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Abstract
Despite evolution from the handicapped-access design of the 1960s to current universal
design, society has yet to consistently implement socially inclusive and functionally and socially
sustainable built environments for people with disabilities. This study has concentrated on
deriving an effective inclusive-design learning framework for built-environment designers.
Nineteen participants from five disparate realms (disability studies; environmental design; lived
experience of people with physical and visual disabilities; occupational therapy; orientation and
mobility; and social work) were interviewed over a 14-month period. Three rounds of interviews
were conducted with each participant from each realm. A grounded theory research methodology
was applied to elicit the in-depth tacit knowledge of participants who retained a mean average of
22.8 years in their respective realm. The result has been the discovery of a coalescing in
disciplinary and lived experience theories, conceiving a new term: Environmental Design
Transinclusive Learning Theoretical Approach Framework. This framework relies upon four
dynamic, holistic, complex, and mutually interactive transinclusive learning dimensions of: (a)
embodiment, (b) lived experience in environment, (c) transdisciplinarity, and (d) social
sustainability—all interacting on a self-directed-learning and adult-education foundation. This
vital discovery could well act as a catalyst for professional-cultural and emancipatory-learning
shifts toward more socially inclusive design.
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Chapter 1. Diversity
If the artist does not perfect a new vision in his process of doing, he acts mechanically and
repeats some old model fixed like a blueprint in his mind. ~Dewey (2005, p. 52)
The North American population has continued to diversify with the influx of immigrants
from around the world, to people of all age groups, and a burgeoning seniors’ population. People
with varied disabilities are part of this diversity. This study concentrated on how environmental
designers may become more sensitive to and proficient in developing effective and inclusive
design for people with disabilities. In this study, “people with disabilities” refers to individuals
who are limited in performing daily tasks. The related social implications could be eased if
designers learn more-inclusive means of designing built environments. Although this study has
not dealt with particular impairments, it examined the related daily built-environment limitations
and associated social stigma or implications of the impairment. The disabling impacts were vital
here, even though it has become increasingly important to build upon the abilities of individuals
rather than their inabilities (World Health Organization, 2001, 1980, 2002). Further clarification
of this disability focus will unfold throughout the dissertation (particularly in the assumptions
and definitions subsections). In part due to time and scope constraints, this study has dealt with
the learning of equitable access-design considerations of people with physical and/or visual
disabilities. To be inclusive and to accommodate such populations, it is no longer sufficient to
assign people who have disabilities to what is conceptualized as special recreation or
employment programs (only two examples), since people with disabilities have increasingly
integrated with their community. Despite such a global statement, the reality is that our built
environment has not consistently or effectively found a way to reinforce such integration and
inclusion for its users.
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The goal of this study was to identify a means of educating environmental designers
about more-inclusive forms of design for people with disabilities. This dissertation, the Inclusive
Design Education of Environmental Designers: A Transdisciplinary Approach examined how
adult education could stimulate and support socially sustainable and socially inclusive forms of
design, and was intended to inform external and/or internal built-environment designers. The
research took a transdisciplinary versus an interdisciplinary or multidisciplinary approach.
Differentiating between interdisciplinarity, multidisciplinarity and transdisciplinarity
approaches have been illustrated by Nicolescu (2002):
Interdisciplinarity concerns the transfer of methods from one discipline to another,
distinguished through three degrees of interdisciplinarity (degree of application;
epistemological degree; and degree of generation of new disciplines). . . .
Multidisciplinarity concerns studying a topic not in just one discipline but in several
disciplines at one time . . . yet brings this [viewing and working with the topic from
multiple-disciplinary views “plus”] from a home disciplinary research base. . . .
Transdisciplinarity concerns that which is at once between disciplines, across the
different disciplines, and beyond all disciplines . . . the three “pillars of
transdisciplinarity” being levels of reality; the included middle; and complexity.
(pp. 42-44)
In comparison with interdisciplinarity and multidisciplinarity, transdisciplinarity is
multireferential and multidimensional. . . . The transdisciplinary vision is resolutely open
insofar as it goes beyond the field of the exact sciences and demands their dialogue and
their reconciliation . . . The keystone of transdisciplinarity is the semantic and practical
unification of the meanings that traverse and lie beyond different disciplines. It
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presupposes an open-minded rationality by re-examining the concepts of “definition” and
“objectivity.” (p. 149)
A transdisciplinary approach was chosen to guide this study due to its complex nature,
requiring the analysis of different levels of reality in the various disciplines and lived experiences
being studied. The study involved much more than interdisciplinarity and multidisciplinarity, as
“the included middle” between the various disciplines required complex analysis to elicit the
study’s transdisciplinary approach. This study, then, derived a newly proposed “transinclusive
learning theoretical approach” for more effective learning by environmental designers about
inclusive designing.
North American society has shown much promise of an impending paradigm shift
(Denzin & Lincoln, 2000; Kuhn, 1996) from the well-entrenched Handicapped Access and
Barrier-free Design approaches (Associate Committee on the National Building Code, 1965;
Canadian Standards Association, 2004, 2012; Central Mortgage and Housing Corporation, 1974;
Safety Codes Council & Alberta Municipal Affairs, 1999; Safety Codes Council & Government
of Alberta, 2008). Society is more likely to accommodate the needs of diverse populations with
more-inclusive design principles. A central challenge in making the paradigm shift relates to the
education of designers before and during their respective careers. Transdisciplinary-complex and
dynamic educational bases were the basis of this study. Such educational foundations could
strongly affect design-school curricula and designers’ workplace culture.
Background
The background of the study has been separated into three subsections: (a) a short
historical perspective outlining the evolution toward what North America now describes as
universal or inclusive design (these two terms are differentiated as the study progresses), (b) a
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description of the professional and personal background of the researcher, and (c) the problem
examined in the study. Naturally, the personal, professional, and historical nuances are often
mutually influential; hence for example, the reader will note some of the history behind access to
built environments being repeated in the subsection describing the problem. This background
will conclude with a summation of the problem as a prelude to listing the central and secondary
research questions.
Historical Perspective
The following short historical overview deals with the evolution toward universal and
inclusive design in North America, considering the focus of this study is Canada and the United
States. The review did not neglect the design theory explorative advancements in other
developed countries but acknowledged our North-American-centric approach to incrementally
more-accessible design. The premise of universal and inclusive design did not spring up this
century but more-inclusive ways of ensuring access to built environments evolved in the mid20th century and is now blossoming. Preiser and Smith (2011) supported this assertion in their
introduction to the second edition of the Handbook of Universal Design. Their opening with “A
century’s worth of change [in the first decade of our current millennium]” stressed the worldwide
impact of incessant and incremental urbanization in developing and developed countries. They
referenced economic growth with just as many threats of economic hardship around the world.
They emphasized global health issues (at times due to natural disasters). They noted major
technological advances and alluded to social and socio-cultural issues and parallel social
advances. These changes have culminated in a demand for more-holistic and universal ways of
planning and designing (pp. xxiii-xxiv).
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In Canada, the first evidence of a regulatory and legislative mechanism for Canadians
with disabilities to access buildings occurred in the National Building Code of Canada, with the
publication of Building Standards for the Handicapped 1965, Supplement No. 5 to the National
Building Code of Canada (Associate Committee on the National Building Code of Canada,
1965). This was part of a North American movement toward more participatory citizenship and
involvement of people with various disabilities. People with disabilities were speaking out more
frequently and stressing how they expected to be fully involved in the community. With such
anticipated social involvement and softening of traditional institutionalization of people with
disabilities came the “Handicapped Access Movement” and the need for physical access to built
environments open to the public (Associate Committee on the National Building Code, National
Research Council, 1965). Using the anachronistic and inappropriate descriptor “handicapped” in
the context of this study was intended only as a historical reference, since both the word and its
associated forms of accessibility (in the later evolutionary conjunction with the barrier-free
access design paradigm) have become part of our access-design-evolutionary history (Mace,
1985; Preiser & Ostroff, 2001; Preiser & Smith, 2011; Steinfeld & Maisel, 2012; Welch, 1995).
The handicapped access paradigm, however, ensured only basic access to and use of
salient aspects of a structure and its facilities. An individual in a wheelchair could expect to be
able to enter a building and perhaps use the washroom. There was little consideration given to
how the building user with a disability could participate in the primary function of the building
(for example, locating an accessible seating area in an auditorium or participating in a public
meeting or attending a luncheon in the restaurant, etc.). The handicapped access initiation to built
environments generally available to the public graduated into what was entitled the “Barrier Free
Design Paradigm.” This shift related to how building users with disabilities required more than
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simply locating parking, entering a building, and using a washroom. It was felt the individual
should be able to circulate in the building, use ancillary facilities that were provided to other
members of the public and ensure they could participate in the primary purpose of the building.
The barrier-free paradigm expanded beyond people with physical or mobility issues to include
people with sensory, age-related, and even (to a minimal extent) intellectual disabilities. The
barrier-free design concept stimulated exploration as to how a built environment as a whole
would become not only accessible but also more functional for building users with disabilities.
One example of how the barrier-free design concept built on handicapped access was the
conceptualization of a barrier-free path of travel. Lack of barriers ensured that a person with a
disability would not only be able to access the main function for which the building was
intended, but how one could park, enter a building, circulate in the building, and have equitable
and safe access to pertinent ancillary facilities.
