. The textbook was available in
electronic format on the University library website
and compatible with text-to-speech software in case
students wanted to listen to it in audio format.

I presented the new material
inductively (starting with examples
and small observations and leading
the students to a new concept) as
well as deductively (from general
rules to instances). Using these
approaches challenged students to
think in different ways and to make
important connections between
individual cases and bigger concepts.

Incorporating Universal Design for Learning (UDL) in Disciplinary Contexts in Higher Education
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Group Project Feedback:

The students received instructional scaffolding and
feedback at several stages of the group project: 1)
when presenting a rough draft of the project to their
TA; 2) when sharing the project with their peers in
online discussion posts and providing feedback to
other groups in response posts; and 3) after submitting
the completed project to the instructor. This enabled
the students to stay on track of the instructions and
expectations, assess their progress and improve the
aspects of their work that needed attention.

Multiple Means of
Action and Expression

Discussion Postings and Their Assessment:

In their online posts, students were encouraged to
include multiple media (videos, memes, audios, graphic
images, etc.) as well as thought-provoking statements
and questions to spark other students’ interest and open
up further discussion. To assess student contributions
to discussions, | used rubrics in which | included
performance levels based on such criteria as critical
analysis of assigned readings, creativity and innovation
(original ideas, visual appeal of postings, cues opening
further discussion) and participation (active engagement
in the forum, responses to other students).

Group Project Presentation:

| offered students two options for group project
presentations: synchronous, given to the TA in a
Zoom meeting, and asynchronous, posted as a pre-
recorded video. This allowed the students who were
unable to or did not feel comfortable presenting live
to select an alternative way to present their project.

Final Exam:

For an end-of-semester assessment, | chose to engage
students in a critical reflection of the course. The final
exam resembled a take-home essay and included ten
guestions encompassing all of the course material and
connecting different topics of the course (e.g. different
types of linguistic discrimination). The last exam
question focused on the students’ general experience
with the course: it asked which topic the students most
identified with and why. This type of final assessment
presented students with the opportunity to look back
on the course, reflect on their understanding of the
content and explain the main concepts with examples
from their own experience.
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Implications and
Recommendations

Outcomes:

The incorporation of UDL in course design improved
the flexibility and inclusivity in this heterogeneous
class. Students responded very positively to the
approach and appreciated having a choice of ways in
which they could access the class material, carry out
assignments and interact with their peers. As a result,
their motivation was high, and their participation
was enthusiastic. Despite the challenges of group
heterogeneity, time differences and distances, |
believe | managed to create a community of learners,
connected by ideas, collaboration and activities in a
virtual setting (Wenger et al., 2002).

Students responded very positively
to the approach and appreciated
having a choice of ways in which
they could access the class material,
carry out assignments and interact
with their peers. As a result, their
motivation was high, and their
participation was enthusiastic.

Issues and Lessons Learned:

When the students were doing the group projects,
two groups experienced collaboration issues caused
by the differences in the group members’ work styles.
Some students insisted on planning and fulfilling the
project tasks well in advance, whereas others would
wait until the last moment, not replying to emails

or messages in a timely manner. This problem was
further exacerbated by the COVID-19 quarantine
adjustment the students were going through and

by the difficulty of remote communication during

the lockdown. If | was teaching this course again, |
would introduce group contracts that would clearly
define the roles and duties within each group. Group
members would have to establish a protocol of
behaviour that the group would be expected to follow
while participating in this collaborative activity.



Recommendations:

Instructors should have a clear idea of how they will
distribute grades and design assignments for their
course. | would therefore recommend designing
the course well in advance to make sure the course
components complement each other and match
with the outcomes. Every course element must be
well-thought out and tested before it is assigned to
students: for example, setting up the D2L shell for the
course, agreeing on the role of the TA and creating
rubrics for assignment evaluation. Furthermore,
instructors teaching online should also make an
efficient use of learning technologies supported by
their university to provide students with a choice of
media and an engaging online learning experience.

Impact as an Instructor:

The success of the course made me realize that
application of UDL in higher education contexts is not
only feasible, but vital. Although | turned to UDL out
of necessity caused by courses transitioning online
due to COVID-19, | intend to continue incorporating
UDL in course design beyond the pandemic and
cannot envision returning to traditional rigid lecture
routines. | strongly believe that university classes
should keep pace with changes taking place in our
community and in the world at large. The pandemic
has taught us, instructors, to be dynamic, flexible and
resourceful, and we should continue honing these
skills in the post-pandemic world.