Regardless of the progress from handicapped access in the 1960s to barrier-free access in
the mid 1970s and 1980s, the barrier-free paradigm had its limitations. A fundamental flaw was
its reductionistic foundation. Unless an environmental designer was sensitive to the underlying
principles behind how a person with a disability used the surroundings, the designer could follow
only the prescriptive dimensions and various templates set out, in certain contexts and ways, for
the creation of a more accessible structure. Following the prescriptive procedures and criteria did
not ensure a fully accessible or usable built environment for people with disabilities. Fitting the
jigsaw puzzle criteria together did not mean coordination or how people with a disability
functioned in their surroundings.
This history brings us to the current paradigms of universal and inclusive design. Ron
Mace introduced the universal concept in 1985 (Mace, 1985). He proposed seven principles of a
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more holistic, flexible and premised-based paradigm. The seven universal design principles were
to ensure: (a) equitable use, (b) flexible use, (c) simple and intuitive use, (d) provide for
perceptual information, (e) have tolerance for error, (f) have low physical effort, and (g) provide
for size and space for approach and use.
Since universal design and inclusive design have often been applied in similar ways in
North America, it is essential to clarify what is meant by “inclusive design,” as this important
phrase is used in the context of this dissertation. Inclusive design, for the purpose of this study,
concerns the intricacies of access and social inclusion and sustainability to built environments by
people with physical and visual disabilities. Inclusive design is based on the principles of: (a)
people—placing people at the heart of the design process, (b) diversity—acknowledging
diversity and difference, (c) choice—offering choices where one design cannot fit all, (d)
flexibility—providing for flexibility in use, and e) convenience—providing for convenience and
enjoyment for everyone (Nussbaumer, 2012, p. 33). Inclusive design, through the five principles
listed, considers the issue of way-finding for people with visual disabilities, which is of major
importance and consistently measured or planned for under the universal design paradigm. Based
on the principles embracing diversity, choice, convenience and enjoyment of built-environment
usage, way-finding would be part of the inclusive-design access-paradigm formula. While there
are similar principles in universal and inclusive design paradigms, the reader should note that
inclusive design emphasizes people, including more socially oriented and sustainable usage of
structures (diversity, choice, convenience and enjoyment).
The evolution from being able only to enter a building to using it in equitable ways
developed from the 1950s and 60s to today (2015). This design-concept evolution came with
great effort and with people having disabilities speaking out along with their advocates (many of
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the advocates being designers and occasionally people with disabilities who became designers).
There have been a multitude of committees and councils formed to address access-design needs.
There have also been seminal pieces of legislation passed. Creative design concepts have helped
to revolutionize the way designers and builders are beginning to think in more diversepopulation ways. Some of these organizational entities, related legislative mechanisms, and
creative design concepts have been woven into the problem subsection in this study.
From a global perspective, Ostroff (2011) reflected on how the terms “barrier-free design,
accessible design, inclusive design, design-for-all, and universal design all hold somewhat
divergent, historical and cultural meanings.” Ostroff stated:
[There] has been a developmental change in the language used in some countries, not
only reflecting the evolution of initial efforts to remove barriers that exclude people to a
more inclusive design [emphasis added] approach, but also changing social policies and
growing globalization. (p. 1.5)
Inclusive design, in the context of this dissertation and in relation to the proposed
“Transinclusive Learning Theoretical Approach” examines the true participatory and socially
sustainable basis of the social inclusion of built-environment users with disabilities (as compared
to the historical prescriptive and more performative goals of design). Inclusive design is meant to
imply a more appreciative approach compared to the traditional handicapped access and barrierfree designs, which have continued to stress the barriers and handicapping conditions to be
overcome (Ostroff, 2011, p. 1.5; Watkins & Mohr, 2001).
The education of environmental designers in relation to the access design paradigms have
evolved in an ad hoc way, with some schools of design taking up the challenge by offering entire
courses or programs in universal design (IDea Center, 2011a, 2011b, 2011c, 2011d; Mount
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Royal University, 2011; University of Alberta, 2011; University of Salford, 2011). Other schools
of design provide a one-class guest lecturer speaking about the concepts behind universal design
as the only requirement for an entire degree. Various modes of instruction and curriculum
development from face-to-face or even field-trip experiences are offered online. The point is,
while the three paradigms have evolved through the past half-century, evolution in the way in
which designers learn about these concepts has not kept pace in formal or even informal learning
contexts.
Researcher’s Background
The following passage describes the researcher’s personal, educational, employment and
voluntary-service endeavours. It includes personal perspectives on disability topics in general
and immersion in what may be termed the culture of disability since my birth.
Personal history: 2014 marked the 35th year of my volunteer involvement in barrier-free
access regulation with the Alberta Building Code, and my more recent involvement with the
Barrier Free Council, under the Safety Codes Council in Alberta. The council and its two
advisory-committee predecessors (the Committee for Review of Building Standards for the
Physically Disabled and, later, the Barrier Free Design Advisory Committee) in conjunction with
the evolution of local civic advisory committees, have witnessed incremental strides in barrierfree access to structures open to the public throughout Alberta (Access Review Committee,
1991; Advisory Committee on Accessibility, 2002; Alberta Labour, 1987; Alberta Labour, 1990;
Disabled Access Review Committee, 1988; Safety Codes Council & Alberta Municipal Affairs,
1999; Safety Codes Council & Government of Alberta, 2008; Premier’s Council on the Status of
Persons with Disabilities, 2002a, 2002b). I have seen well-researched standards (Canadian
Standards Association, 2004, 2012) for improved barrier-free paths of travel and have assisted in
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adapting the Alberta Building Codes (and indirectly, National Building Codes) since the early
1980s to accommodate the mobility, built-environment-usability needs and new technology
needs of people with disabilities.
As a researcher, I acknowledge my biases, in that I have been legally blind since the age
of 10. I have conducted research, theory development, and writing in the realm of environmental
design for people with visual disabilities, as well as research into access for other varied
disability populations. Also, of significant note, is that I was raised in a family where my mother
had the same slowly deteriorating eye condition. My perspective with regard to visual disabilities
and to the world with which we, as two people in a nuclear family, have interacted with our
world, was influenced by my daily observation of how my mother dealt with her own visual
disability. I was raised as the son of a person with the same disability who had the opportunity
and astuteness to function as a mentor. Furthermore, over the years my mother and I were
immersed in communities of people with varied disabilities. This included the Canadian National
Institute for the Blind and other disability-serving organizations such as the Canadian Paraplegic
Association and the Independent Living Resource Centre of Calgary. More recently, I was a
caregiver for two aging parents (my mother passed away in February 2014), which exercised my
social services, rehabilitation knowledge and resources, along with my access planning
background. Consequently, my visual impairment and related disability have been valued gifts in
viewing and interacting with our world from a certain perspective. Such gifts underline what
Gladwell (2013) termed a “desirable difficulty,” that is, a life situation that promotes certain
forms of problem solving and defining oneself as having some advantages, which our society
may view to be a disadvantage.
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Another consistent lens with which I have viewed the world is through my father’s
occupational and interest perspectives. He was a skilled architectural draftsman and an artist well
before I was born; hence, I was exposed to conceptual drawings and working drawings and
meetings when he would consult with clients in our home, or we would visit job sites to evaluate
the progress of construction. The knowledge I built through my father’s work continues to have a
profound effect upon my professional viewpoint and on my psyche.
Although my formal post-secondary education has been varied and intermittent, it has
always reinforced social and/or disability studies foundations. After struggling with general
studies courses in pursuit of a liberal arts bachelor’s degree in the early 1970s, I experimented
with a two-year associate diploma in community and regional planning at Mount Royal College.
I then completed a bachelor of general studies through Athabasca University. Following an
approximate 20-year hiatus from academia, I enrolled in a master’s of continuing education
(MCE) program (a marriage between an MBA and a master’s in education). I attained my MCE
in 2005. While navigating this academic pathway, I became interested in the social, daily living,
and environmental advancement of populations with disabilities.
Planning and design background: With my formal education in community and
regional planning, years of experience in social services, and intense volunteerism related to
access planning, design, and provincial regulation, it was only natural to move into the access
planning and design realm. My background provided me with a strong foundation to be an access
planner with Parks Canada, where some 20 years ago, I became experienced in conducting
SWOT analyses in a linear and reductionistic way. Our planning teams analysed trailheads,
trails, recreation facilities, visitor information centres, and camping opportunities by breaking
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down the various sites into their components and determining an alternative design or additional
design options for barrier-free accessible design features.
Since the conclusion of my formal planning career, I have become immersed in the
complex nuances of disability societal issues and in the cross-disability aspects of peoples’ lives.
In retrospect, it is clear that the planning and design have been the basis of recognizing the
complexity of the design realm for diverse populations. For example, one cannot generalize even
within the realm of my own disability population. There are varied access needs for builtenvironment users with visual disabilities. One visual impairment group requires intense lighting
for equitable access; another group requires subdued lighting for safe mobility, with the
corresponding reduction of reflection and glare to accommodate both of these populations. This
shift, for me, has contributed to a more holistic and organic perspective.
Leadership involvement: My aspirations are to become a transformational leader
(Burns, 1978; London, 2002; Northouse, 2001), and to encourage transformational forms of
leadership in others. My aim is to maintain a leadership style where I explore my whole potential
and nurture my abilities to transform from one level of leadership to another and help others to
develop beyond what they may originally have imagined.
Adult education influences and perspectives: My life-long educational goals involve
being a facilitator of knowledge and exploring the education of individuals, groups, and
organizations with which I serve. Since community development has been deeply influenced by
adult education (Lotz, 1987), a related secondary goal is to continue efforts in community
development through an educationally driven and policy-oriented approach.
I will continue to educate and reinforce the concepts of personal empowerment (Lord,
1991), transformational learning (Pratt et al., 1998), and self-directed learning (Garrison, 1997).
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Most importantly, I will embrace an unwavering pursuit to understand the different modes of
learning that are vital in my quest for future instructional endeavours (Garrison, 1997; Pratt et al.,
1998). I believe that we all are knowers, teachers, and learners (Palmer, 1998), and I maintain
egalitarian forms of individual education are essential for one’s emotional and spiritual
wellbeing. This is what guides my approach to teaching.
It is in the act of gathering around [great things] and trying to understand them—as the
first humans must have gathered around fire—that we become who we are as knowers,
teachers and learners. When we are at our best, it is because the grace of great things has
evoked from us the virtues that give educational community its finest form: We invite
diversity . . . we welcome creative conflict . . . we practise honesty . . . we experience
humility . . . we become free men and women through education. (Palmer, 1998, p. 108)
As in individual education, my involvement with organizational learning involves
transformational and transitional change theories. Much like individuals, organizations learn and
create entities and environments larger than the sum of the organization’s unit or component
parts. There are values held and reflected in the cumulative actions of such organizations (Burke,
2002; Senge, 1990). Imperative in such organizational learning, however, is to maintain the
original intent and vision of the organization (Collins, 2001).
I will continue with formal education. I am slowly returning to an academic life and am
committed to life-long learning.
Personal life philosophy in relation to disability: We are not simply physical or
biological entities that adapt to our environment through technology. This in no way diminishes
my high regard for the technological advances I have witnessed in my lifetime. Without such
advances and current adaptive technology, I would not have been able to conduct this study or
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write this dissertation. Yet, I believe it is important to acknowledge how our core self-concept
has been affected by a disability. We are social and spiritual as well as biological entities and the
gift of disability with which we have been anointed has given us experiences we could not have
imagined had we not acquired a disability.
Applying such a generalized philosophy to my own visual disability, even if I could
receive a bionic eye implant that would remedy my eye condition, I would maintain the concept
of disability. It has become part of my way of living and my basic socio-cultural viewpoint. An
eye implant might simply shift any stigma or social identity to another avenue. I would become
“the man with the bionic eyes.” Hence, I would remain culturally separate from peers who may
not have any form of impairment or disability and who may not have experience of people with
disabilities. Does this mean I would prefer to continue as a person who is blind, just to be
accepted as a peer and to be comfortable in a certain cultural milieu? There may be some truth to
this scenario, as no doubt I would be faced with a severe cultural shock if I were to magically
regain an average level of visual perception. A person never really knows how he or she might
face a massive cultural shift in life until the situation arises.
I balance my belief in how I relate to the physical world as a person with a visual
disability balances between how I adapt to my environment and how the built environment
adapts to my individual-yet-diverse-population accommodation. Certainly, I can carry my
portable electronic magnifier to help me read labels and, on occasion, help me perceive my
surroundings in a dimly lit setting, but why not ensure some level of equitable functional
accommodation in the built setting for those of us with diverse ambulatory issues? Why not work
with designers and builders to mould dimensions of design such as colour, contrast, lighting,
auditory building-design criteria, tactile or kinaesthetic design criteria and ergonomics?
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The evolution of access to built environments and education for designers is rooted in
many social and political factors. The progress from handicapped access to barrier-free design to
universal and inclusive design has been incremental, showing little sign of transformational
shifts. Yet, there are indicators our society is now at a pivotal moment and this will be elaborated
on in this chapter. A detailed description of the problem that contributes to the basis of the study
will be presented in the next section.
The Problem
Over the past half century, but particularly since the early 1990s, evidence has grown of a
demand for access to built environments for members of the public with varied disabilities
(Fawcett; 1996; Federal/Provincial/Territorial Ministers for Social Services, 1998; Statistics
Canada, 2002, 2013, 2001, 2006). Social policy has not kept pace with these demands
(Federal/Provincial/Territorial Ministers for Social Services, 1998; Rice & Prince, 2006; The
Premier’s Council on the Status of Persons with Disabilities, 2002a, 2002b). The various
attitudes toward barrier-free design and universal design indicate a mixed approach to resolving
access issues (Alberta Labour, 1987, 1992; North Carolina State University, n.d.; Safety Codes
Council & Alberta Municipal Affairs, 1999; Safety Codes Council & Government of Alberta,
2008).
The primary issue is how vital it is for our society to explore a way of instituting
practices for more-inclusive design, without making citizens with disabilities take strong
measures to demand basic access-to-structure accommodations or deal with retrofitting when
initial standards and code requirements would have solved the problem. Discussion and research
on public policy for equitable social considerations and citizenship of people with disabilities are
nothing new (Accessibility for Ontarians with Disabilities Act Alliance, 2014; Barnes, Mercer, &
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Shakespeare, 2000; Cameron & Valentine, 2001; Fawcett, 1996; Goffman, 1963; House of
Commons, Canada, 1981; Lepofsky, 2004; National Action Committee on Municipal Access,
n.d.; Rice & Prince, 2006; The Premier’s Council on the Status of Persons with Disabilities,
2002a, 2002b).
This study examined three issues. Firstly, there has been a growing demand by people
with physical and visual disabilities to have more effective, safe, and equitable access to their
surroundings, which other members of the public have. Secondly, despite the evolution of both
the barrier-free and universal-design paradigms with the inconsistent and ad hoc application of
both, growth in holistic, dynamic design for accessibility has been stunted (Lidwell, Holden, &
Butler, 2010; Lifchez, 1987; Nussbaumer, 2012; Preiser & Ostroff, 2001; Preiser & Smith, 2011;
Steinfeld & Maisel, 2012; Welch, 1995). Thirdly, a disconnection has been apparent between
different practices and disciplines in fulfilling a much-needed transdisciplinary approach
(Nicolescu, 2002) to inclusive design. The foregoing assertions are supported by what is seen in
current activities, research, organizational development, legislation, and policy development. The
following sections describe a number of such activities and related research or documentation,
but are not an exhaustive listing.
City of Calgary: After approximately 30 years of establishing committees to ensure
improved access to facilities and services for people with disabilities, the City of Calgary
Advisory Committee on Accessibility has published a 2010 Access Design Standards document.
The slow progress included committees such as: the Handicapped and Elderly Transportation
Committee; Architectural Barriers Committee, and since 2000, the evolution to a general
coordinating body entitled the Advisory Committee on Accessibility, reporting to the Standing
Policy Committee on Community and Protective Services with the City of Calgary. The 2010
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Access Design Standards evolved through the City of Calgary’s recognition of the need to
produce a more stringent policy standards document as compared to previous guidelines that
failed to promote and enforce access to city-owned or operated structures. The disability
communities in Calgary noted a continued lack of coordination regarding the best practices in a
barrier-free (and now more universal) design policy. The Access Design Standards (2010) was
the most recent in a series of guideline documents published under the auspices of previous
advisory committees with the City (Access Review Committee, 1988, 1991; Advisory
Committee on Accessibility, 2002). The access guides and the eventual access standards
produced by the City were initially based upon the various editions of the provincial Barrier
Free Design Guide(s), indicating the latter guide did not meet the access needs of various
populations in civic-owned built environments. In spite of some achievements brought about by
the implementation of the guidelines, design and construction responses varied in terms of the
degree of interest in different departments in the City of Calgary. Even with the City of
Calgary’s approval of two corporate accessibility policies (2005, 2010) that reinforced the City
of Calgary’s commitment to equitable and safe access to municipally owned and operated
structures and grounds, adherence to the past guidelines and current standards remain in question
(Advisory Committee on Accessibility, May 18 and September 21, 2011). The results of creating
and adopting guidelines and standards, extending well beyond the Alberta Building Code
minimum requirements, are varied. Calgary arenas, recreational facilities, parks, meeting
facilities and offices, all geared to provide public services, often remain partially or totally
inaccessible. A major issue relates to the need for education for environmental designers
(architects, interior designers, community and transportation planners and engineers) for
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improved access to newly planned or newly renovated facilities under the City of Calgary’s
auspices.
Alberta and national building codes section 3.8: The Alberta Building Code and the
National Building Code of Canada have addressed barrier-free access since the late ‘70s. The
federal government addressed handicapped access in the mid ‘60s (Associate Committee on the
National Building Code of Canada, 1965). Section 3.7, which later evolved into Section 3.8, of
both codes has specific and prescriptive measures to solve the access needs of built-environment
users with disabilities (fully acknowledging how building codes resolve only minimum
requirements and regulatory mechanisms to ensure such minimums are adhered to). Indeed, part
of the issue has become how prescriptive and reductionistic both codes remain.
Examples of how the prescriptive and reductionistic requirements lead to more confusion,
rather than assisting access, relate to two articles in the Alberta Building Code (2006): Article
3.3.1.9—Corridors (Safety Codes Council & Alberta Municipal Affairs, 2008, p. 26) outlines
how no “obstructions” are to cause a hazard to built-environment users with visual disabilities
(i.e., no projections from the walls in corridors that project more than 100 mm and are situated
between 680 mm above the floor, and up to 1980 mm above the floor surface). This requirement
provides effective and safe cane-detectable objects for people with visual disabilities in
corridors; yet building users with visual disabilities need to use other areas in a building such as
entry vestibules, foyers, approaches to stairways which may be located beyond corridors, etc. At
the same time, Article 3.8.1.3—Barrier Free Path of Travel requirements in the Alberta code
(Safety Codes Council & Alberta Municipal Affairs, 2008, p. 4) states, “The unobstructed width
in a barrier-free path of travel shall not be less than 920 mm.” The term “unobstructed,” however
is not cross-referenced to the foregoing passage in relation to corridors. Also, while other barrier-
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free-related nomenclature is generally defined in the code, the term “unobstructed” remains
inconsistently defined and is not cross-referenced. This contributes to a misunderstanding (and
often an oversight) in terms of where, when, and how the obstructions that inhibit the safe and
effective ambulation of built-environment users with visual disabilities may be accommodated in
both the National and Alberta Codes.