Application of UDL in higher education
contexts is not only feasible, but
vital because it makes classes more
dynamic, flexible and creative.

Incorporating Universal Design for Learning (UDL) in Disciplinary Contexts in Higher Education

Conclusion

The application of UDL in an online linguistics class
has yielded positive results. First, it allowed to
accommodate diverse student needs by providing
them with a range of material presentation forms,
assignment types and interaction methods. Second,
the use of online learning technologies enabled me

to provide students with more choices in different
formats and media. Finally, the integration of UDL
contributed to increased student agency and
motivation. | believe UDL is an efficient framework to
facilitate this undertaking, and, when coupled with the
use of learning technologies, it can support innovative
developments in higher education.
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Introduction

Universal Design for Learning (UDL) in higher
education is grounded in engagement, representation,
action, and expression, which, | argue, are likewise
integral to place-based (Mannion, Fenwick, & Lynch,
2013) and community-driven pedagogy (Gruenewald
& Smith, 2014). In higher education, UDL is used as

an educational framework that “guides the design of
courses and learning environments to appeal to the
largest number of learners” (La, Dyjur, & Bair, 2018,

p. 3). Through this, UDL is meant to improve the
educational outcomes of students through changes in
course design, learning experiences and environments,
teaching practices, and student assessments, making
learning more accessible to students with diverse
backgrounds (Al-Azawei, Serenelli, & Lundqguvist, 2016;
La, Dyjur, & Bair, 2016).

This chapter focuses on how “multiple means of
engagement,” can enhance student learning at the
intersection of community and academia. In UDL,
engagement strategies are employed to better
connect course instructors with the interests of their
learners, support self-reflection and self-regulation of
learning, and promote collaboration among peers and
instructors (La, Dyjur, & Bair, 2016). Multiple means

of engagement allow the instructor and students

to meet at different learning levels and recognize

the diversity in not only student bodies, but also in
instructors and their teaching methods (La, Dyjur, &
Bair, 2018).
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Background

When the University of Calgary (UCalgary)

campus closed in March 2020 due to the COVID-19
pandemic, our academic community was faced

with unprecedented challenges as classes shifted
online and distant travel was halted. When my
fieldwork was placed on hold, | turned my attention
to local food networks in Calgary, observing gaps

in access to, security with, and sovereignty over
healthy food choices for our most food-insecure
populations. To engage with local food politics,

and to gain hands-on experience in community-
based agrarian research, | entered into a Faculty of
Graduate Studies Transformative Talent Internship
(TTD (Transformative Talent Internships, 2020) as the
Executive Director of the not-for-profit Grow Calgary.
Run entirely by volunteers, 100% of the non-GMO
food produced is donated to 21 food access agencies
serving Calgarians living below the poverty line. While
supervising 40 coordinators across 16 departments,
over 500 volunteers, and 83 Small-Scale Agricultural
Farm Management Certificate trainees (many of
whom were UCalgary students), | employed a praxis
influenced by the UDL principle of multiple means

of engagement. For four months, my facilitation
techniques were aligned with learning outcomes for
both myself and my trainees to guide our learning
processes and facilitate continual reflection.
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Learning Outcomes

In any course, learning targets serve as indicators

to measure and evaluate engaged learning (for

both the instructor and students or trainees)
(Ambrose, et al., 2010). At the onset of my TTI, |

set five specific, measurable, attainable, relevant,
and time-bound (SMART) goals for my position as
Executive Director (Lawlor & Hornyak, 2012). My
first task was to develop a multi-level, free training
program to build the capacity of aspiring agrarians
in advanced urban farming and leadership skKills.
Trainees would accrue hours at their own pace while
striving to meet learning outcomes in agroecology,
crop care, water, soil, greenhouse design, safety, and
management. Within each category, SMART goals
on composting, irrigation, seed diversification, crop
rotation, and many more practices were determined
in collaboration with the trainees. For instance, “by
the end of my certificate program, | will be able to:

1 | Facilitate discussions on sustainability,
biodiversity, and the ecological benefits of
small-scale agriculture.