Article 3.4.6.4 (6) in the Alberta Building Code (2006) provides another example. This
article describes how hand rails for stairs “shall be terminated in a manner which will not
obstruct pedestrian travel or create a hazard” (Safety Codes Council & Alberta Municipal
Affairs, 2008, pp. 30-31). Again, there is no cross-referencing to corridors where the definition
of “obstruction” is based on the safe ambulation of people with visual disabilities.
The prescriptive and reductionistic organization and basis for building codes has caused
inconsistencies and miscommunication. The barrier-free design paradigm, now in full effect,
often suits the structure of building codes, further exacerbating the prescriptive, minimalistic,
and compartmentalized nature of such codes.
Barrier-free design guide: The origins of Alberta’s Barrier-free Design Guide are
rooted in the mid-1980s, with the first edition being based upon (and created to augment) the
1985 Alberta Building Code. The guide was created with three objectives in mind: (a) to
elucidate the rationale behind each article, sentence, and clause in each updated edition of the
Alberta Building Code that relates to barrier-free-design requirements; (b) to list some best
access-design practices, venturing beyond building codes, that could be incorporated by the
design and construction industries; and (c) to describe the basic principles behind design and
construction for salient disability and senior populations in Alberta. What was clear for the
Committee for Review of Building Standards for the Physically Disabled (a predecessor of the
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current Barrier Free Council) was that the Alberta Building Code was extremely prescriptive in
nature. It has no mechanism to explain the often-qualitative rationale behind each article and
associated requirements on barrier-free design. At the time, the advisory committee believed
design disciplines would be able to understand where, when, how, and why such code
requirements should be implemented, based on the guide. The guide, following its fourth (2008)
edition, has supplemented four Alberta Building Codes since 1987, and has received a
resounding response in Alberta and globally. The guide is currently under review by the Barrier
Free Council in preparation for the fifth edition to complement the upcoming Alberta Building
Code publication. The Safety Codes Council’s website (in 2010) noted over 223,000 hits for the
free Barrier Free Design Guide downloads. Such a demand for documents from the Safety
Codes Council far surpassed any of their other publications, with the second-most-prominent
document receiving just over 25,000 hits (Barrier Free Council minutes, December 9, 2009).
With such a response to the guide and with the primary purpose of education for the
design disciplines on barrier-free design, the point remains how such a document illustrates the
need for reliable educational programming. The fact the guide has been consistently updated and
published to complement each Alberta Building Code since 1987 illustrates how our built
environment (and the associated building code in our province) have yet to achieve inclusive
design and related construction. This guide does not exist simply to complement each code, but
also serves as a useful tool for barrier-free design education. In spite of the aforementioned
accolades, the guide does not adequately deal with a more-holistic design base. The reality is that
the barrier-free paradigm remains reductionistic and prescriptive, and fails to ensure a
foundational professional and cultural shift toward inclusive design.
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Barrier-free design correspondence course (for safety codes officers—i.e., building
inspectors—in Alberta). Safety Codes Council’s first Barrier Free Design Correspondence
Course (Safety Codes Council, 2008) targeting safety codes officers in Alberta was unveiled in
2008. This program was an acknowledgement by the Safety Codes Council and Alberta
Municipal Affairs of the need for safety codes officer education regarding the identification,
application, and enforcement of barrier-free requirements as provided in the Alberta Building
Code (2006). Since the inception of the original Alberta Building Code in 1974 through to 2008,
there have been no educational programs on the inspection and enforcement of barrier-free
requirements for building inspectors and safety codes officers. The lack of training on clear
guidelines and the articulation of barrier-free requirements in the code have resulted in
inconsistent enforcement practices of the barrier-free articles. The recent correspondence course
creation confirms the need to educate safety codes officers on this vital subject. Many safety
codes officers have a background in construction and/or environmental design and, if they do
not, they have tacitly or informally acquired such related backgrounds. Since the Alberta
Building Code has not been designed or enacted to apply code requirements retroactively, what
past building inspectors and safety codes officers may have overlooked or misinterpreted
remains instituted in older structures, thereby reinforcing old design and construction habits. The
correspondence course and any educational program for regulatory officials are invaluable
assets. Reference to this training program is not intended to emphasize the code requirements but
to illustrate how simply passing legislation and providing prescriptive barrier-free requirements
are insufficient to ensure that designers, builders, and building owners understand and work
toward more inclusive design in our society.
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Accessibility for Ontarians with Disabilities Act: The Ontarians with Disabilities Act
was discussed, planned, and enacted from 1994 to 2001 (Accessibility for Ontarians with
Disabilities Act Alliance, 2014; Lepofsky, 2004), culminating in the Ontarians with Disabilities
Act being proclaimed in 2002. While the initial phases of this vital legislation were enacted to
allow people with disabilities to enjoy equal opportunity and to participate fully in society, it was
not enough to enforce the purposes behind the “full participation” of people with disabilities in
Ontario. Hence, the 2005 Accessibility for Ontarians with Disabilities Act (AODA) was
proclaimed. This citation is significant in that it provides evidence of how basic legislation or
social policy stressing equal or equitable rights for people with disabilities is often not enough.
To enforce regulation, strategies, support framework, mechanisms, and fiscal investment are
required, as is a cultural shift to support such legislation. The specific access-design
requirements are not at issue. Rather it is how such prescriptive requirements have fallen short of
dealing with equitable access issues, even with well-considered legislative mechanisms.
Americans with disabilities act and related education: The Americans with
Disabilities Act (ADA) has just passed its 24th anniversary, having been proclaimed on July 26,
1990 (Americans with Disabilities Act Accessibility Guidelines, 1991; Ron Blank & Assoc.;
Fournier, 2010). The ADA has well-researched standards and requirements that are adopted
throughout the United States. Other countries have followed suit and often cite the ADA from
various vantage points (Barnes, Mercer, & Shakespeare, 1999; Goldsmith, 1997, 2000; Imrie,
2006). It is interesting that even the ADA does not adopt a more holistic, flexible, and inclusive
design paradigm for built-environment users with varied disabilities. One only has to access any
ADA document to note the highly prescriptive nature of the legislation, upholding the traditional
barrier-free access design rather than a holistic universal or inclusive-design approach. The mere
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existence of Ron Blank & Assoc. and Fournier’s Introduction to Barrier-free Design and ADA
Standards for Accessible Design (2010) educational program sponsored by the American
Institute of Architects supports this assertion. Of particular interest, however, is the way this
program reinforces the traditional barrier-free design paradigm and refers to accessibility in
general, leading to more dialogue and dialectic debates about which design paradigm is best
applied in North America (i.e., the universal design vs. the barrier-free design conundrum). Two
considerations are important: firstly, how a high-profile organization has felt it necessary to
provide education on barrier-free design in relation to the ADA to architects; and secondly, how
such a program may lead to more confusion or dialectical debate on what best constitutes design
solutions to increase inclusive access to environments for people with disabilities. Like the
Accessibility for Ontarians with Disabilities Act, and the Canadian Standards Association B-651,
and other codes or standards described herein, it is not the code or standards and articles that are
at issue, but the influences (or lack thereof) such codes and standards have had in propagating
inclusive design in North America.
Canadian Standards Association: The Canadian Standards Association’s Access
Design for the Built Environment CSA B651 has been a prominent reference for many disciplines
and authorities across Canada, including environmental design professionals. There are primary
associations between standards, codes, guidelines, and policy in our country and elsewhere. At
the same time, some standards do not—or in some instances cannot—affect other codes and
regulations. The Alberta Building Code, for instance, does not adopt all of the CSA B651
standards. This is understandable, as building codes are meant to regulate the way building
requirements are implemented and do not exist to maintain standards per se. One standard, in
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fact, may apply to one part of the Alberta Building Code, while a completely unrelated standard
from another source may apply to the next article of the code.
The important point is how some professionals promote certain standards and expect their
standards to be adopted across jurisdictions, when in fact many of their standards cannot or will
not be applied. The standards or types and numbers of access-design standard solutions
illustrated in such documents are not at issue; rather, how can the standards be legislated for the
design or construction of buildings? How can designers, contractors, and building owners know
how the standards should be incorporated in their project? This example shows how a
transdisciplinary approach to design could be beneficial.
Barrier Free Council and the policy and technical mandate conundrum. Since the
current Barrier Free Council (BFC), under the Safety Codes Council in Alberta was created
(after the Committee for Review of Building Standards for the Physically Disabled and later the
Barrier Free Design Advisory Committee), the mandate of the BFC has been to examine policy
issues on accommodating the needs of built-environment users with disabilities (Safety Codes
Council, 2005). The Terms of Reference have been adhered to, with the primary mandate of
conceptualizing and recommending policy. An additional caveat is that there has been consistent
liaison with Safety Codes Council’s Building Technical Council (the latter dealing with technical
requirements and approval of any building code amendments). There have been many critical
reflections on: (a) what constitutes policy, (b) how policy relates to technical requirements, (c)
how the implementation of any technical requirements decided upon are monitored and enforced,
and (d) how all nine other separate councils under the Safety Codes Council relate to the Barrier
Free Council.
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One example of conceiving access policies from the BFC perspective has been on a range
of barrier-free dispersed seating alternatives in assembly occupancies (stadiums and
auditoriums). The first topic of dispersed seating involved an article in the building code (Article
3.8.3.6. (1) Space in Seating Area—Safety Codes Council & Alberta Municipal Affairs, 2008, p.
38). Even though the five clauses listed in this article explain the expected policy of designated
or barrier-free seating to be situated in a range of viewing areas in assembly occupancies, there is
no clear indication as to the technical requirements and design standards to follow in order to
ensure such specialized-seating offers. A greater dilemma concerns the responsibility of the BFC
to conceptualize and recommend such policy criteria only. The responsibility of ensuring
technical design standards rests with the Building Technical Council and elsewhere (often
landing in the hands of the designers and building owners of newly conceived structures).
Conceiving equitable-access policy does not ensure effective, reasonable, and functional design.
The concept of equitable social policy to promote the inclusion of building users with
disabilities is all well and good, but such recommended policies need to be connected to
technical criteria, monitoring criteria, enforcement criteria and political will to ensure these
policies are acted upon. Some questions on the education of environmental designers about such
policies could well be: Are we, as a society, simply conceiving broad access policies and then
downloading the responsibility to environmental-design practitioners? Surely those who
conceive such policies should ensure proper design criteria are integrated with the policies and
that the end product is ensured? Are we naïve enough to think that simply compiling broad
policies will suffice and that the implementation of such policies will naturally evolve? The
education of environmental designers on these policy and technical barrier-free building code
requirements is of vital concern. There appears to be a no-man’s land when it comes to how
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policies, even though appropriately conceived and with all good intentions, may or may not be
designed, implemented, enforced, and then monitored. The Barrier Free Council is caught in the
middle of this conundrum and the education of all pertinent authorities in this matter is essential.
Personal adaptation to environment vs. environment adaptation to people tension:
Mechanisms and techniques to facilitate a person with disability’s adaptation to the environment
have evolved over the centuries (Balsamo, 1999; Ekso Bionics, n.d.; Fast Company, n.d.; Hong,
2011). Years ago, basic chairs with wheels or small boards with wheels permitted people who
had limited or no usage of their legs to ambulate in their living settings. With respect to people
who were blind, they may not have been identified by a white cane until the 1930s, but
historically such individuals used a common stick or cane to detect obstacles in their path. Such
personal adaptations have always had their limitations, however, and while current adaptive
technology advances at an astounding rate, should we not expect such technology to provide
physical, sensory, intellectual, and social inclusion in our built environment? Where should the
personal-disability adaptations to the environment leave off and the environmental adaptation to
diverse populations begin? This discussion acknowledges that designers must deal with much
more than this creative critical tension between personal adaptation and design of the
environment, for there are always codes and related regulations, limitations of building materials
in the marketplace, having to respond to fiscal and political or building owner demands, etc.
Another factor is that built-environment users with disabilities are rarely cognizant of the
intricacies of design themselves, unless they studied design. This creative critical tension is not
isolated from such design-profession factors.
Regardless, there have always been tensions between how a person with a disability
designs for their own ambulation and how their surroundings may (or may not) be designed for
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their ambulatory or sensory needs. The basic wheelchair of the early to mid-20th century
retained minimal-standard dimensions, but even then some individuals required a more reclined
position due to respiratory or spasmodic issues. A builder may have constructed a setting to
accommodate the standard wheelchair, not understanding that the minimal standard would
simply not suit many anomalous disability situations.
In the early to mid-20th century, an associated issue was the way designers and builders
had to consider institutional settings or private home settings (for those who could afford it) to
accommodate the access needs of people with disabilities. The societal solution for people with
disabilities was to ensure that they had their personal adaptation for the occasional public
interaction and they lived in an institution that would accommodate their daily access and
functional requirements. This attitude shifted in the mid-1900s, with people pushing toward
equitable accommodation and involvement in public settings. The stressors between how a
wheelchair might accommodate the ambulatory needs of a person and where buildings regularly
accessed by the public would be appropriately adapted, were becoming more evident.
With current technology, we could ensure that the majority of people with disabilities
could accommodate their own physical and sensory or even intellectual needs of accessibility
(CNIB, n.d.; Fast Company, n.d.; Humanware, n.d.; Optelec, n.d.), but will this ever be
adequate? Simply because an individual might be able to climb a set of stairs or perceive the way
to their seat in a dimly lit theatre does not mean the individual would be functional in other
settings. In short, people with a disability are obliged to use as much adaptive support as they
require but there is also a respectful level of reciprocity in our society to ensure the creation of
physically, perceptually, intellectually, economically, and socially inclusive built environments
for diverse populations.
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The creative critical tension issue is fundamental to the education of environmental
designers, for without a certain level of sensitization to these person-environment and
environment-person adaptations, the designer may simply maintain the minimal standard for the
six-foot, able-bodied built-environment user. Indeed, the schools of design may well have
continued to reinforce curricula to maintain such a minimal standard if this tension had not
grown over the past century.
Design guidelines and related standards for built-environment users with visual
disabilities. Environmental design research and development for building users with visual
disabilities have expanded substantially since 1987 in Canada (Canadian National Institute for
the Blind, 1997; Crader, 1998; Iantkow, 1987; Richesin, Grace, Iantkow, & Gilles, 1989). The
primary impetus behind the research and development was the advance in barrier-free access
stimulated during the 1970s and 1980s. A seminal piece of research that stimulated some of the
development in barrier-free access in built environments in Canada was Access, a Guide for
Architects and Designers (1984) by the Canadian Paraplegic Association, Manitoba Division.
Conflicts and contradictions of disability: There have always been design anomalies
and contradictions of disability with which to contend. Such contradictions occur where the
design to accommodate the access essentials of one disability population can either detract from,
or actually threaten, the safe ambulation, orientation, and mobility of another disability
population. A case in point is a curb ramp or blended curb design. Even today, where designers
believe they are instituting a universally designed pedestrian environment, they think that curb
ramps or blended curbs satisfy the needs of all populations. Actually, curb ramps can be a hazard
to built-environment users with varying disabilities if such curb designs are not considered
carefully. One aspect of ramp design is to use as gentle a slope as possible to accommodate the
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needs of people using wheelchairs (avoiding foot rests scraping or being caught on ramp
surfaces), but with such a low gradient in slope comes the lack of cane detectability and safe
identification for a pedestrian with a visual disability. The texturing of ramp surfaces for such
cane detectability has been at issue over the years because simply scoring the concrete surface
does not solve the problem. It is actually preferred to detect such textures under the soles of
one’s shoes, which requires significant texturing (Advisory Committee on Barrier Free
Transportation, 1996; Blasch, Wiener, & Welsh, 1997; Canadian National Institute for the Blind,
1997; Crader, 1998; Richesin, Grace, Iantkow, & Gilles, 1989). Conversely, if a curb ramp is
designed with a steep gradient, such a design may pose a mobility hazard for people using
wheelchairs. The point remains that the incorporation of a design for one disability group does
not guarantee safety for another disability population. These contradictions reinforce the need to
understand disabling designs that inhibit safe ambulation of one disability population over
another, while aiming at more eventual enabling and truly universal designs; hence this study’s
concentration on people with disabilities, rather than the specifics of their impairments.
The continued conceptualization and creation of committees or councils dealing
with either barrier-free or universal design issues: A wide range of committees, councils and
boards have been created (and some disbanded or in hiatus) over the past 30 years, which
continue to examine the access needs of people with disabilities. Such committees include the
Access Advisory Board, City of Edmonton; the Advisory Committee on Barrier Free
Transportation under Alberta Transportation and Utilities, Government of Alberta; the Advisory
Committee on Accessibility, City of Calgary; the Architectural Barriers Committee, City of
Calgary, the Handicapped and Elderly Transportation Committee, City of Calgary; the Barrier
Free Council, as part of Safety Codes Council; the Barrier Free Design Advisory Committee,
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Alberta Labour and later the Barrier Free Council under Safety Codes Council; the Promoting
Universal Design working group, under the Premier’s Council on the Status of Persons with
Disabilities (just to reference a few in Alberta). They have all influenced access to built
environments since the late 1970s. These committees, boards and councils continue to apply
their own mandate in their own jurisdiction, with little or no contact between the entities. There
are instances where one committee may build upon the products or work of another (Access
Review Committee, 1988, 1991; Advisory Committee on Accessibility, 2002, 2010) but
generally such groups are concerned with the goals linked to their respective jurisdiction. Two
primary or common denominator populations inhabit such committees: (a) people with
disabilities (either representing an agency or representing a constituency of people with lived
experience), and (b) environmental design practitioners. What is intriguing about these groups is
how much of their work has been on educating professionals in environmental design on issues
of access. Despite the hard work of these groups over the past 30 years, their task continues to
expand, with no end in sight for effective educational or policy-related outcomes.
The continued attempts toward more inclusive design in community: Beyond
legislation and policy development, production of codes, standards and guidelines, and the
establishment of various access-design-related groups, hard work continues on various initiatives
for improved access to built environments. A drive toward more accessible and affordable
housing in Calgary has been pursued since the creation of the Accessible Housing Society in the
mid-1970s, for example. Recently, the University of Calgary, Faculty of Environmental Design
embarked on what is termed a Visitability research project (Brown, Wylant, Alaniz, Grittner, &
McMurran, 2010) to examine best practices and help create a framework and website to promote
more visitable homes in Alberta. Just as recently, the Spinal Cord injury Action Strategy for
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Alberta has embarked on an initiative to examine access to housing (Spinal Cord Injury Action
Strategy, 2010). Several parallel ventures have incited interest and introduced more equitable,
safe, and inclusive design to our built environment, but these ventures have been intermittent and
random in the design and construction fields. The question might be raised: How can or will our
society shift its cultural beliefs to facilitate more-inclusive design concepts? More aptly, how can
our society incite interest and promote education to help shift the cultural belief systems of
environmental design communities of practice?