2 Transplant seedlings safely.

3 | Identify common pests and manage harmful
species naturally.

4 | Harvest and process different varieties of crops.”

UDL in Action

Situated as both a learner and instructor, | worked with
trainees to operationalize the UDL principle of multiple
means of engagement by differentiating teaching

and learning activities, and integrating opportunities
for interaction and collaboration, choice, feedback,
reflexivity and self-regulation. By emphasizing
distributed knowledge and a repositioning of the
singular ‘gatekeeper of knowledge’ in a lecture hall

to one that is part of the aggregate knowledge of

a community, a learner-centered environment was
built that fostered intentional community-building,
exchange, and polyvocality (McCombs & Whistler,
1997). This was accomplished by creating shared
norms and expectations; highlighting and valuing
intersectionality within our learning community;
relating content to trainees’ lives; and promoting a
dialogic learning environment. These are just some

of the ways in which engagement was diversified to
enhance learning within a larger transformative agenda

(Pisters, Vihinen, & Figueiredo, 2019).

| then developed assessments, guided practice,
formative and summative applications that would
measure deep learning. It was also important for

me to factor in dynamic elements influencing the
learning environment, such as facilitation style and
approachability; cultural customs and native languages
of my learners; and dominant theories and practices of
my Food Studies discipline’s time. In both my TTIl and
the training program, factors such as weather, pests,
transportation, number of other trainees present, and
growth rates of crops further influenced the feasibility
of particular teaching and learning activities.

A Day in the
Experiential Classroom

Winding my way through an awakening city, a clear
sky and crisp morning chill indicated it would be an
enriching day out on the land. With a coffee in hand,
my mind began preparing for the 8 A.M. shift ahead,
including which learning targets and activities we
would set out to achieve. Soon, horizons of prairie
pastureland came into view as the city sprawl faded
into the distance. As my car rattled down the long,
dirt path, eight greenhouses dotted the landscape,
sheltering tomatoes from yesterday’s hailstorm. |
wondered what the damage would be for the rest of
the produce growing outside in no-till ‘lasagna’ beds.
To my delight, several certificate trainees had already
arrived and begun surveying the land for potential
hazards, plants in need of water, and tools left outside
from yesterday’s shift.

Once everyone arrived, we came together in a circle
to introduce ourselves, acknowledge the land and its
long-held stewards, and discuss the safety protocols
and learning objectives for the day. Teamwork and
cultural awareness were built by encouraging the

use of trainees’ first names and preferred gender
pronouns, as well as common phrases in their
language if they were not primarily English-speakers.
Cultivating an intentional and safe environment for all
trainees to be heard and understood was central to
our experiential learning program. This was especially
important as some trainees were joining for the

first time while others had already accrued over 50
hours. Therefore, as an instructor, | had to be mindful
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of differentiating instruction and tailoring learning
targets to meet the needs of my learners. To facilitate
this process, | worked alongside Farm Managers
(similar to Teaching Assistants), who supported
trainees in meeting their SMART goals, as well as
delegating tasks, monitoring progress, and making
adjustments as necessary.

The overarching goal or thread that tied each lesson
together was ‘Keep Plants Alive’ (KPA—acronyms
are used to engage learners and help them recall
important concepts and practices). From that point
of departure, we started morning shifts by prompting
trainees to irrigate all crops on the farm. This 20-

30 minute group activating strategy encouraged
interaction among trainees, thereby strengthening
cohort bonds and lines of effective communication.
First, a Farm Manager facilitated a tutorial for using
the water pump, handling hoses, and differentiating
between soft, aggressive, low and high watering
techniques. Trainees were given the choice to water
outdoor crops (i.e. squash, corn, kale, and peas) with
the hefty hoses (Figure 1), or tomatoes in greenhouses
with watering cans. During this task, the Farm Manager
and | would walk around the outdoor classroom
prompting trainees to identify the plants they were
watering, the pollinators they observed, and any
changes in plant health they had noted. We would
pose questions such as, “which plants require more
mulch around their bases? Were any plants damaged
by sun exposure or hailstorms? Which plants need

to be thinned, pruned or harvested?” If | noticed

that a trainee was using an aggressive, low watering
technique for plants that required soft, high watering,
| would gently instruct them to adapt their approach
and review the reasoning behind the methods.