Summation of the problem: The foregoing assertions and supportive information are
not intended to disparage environmental designers, quite the contrary. With this discipline being
so central in influencing the design and functionality of built environments and with the ability to
stimulate change in design and construction practices, this study illustrates how such a discipline
stimulates a design-paradigm shift. The audience for this study, therefore, will be professionals
in the disciplines of environmental design, the other practice realms being secondary but just as
vital.
The problem is based on several factors as demonstrated in this section. The first factor is
the struggle of a diverse population of people with disabilities to grapple with how to ensure
more inclusive designs in our daily environment when environmental design is undergoing major
shifts in design-paradigmatic thought. That includes transactional and possibly transformational
change catalysts (Burke, 2002) such as biophilic-design theories and green building or
sustainable-design theories; universal and inclusive design often remains in the background. The
second factor relates to the first: With such transformations comes a lack of consistent
perspectives, understanding, and responses to varied disability populations (understanding the
contradictions between disabilities, for example). The third factor is that the progress in social

31

policy with inclusive-design issues is not consistently implemented, enforced, or reinforced.
When such policies are enforced they are often applied in an uncoordinated manner. The fourth
factor is the great need of leadership from a central body to address the three issues above, since
the leadership from lobbying bodies, levels of government, and even individuals has resulted in
an uncoordinated and mixed response to access to built environments for people with disabilities.
Purpose of the Study
The purpose of this study has been to examine the educational potential for
environmental designers to become more sensitive to and proficient in inclusive design. An
associated purpose has been to derive a theoretical approach to such education through a
grounded-theory methodology (Bryant & Charmaz, 2010; Charmaz, 2006; Strauss & Corbin,
1998, 1997). This study has not dealt with what constitutes more-inclusive design (although this
does have to be reflected upon as a basis for the educational processes for environmental
designers); nor has the study examined the benefits of universal design for the user (in this case,
people with physical and/or visual disabilities). Rather, the study has dealt with the process of
how and why in order to understand what motivates designers to adopt more-inclusive design in
education.
It should be emphasized that the purpose has not been to examine how either the barrierfree or universal or inclusive design paradigms have been conceived or implemented (while
some basic knowledge of this evolution is important), nor is the purpose to create a new design
paradigm, adding to the mix of design theories. The study has examined the processes or
approaches and techniques of how best to learn and use inclusive design in the discipline of
environmental design.
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The ultimate goal of this study has not been to add to the current literature on educational
practices of environmental designers, but to help determine how to apply new theory toward
such education. The study has embraced the underlying concepts of “the practitioner-researcher
to develop theory from practice” as Jarvis (1999) aptly entitled his book.
Lidwell, Holden, and Butler (2003/2010) reinforced both the problem and the basis of
this proposed study. Elam, chair of the Graphic and Interpretive Communication Department,
Ringling College of Art and Design stated in her forward to Universal Principles of Design: 125
Ways to Enhance Usability, Influence Perception, Increase Appeal, Make Better Design
Decisions, and Teach through Design (Lidwell, Holden, & Butler, 2010):
Courses in psychology and anthropology were glaringly absent from my undergraduate
and graduate design education. Indeed, a deeper understanding of human behaviour and a
scholarly approach to design were almost entirely overlooked. I left college with
considerable knowledge in form making and very little knowledge in understanding
human perception and meaning making. (p. 11)
This publication indicates the need for an interdisciplinary perspective and learning approach (or
perhaps a return to such a practice) for designers:
Not long ago, designers were eclectic generalists. They studied art, science, and religion
in order to understand the basic workings of nature, and then applied what they learned to
solve the problems of the day. Over time, the quantity and complexity [emphasis added]
of accumulated knowledge led to an increased specialization among designers, and
breadth of knowledge was increasingly traded for depth of knowledge. This trend
continues today. As designers become more specialized, awareness of advances and
discoveries in other areas of specialization diminishes. This is inevitable and unfortunate,
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since much can be learned from progress in other design disciplines [and in other
practices that influence design]. (p. 12)
Before concluding the purpose of the study, it is important to note that adult education, a
field of scholarship and practice, has influenced this study. A pioneer adult educator, Lindeman
(1885-1953) stated:
We, the objects of specialists’ attention, must somehow become aware of what is being
done to us and with us; we must become active participants in the process. At this point,
many thinkers abandon the trail, overwhelmed by the complexity of modern knowledge,
and the paucity of intelligence, they fall back on some externalism, some easy division. . .
. We capitulate to experts because we attempt to understand too much, and failing this,
we abandon the ways of intelligence altogether. My conception of adult education points
toward a continuing process of evaluating experiences, a method of awareness through
which we learn to become alert in the discovery of meanings. (Lindeman, 1989, pp. 8485)
This study has illustrated the connections and mutual influences. It has also brought these
transdisciplinary applications to bear on the emergence of a theoretical approach on inclusivedesign education. Studies and theories on interdisciplinary work in environmental design exist
(just as Lidwell, Holden, and Butler noted) but this study is unusual in terms of stressing
transdisciplinarity in disparate fields of work and study. This study is also unusual in that it has
applied these complex transdisciplinary efforts and perspectives in a grounded-theory research
approach with professionals in design, disability studies, adult education, and social work, and
with people having lived experience in combination with these disciplines.
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Research Questions
How do environmental designers learn and implement inclusive designs in built
environments for people with disabilities? This has been the central research question guiding
the study. Four related sub-questions include:
1. How do designers learn to think and practise creatively?
2. How do designers work with transdisciplinarity in relation to more inclusive designing?
3. What motivates designers to integrate the basis of inclusive design processes in their core
functions and practice values?
4. What emergent inclusive-design-educational theory (or theoretical approach) might be
explored to provide a more holistic and global built environment for people with
disabilities?
Significance of the Study
Statistical trends and related demographics have shown that, despite our aging
population, built-environment users with disabilities will always remain a minority of users,
albeit a steadily growing minority (Statistics Canada, 2002, 2013, 2001, 2006). Whereas
Statistics Canada used to measure health activity, participatory activity, and limitations of people
with disabilities, more recent statistical criteria measure “activity limitations,” and “participatory
restrictions,” the latter stressing social integration life nuances. This tendency is reflected in the
current Canadian Survey on Disability (CSD), which has replaced the Participation and Activity
Limitation Survey (PALS) of the first decade of the new millennium (Statistics Canada, 2013).
What is more important to note, in terms of the significance of this study, is the impact that a
new inclusive-design educational approach may have upon built-environment users with
disabilities. It is not the demographics or statistical significance that are central here; rather, the
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importance lies in the effect that a holistic and organic educational practice in inclusive design
may have upon our design and construction industries. Any professional culture shift toward
more-inclusive design indicates the relevance of the study and not the statistical projections of
built-environment users with disabilities.
Another aspect of this study involves its transdisciplinary nature. The research may
influence the individual disciplines of adult education, social work, disability studies, and
environmental design. Even more importantly, it has a more-holistic and intricately woven effect
between these practice realms, concentrating on the included middle of transdisciplinarity
(Nicolescu, 2002).
To reveal the importance of built-environment users with disabilities, Ostroff (2011)
noted the shifting tides of how global societies are beginning to perceive the quality of life of
people with disabilities. Over the past 30 years, attitudes towards entire populations of those with
multiple and/or the whole range of disabilities have changed. As identified by the World Health
Organization’s International Classification of Impairment, Disability and Handicap- ICIDH
(1980) such a classification was originally based on a bio-medical model of disability, but since
1980 it has evolved into a social model. The social concept of a disability is now viewed as a
functional limitation (in conjunction with participatory and activity limitations) (Barnes &
Mercer, 2003; Barnes, Mercer, & Shakespeare, 2000; Federal/Provincial/Territorial Ministers for
Social Services, 1998; Statistics Canada, 2002, 2013, 2001, 2006; World Health Organization,
2001). Ostroff (2011), correspondingly, has astutely and profoundly described the global
recognition and its significance:
On March 30, 2007 the United Nations gathered 82 signatories on the opening day of the
first comprehensive human rights treaty of the twenty-first century. This was the highest
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number of opening-day signing countries in the history of United Nations conventions. In
addition, it was the fastest negotiated human rights treaty in United Nations history. . . .
By the end of 2009, three-quarters of the world’s countries had signed [including
Canada]. United Nations’ press releases had called the outcomes of the convention “a
paradigm shift.” What was the convention? Did it address poverty, genocide, hunger,
health? No, it was the Convention on the Rights of Persons with Disabilities (CORD). (p.
1.1)
One cannot ignore the fact that ensuring equitable access to built environments will affect crosscultural populations, recognized by the United Nations in the 2007 convention.
The significance of this dissertation, therefore, lies not in any quantitative measure but in
the impact upon the educational, disability, and transdisciplinary audiences and activities. It will
incite either a more transitional or transformational shift from the current design paradigm,
which continues to be prescriptive and reductionistic, to a more-holistic approach. Regardless,
there is great opportunity to influence educational processes and to add to transdisciplinary
theory for diverse populations in North America.