Before diving into a guided practice on transplanting
seedlings, all trainees were encouraged to take a
break and rehydrate. During this time, we reflected
on the learning process thus far and discussed best
practices for water conservation, effective irrigation
engineering, soil erosion management, companion
planting and mulching for soil structure, and
environmental conservation via minimization of the
farm’s impact on the land (meeting Learning Target
1. We next gathered around an outdoor table to learn
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proper handling technigues for transplanting peas.
After several demonstrations by a Farm Manager,
trainees took their places in an assembly line, mixing
soil and compost to prepare the pots, transplanting
seedlings from smaller into larger pots, watering and
covering the roots with mulch, and placing them in a
shaded spot for 24 hours (meeting Learning Target 2).
If | observed a trainee pulling the seedling out of its
germination tray from the root, forgetting to water or
mulch, or placing it in the sun, | would prompt another
trainee to reiterate the process and, if necessary,
assign pairs for guided mentoring.

After 20-30 minutes, we took another water

break, reflected upon the learning outcomes from
transplanting, and discussed best practices for

seed germination, indirect versus direct planting,

sun exposure and irrigation frequency, and how

to test the soil to determine watering needs. We

then shifted to independent learning activities to
promote student choice and self-regulation. One
trainee chose to work in the seed bank, sorting mixed
packets of seeds into their corresponding containers
and compiling a database of seed varieties (Figure
2). Another artistically inclined participant painted
signage around the farm to help other volunteers
identify crop types, waste management stations, and
greenhouse numbers. A pair of trainees tended to the
carrot beds, weeding thistles and thinning rows for
optimum sun exposure and resource allocation below
the surface. Others pruned and processed tomato
leaves for a natural pest management spray (meeting
Learning Target 3), constructed a new greenhouse
out of recycled materials, and turned the compost
piles. Again, the Farm Manager and | walked around
to each station answering questions, instructing best
practices in an approachable tone, and consistently
aligning their activities back to the learning target of
the day: KPA.

In the last half hour of the morning shift, all trainees
would harvest produce to donate to one of our 21
food access agency partners (meeting Learning
Target 4). | would instruct the Farm Manager to
demonstrate optimal techniques for harvesting
zucchini, chamomile, kohlrabi, cauliflower, beans, and
more, which were placed into 5-gallon buckets for



easy transport. Everyone dispersed independently

or in pairs to harvest a crop of their choice. With
bountiful produce in hand, we returned to where we
began in a closing circle. Reflecting on our morning,
each participant, whether they be a trainee, instructor,
or Farm Manager, indicated what they would ‘Add,
Remove, and Keep’ (ARK) from their shift. This
dialogic practice encouraged learners to critically
engage with and become invested in their learning
process and leadership abilities. The closing circle
also served as a formative assessment to measure
deep learning. | would ask, “in which learning activity
did you absorb the most information? Do you now
feel confident teaching that activity to a peer? Which
instructions could have been presented more clearly?
How could we have completed a task more efficiently
and effectively?” With all voices and opinions heard,
we captured the day with a photograph holding up
our buckets of produce that we delivered to a social
agency in Calgary.

Exhausted and covered in dirt on my drive home,

| reflected upon my approaches to teaching and
learning, and my own access to food and the
nutritional security | am privileged to have. Many

of our food recipients living below the poverty line
do not have the means to grow their own fresh
produce and must make difficult decisions around
affordable food purchases. Bridging the gap between
academia and community-driven initiatives through
engaged learning can play a key role in rural, urban,
and agrarian development. In turn, this will build the
capacity and knowledge of ecologically sustainable
and culturally relevant food production.

Lessons and Recommendations

In this chapter, approaches to engagement were
contextualized within a framework of place-

based, community-driven transformative agendas
addressing food insecurity. Examples of differentiated
teaching and learning activities, opportunities for
interaction and collaboration, choice and feedback,
reflexivity and self-regulation, and diverse means

of engagement were provided. Incorporating UDL
into the design and learning outcomes for the TTI
and certificate course encouraged trainees to be
active participants in their own teaching and learning
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processes. Trainees not only developed technical
skills in advanced urban agriculture, but honed their
interpersonal leadership abilities to train future
agrarians in agroecological methods. In the words of
a participant, “I liked how in the multi-tiered training
program | could accrue 50 hours before taking on a
leadership position. Having the previous experience
gave me more confidence, foresight, and empathy for
newer volunteers.”