The study adds to the ongoing discourse and evolution of universal and inclusive design.
Interviewing instructors of universal design (five of the research participants) and in conjunction
with other disciplines will influence the research question that guides the study and will help to
illuminate the relationship between theory and practice (Jarvis, 1998).
Assumptions
Four general assumptions have been noted for the study. The assumptions have been
derived from (a) the initial literature review, (b) data collection, (c) analysis of the study’s 19
research participants, (d) the methodological approach and process, (e) the researcher’s past
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experience with various committees and councils, and (f) his communication with educators in
universal design.
Assumption 1: The practice of environmental design is the key to more-inclusive design
outcomes in built environments. The central importance of the environmental design practice
holds promise in terms of leadership of a more holistic-design educational movement in North
America. Only through such a key professional realm can change be stimulated. Adult education
cannot create this alone, nor can the independent realms of disability studies, occupational
therapy, orientation and mobility, or social work.
Assumption 2: A transdisciplinary approach to more-inclusive design is important in
coordinating societal influence on inclusive design. While the disciplinary realm of
environmental design is central, the transdisciplinary nature of the study is also important.
Environmental design cannot propel a movement toward more inclusive design without an adult
education base and without those lived experiences of building users with disabilities (in
association with occupational therapy, orientation, and mobility). Nor can environmental design
make strides with social policy regarding equitable societal functions of people with disabilities
without concentrating on the social and social work perspectives.
Assumption 3: A dual-disability population represents the complexities of cross
disability. It is important to note how populations overlap in their complexity and while the study
will not concentrate on multiple disabilities, the intricacies of those with either physical or visual
disabilities (or a combination thereof) will illustrate such cross-disability relationships. It is vital
to acknowledge the “disability” or “people with disabilities” nomenclature is being applied
purposefully throughout the study. The emphasis is not on one’s impairment while
acknowledging that the bio-medical condition is the basis of a disabling environmental

38

circumstance. For designers learning about inclusive designing, “disablement” must be
understood. The disability or people-with-disabilities nomenclature, then, is applied purposefully
and from necessity.
Assumption 4: For professionals and built-environment users with disability, lived
experience is essential for the study. An examination of professionals in various realms of
practice and people with lived experience of inclusive-design education (Asmervik, 2002;
Kemmis & McTaggart, 2000; Lifchez, 1987; Preiser & Ostroff, 2001; Preiser & Smith, 2011;
Steinfeld & Maisel, 2012; Welch, 1995) forms the basis of the insights that are crucial for an
adult education inclusive design base and for effective transdisciplinary work.
Limitations and Delimitations
This section describes three limitations and six delimitations for the study. Part of the
dilemma of an interdisciplinary study is how to focus on certain issues of the research topic,
while acknowledging the complex and multiple external research influences. The following
limitations and delimitations show such a dilemma.
Limitations
Alternatives to the barrier-free and universal design conundrum. Concentrating on
creating an alternative design paradigm (a compromise between the barrier-free and universaldesign frameworks) could well have been the subject of this study. Instead, the study explores
how the essence of inclusive design may best be learned and reinforced with environmental
designers. This has been a study of the processes of learning inclusive design, and not the
focusing on the end products of such design per se.
Diversity versus people with disabilities. This study will not include the inclusive-design
considerations of all diverse populations (e.g., dealing with age demographics, working with
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ethno-cultural approaches to design, or comparing inclusive-design perspectives from other
countries).
Multiple perspectives from multiple stakeholders. The study could have involved many
stakeholders and research participants, exceeding the perspectives identified in the research
design section. It is acknowledged that many professions, population sectors, and organizations
could be relevant. A choice was made to interview the range of participant groups listed under
the research design in order to prompt the emergence of an inclusive-design theoretical approach
from a grounded-theory research methodology; hence, it would not be practicable to interview a
greater range of professional disciplines. The intention has been to garner the appropriate
research data from key perspectives, rather than to rely upon other diverse stakeholder
perspectives.
Delimitations
Focus on education of environmental designers. This study has concentrated on the
disciplinary realm of environmental design, while acknowledging and working with
transdisciplinary influences of adult education, disability studies, lived experience of builtenvironment users with disabilities, occupational therapy, orientation and mobility, and social
work.
Focus on inclusive-design education. This study has examined the educational processes
of inclusive design of environmental designers, while acknowledging external influences such as
legislation, policy, and advocacy, along with historical and current social movements. The label
of inclusive design is applied purposefully and is differentiated from other access-design
paradigms such as handicapped access or barrier free access and/or universal design (refer to the
operational definitions for further clarification).
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Physical and visual disabilities. This study has centred on physical and visual disability
populations as symbols of the diversity in general populations that could benefit from shifts in
the inclusive-design education of environmental designers. While the researcher initially
proposed a study concentrating on both physical and sensory disability populations, partly due to
time, scope, and research participant recruitment constraints, the focus was narrowed to physical
and visual disability populations. Such a disability population limitation does not imply that
other sensory disability populations have a lesser impact on the inclusive-design education of
designers.
Built environments versus products or technologies. The study has examined the
exploration of inclusive-design education related to built environments only. To explore
universally designed adaptive equipment or building products and building technologies would
take the researcher beyond the scope of the study.
Focus on inclusive design education in North America. While useful generalizations
could be made about the resulting theoretical approach framework for developed countries,
North America has been the focus of the study. There are always subtle cultural nuances and
associated educational-cultural outcomes related to both universal and inclusive designing.
Focus on disablement as a precursor to enablement. This study consistently applies the
phrase “people with disabilities” purposefully, over and above impairments or even beyond
enabling descriptors. The concept of what actually forms the basis of disabling circumstances in
built environments is a keystone to working with any theoretical approach in future inclusive
design. Certainly, it is important to work with enabling forms of design, but understanding the
disabling environmental design circumstances comes first (this also relates to the contradictions
between disabilities described in the problem section of this study).
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Operational Definitions
The following are operational definitions of terms or phrases that have been extensively
applied in this study. The definitions (below) reflect the disciplinary-based connotations that best
fit the context of this study.
General Operational Definitions
Accessibility. The ease with which a person with a physical or visual disability may
approach, enter, and use a built environment.
Barrier-free design. A design practice that minimizes built-environment barriers for
people with physical, sensory and cognitive disabilities, and seniors. Barrier-free design is
generally prescriptive and reductionistic by nature.
Built environment. Any internal or external setting that has been human conceived and
constructed for any functional or aesthetic purpose.
Community of practice. A group of people who share an interest or passion and who
consult with one another on a regular basis for their common good and common development.
Conflicts and Contradictions between disabilities. A concentration on an
environmental design for one person’s disability compared to a different disability, where
designing access for one disability population would not be functional or may even be hazardous
for the other disability population.
Discipline. A branch of learning that can be identified through its subject-specific
vocabulary, its codes of practice, its operational tools, and its philosophy.
Environmental design. The faculty to plan and create an environment according to
functional and aesthetic criteria.
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Handicapped access. The mid-20th century origins of a design practice dedicated to
overcoming environmental barriers for built-environment users with disabilities. In the past,
handicapped access was rudimentary and considered access of people with physical disabilities.
Inclusive design. It is a design practice that incorporates integrated access and a sense of
societal belonging for diverse populations. Inclusive design has five core principles to help
people with socially oriented and sustainable use of structures (ensuring diversity, choice,
convenience, and enjoyment).
Paradigm. A paradigm is a model, a set of belief systems that guide practice.
Person with a disability. An individual who is limited in performing a daily task or set
of tasks, with related social implications.
Person with a physical disability. An individual with a physical limitation (such as fine
or gross motor capabilities) in performing a daily task or set of tasks, with related social
implications.
Person with a visual disability. An individual with a visual perceptual limitation in
performing a daily task or set of tasks, with related social implications.
Practice. Practice is a socially defined system that binds groups of individuals together in
the performance of a specific task or set of tasks.
Social sustainability. Social sustainability is an intergenerational life-enhancing
condition of communities that focuses on positive multi-cultural relations and full political
participation of diverse populations, including people with disabilities (McKenzie, 2004;
Wolbring & Rybchinski, 2013).
Transdisciplinarity. Transcending disciplinary boundaries, transdisciplinarity is a
melding of intra- and inter-disciplinary frameworks, roles, and responsibilities. It is multi43

referential in nature, involves various levels of reality, considers “the included middle” between
disciplines, and works with complexity.
Universal design. Universal design is a design paradigm that enables as many people as
possible to access an environment. Universal design is holistic and applied through seven
complex principles (equitable use, flexible use, simple or intuitive use, perceptible information,
tolerance of error, low physical effort, and size and space for approach and use), rather than
applied by prescription.
Visitability. “Visitability” means the design of dwelling units that allows access by a
person using a wheelchair through a level entry into the dwelling. Three basic criteria determine
the visitability of a residence: (a) a zero-step or level entrance to one level of the dwelling, (b)
doorways wide enough to allow wheelchair mobility on the accessible level, and (c) a barrierfree washroom on the same level of the dwelling.
Key Definitions Related to the Theoretical Approach Derived from Study
An understanding of core concepts in the transinclusive-learning framework is essential
in knowing how such a learning process functions. The definitions of key concepts are listed as
follows:
Core operating principle. The foundational rubrics forming the operational structure of
the transinclusive-learning framework—the core principles relate how and under what conditions
the transinclusive learning takes place.
Core value. The foundational life-inclusionary philosophy underlying the theoretical
approach—the core value relates to why transinclusive learning should be practised.