By the end of the season, a total of 83 trainees were
enrolled in the certificate program, eighteen of whom
accrued 50 hours in Level |, progressed to Level I,
and became Farm Managers who trained incoming
volunteers. From the Level Il cohort, three trainees
accrued an additional 100 hours, progressed into
Level Ill, and were responsible for leading a project
on the farm. These numbers support the argument
that when approaches to instruction align with

UDL principles, learners are more likely to become
invested in the material and learning process, and
therefore are more likely to enhance their cognitive,
technical, and interpersonal capacities.

If this training course in Small-Scale Agricultural
Farm Management were taught in a post-secondary
setting, it would benefit from more direct student
responsibility over their specific learning activities and
associated learning outcomes. From the perspective
of Farm Managers and lead instructors, it sometimes
proved difficult to pre-plan group learning activities
as all participants had varying levels of prior training.
Each student could create their individualized weekly
learning target and align it with applications and
assessments determined in partnership with the
Farm Manager and the overall needs of the farm.

Reflecting on our morning, each
participant, whether they be a trainee,
instructor, or Farm Manager, indicated
what they would ‘Add, Remove, and
Keep’ (ARK) from their shift. This
dialogic practice encouraged learners
to critically engage with and become
invested in their learning process and
leadership abilities.
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Further Reflections

While our UCalgary campus, and many others around
the world, remain partially or fully closed due to the
pandemic, it may prove difficult or impossible to
employ place-based and experiential learning lessons
in the near term. Nevertheless, post-secondary
courses—in virtual settings—can still be scaffolded

by transformative community-driven agendas

and grounded in the UDL principle of multiple

means of engagement. For instance, instructors

can connect groups of students with community
organizations to support their social justice and
organizational frameworks. Students can conduct
needs assessments, develop strategic plans, increase
media presence, write policy reforms, and network
with stakeholders to support the organization’s
goals. By creating a learner-centered classroom

with differentiated instruction, student choice,
reflexive learning, opportunities for collaboration,
and exchange of diverse perspectives, the student
learning experience can be enhanced, and community
connections built.
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Introduction

The design studio has a long history in design
education, both as a method for learning and as a
place for learning (Drexler, 1984; Madrazo, 1994;
Peters, 1979; Schoén, 1985; Van Zanten, 1975; Wingler,
1975). This case study explores how the practice in
the design studio links with the Universal Design for
Learning (UDL) framework (La, Dyjur & Bair, 2018)
and in particular the UDL principles: Multiple Means
of Representation, and Multiple Means of Action
and Expression. The UDL framework models the
idea of Universal Design (Centre for Excellence in
Universal Design, 2020), which is the design of the
built environment and of artefacts so they can be

Design studio education, in person,
and even more so online, needs to be
diverse so all students can succeed.

used by the widest range of people in the widest
range of circumstances without the need for adaption
(The Center for Universal Design, 1997). Thus, as a
starting point, we assume a close link between the
UDL framework, and the teaching and learning in
Architecture, Planning and Landscape Architecture.
The chapter aims to critically reflect on that
assumption with the help of two case study examples:
the interdisciplinary advanced design studio course
‘Interchange: Cross Culture Approaches to Design’
and the urban design studio course ‘Kuniya’ that was
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delivered entirely online because of the Covid-19
pandemic. The chapter argues that design studio
education, in person, and even more so online, needs
to be diverse so all students can succeed. An inclusive
design education is a pre-set for developing Universal
Design in professional practice, as a fundamental
condition of good design.

Case Studies:
The Interdisciplinary and Urban
Graduate Design Studio Courses

The discussed design studio courses are taught at
the School of Architecture, Planning and Landscape
(SAPL): the fall 2019 course ‘Interchange: Cross
Culture Approaches to Design’ and the fall 2020
course ‘Kuniya’. Design studio courses, at SAPL

and other higher education institutions, provide
students with opportunities for experiential

learning (Chickering, 1977; Gibbs