Embodiment of transinclusive dimension. This is the individually centred dimensional
entity that best relates a disability somatic concept.
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Environmental design transinclusive learning theoretical approach framework. This
is the title of the final theoretical approach structure conceived in the study, with three two-word
descriptive adjectives modifying the noun “framework.” The first adjectival phrase
“environmental design” is applied to identify the disciplinary realm being targeted for the
learning theoretical approach. The second “transinclusive learning” adjectival phrase includes a
new term “transinclusive” to indicate the merging of a transdisciplinary and an inclusive-design
professional cultural shift in conceiving more-inclusive design concepts. The adjectival phrase
“theoretical approach” is applied to indicate the framework derivation is a coalescing of theories.
No one theory is developed but rather a melding of salient theories to promote inclusive-design
learning as a final product. The noun “framework” is best applied since one cannot define the
research product as a new conceptual model, but rather a genuine framework by which inclusivedesign formal and informal learning for designers may be structured.
Goal. The ultimate product to be attained through the application of the learning
theoretical approach, the goal shows the ultimate result after applying transinclusive learning.
Lived experience in environment transinclusive dimension. This refers to a
dimensional entity, reaching out past the individual-embodied concept toward the interaction
between those with lived experience and their daily environment.
Self-directed learning (SDL) foundation. This is the underlying base in which all four
transinclusive learning dimensions would interact and manifest. The essence of self-directed
learning is to be self-motivated to learn, continue to self-monitor one’s learning, and control
one’s learning. It all occurs through a metacognitive framework, that is, to be able to genuinely,
openly, and critically reflect upon one’s learning and being able to apply such learning
appropriately and effectively.
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Social sustainability transinclusive dimension. This refers to a dimensional entity that
is the most global, holistic, and organic of the four dimensions. The dimension involves the
social nuances of learning, from social policy to dealing with ableism and with stigma, to
cultural influences and how North American society may or may not adopt more-inclusive
design learning.
Transdisciplinarity transinclusive dimension. This dimensional entity refers to the
levels of reality in our world and helps one to understand how “the included middle” is often
more important than understanding the extremes of a concept. It involves complex thought and
reasoning when it comes to the interactions between disparate disciplines. Transdisciplinarity
uses an embodied way of knowing in conjunction with lived experience in an environment to
reach another level to use the first two dimensions, embracing the organic relationships of these
disciplines.
Parked dimensional components. These are inter- and intradimensional mutually
influential variables that interact and coalesce at various levels and in various numbers with
primary, secondary, and some peripheral mutual organic relationships, all between and/or within
the four transinclusive-learning dimensions and in relation to the SDL Foundation. They are
“parked” in each learning dimension since they can shift, gravitating to one another as the
learning dimensions interact.
Chapter Summary
This chapter described the background and significance of the study, the problem
underlying the study, the research questions that have been explored, and the study’s goal. The
transdisciplinary nature of the study relies upon multiple perspectives from the lived experience

46

of built-environment users with disabilities and the professional practices. Chapter 2 will
describe the literature review.
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Chapter 2. Literature Review
This chapter provides a critical exploration and synthesis of scholarly literature that has
informed the research question: How do environmental designers learn and implement inclusive
designs to built environments for people with disabilities? The chapter is organized into four key
sections: (a) the background and structure of the review; (b) the derivation of six streams of
literature; (c) a description, synthesis, and relationships discussions or reflections in each
literature stream; and (d) a mutual synthesis of all the streams (comprising a thematic analysis
and a short evolutionary history).
The six streams of literature critically reviewed and synthesized include: adult education;
disability-environmental lived experience; disability-focused social policy in environment;
inclusive design in the built environment; somatic and embodiment experiential learning in
environment; and transdisciplinarity-complex systems interrelationships. Prior to describing how
the review was structured, and consistent with qualitative research, the review has required a
return to the literature following the data collection, hence providing additions and further
literature analysis as the study progressed.
Background and Structure of the Review
An interdisciplinary study involves several literature streams and this study has been no
exception. The literature includes some diverse perspectives from the six streams (described
above). A pervasive historical and evolutionary element has emerged in inclusive design over the
past half century, and this element will be reflected upon in the final synthesis.
The review has been purposefully structured in a conversational versus a chart format
(Merriam & Simpson, 2000, p. 42). Such a structure has been chosen to: (a) describe the
literature relevant to the study, (b) synthesize the literature, (c) draw out mutual influences and

48

comparisons that have been pertinent to the interview data collection of participants, and (d)
provide an overview of the six key literature streams. A conversational structure provides an
appropriate format to discuss philosophical aspects in the literature.
Beyond accessing academic materials, technical resources such as codes, standards,
guidelines, policies, and general design practices have been collected. It has been vital to include
these resources since planning for structures from the conceptual stage to construction and final
building inspections relies upon technical standards, codes, policy, and regulatory mechanisms.
Instruction from such fundamental, technical document parameters that include requirements for
barrier-free design minimums has therefore been essential. The study could not ignore these
realities. At the same time, one does not want to stifle the creative flow or responsiveness of
research participants; hence, the infusion of technical literature from the outset has assisted in
maintaining a balance in nurturing creative instructional-theory explorations along with realworld policy (regulatory) adherences. Strauss and Corbin (1998) emphasized:
[Both technical and non-technical data can] provide sources to make comparisons with
other data; enhance sensitivity to the research topic; can be used as a secondary source of
data; can confirm or verify data collected from other sources; and can help formulate
questions to pose to research participants. (pp. 49-51)
The collected codes, standards, and regulatory references, while not constituting a literature
stream itself, influences all six streams as will be described herein. There are environmental,
economic, and social implications of such regulatory documents, and the following section that
lists the six streams will emphasize the social implications, along with exploring each stream in
greater detail.
Six Key Literature Streams
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The literature review began with a primary, recent publication that has been widely
recognized as an authoritative analysis of both professionals and the literature on universal and
inclusive design theory and practice in North America and internationally. The Universal Design
Handbook (Preiser & Smith, 2011) is the second edition of this fundamental publication, the first
edition having been published in 2001. This seminal collection of articles, analyses, theoretical
propositions, histories, and professional perspectives from around the world has acted as the
basis of this study’s literature review. The six streams of literature are evident in both editions of
the Universal Design Handbook and the following literature streams have emerged from the
review of the book. The review does not neglect the importance of other recent publications by
high-profile authorities in the universal design realm such as Goldsmith, Imrie, Lidwell, Maisel,
and Steinfeld. The six streams have emerged from the initial literature review of these seminal
works. The streams are: (a) adult education, a foundational stream, (b) disability-environmental
lived experience, (c) disability-focused social policy in the environment, (d) inclusive design in
the built environment, (e) somatic and embodiment-experiential learning in the environment, and
(f) transdisciplinarity complex systems interrelationships. This last stream reflects all six
streams. While each stream was initially derived from the seminal works, each literature stream
aligns with certain disciplines in this study. The disability environmental lived experience stream
aligns with the disability studies discipline, due in part to extensive studies of those with
disability lived experiences. The disability focused social policy in the environment could align
with the discipline of social work, due to the latter discipline’s extensive diverse populationoriented research and theorizing in social constructs, policy, and advocacy. The inclusive design
in the built-environment stream could best align with the environmental design disciplinary
realm, having the common denominator of design considerations. Even while the discipline of
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adult education is fundamental throughout the study, the somatic and embodiment-experiential
learning in the environment stream could be part of the discipline of adult education, due to the
common focus of learning through embodiment. The transdisciplinarity complex systems
interrelationships stream, although it has not aligned with any one discipline in this study, has
functioned as the glue that joins the other disciplinary mosaic pieces together. These alignments
between the literature streams and the study’s disciplines emphasize the interdisciplinary
(“transdisciplinary” to be more exact) nature and relevance at the study’s core.
Each of these streams will be listed and assessed in its category; however, it should be
noted there are mutually influential undercurrents in all six streams. Furthermore, there has been
a strong and continual iterative relationship between reviewing the literature, conducting
participant member checks, deriving other literature resources from participant interviews, and
returning to analyse the literature and the data collected over the course of the study.
Descriptions and Syntheses
In this section, the six streams of literature will be individually described, then
synthesized and discussed in terms of relevance to the study. It should be noted that, while all the
streams have mutual influence and connectedness, the two foundational streams in the study
relate to: (a) adult education, and (b) transdisciplinarity. This study has derived an adult
educational theoretical approach for learning inclusive design; hence, the first stream has
foundational elements affecting all other streams to assist with the theoretical approach
derivation. This is an interdisciplinary study and it should be noted that the various disciplines
have been combined to direct the evolution of an inclusive-design educational theoretical
approach.
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Adult education. The literature and theories about adult education are fundamental to
how a “transinclusive” educational framework has been created. Adult education has many
differences from pedagogical approaches to education, just as one example of how conceiving an
educational approach for adults should be considered. After all, when it comes to educating
professionals who will become designers (or who are designers already), instructors are
immersed in the world of educating adults, not primary or secondary school students.
Several adult-education gurus have consistently borne out the uniqueness of adult
education. The adult education literature that has been reviewed for the study has underlined the
importance of understanding how adults learn and their approach to learning in the
environmental design disciplinary realm. In the early part of the 20th century, Dewey and
Lindeman (Dewey, 2005; Lindeman, 1989) showed that adults have a great ability to be critically
self-reflective. Malcolm Knowles reinforced such basic premises with his andragogical theory
creation (Knowles, 1968).
Adults perceive elements of power relations through which they may become involved
with certain spheres of knowledge (Brookfield, 1993; Foucault, 1984; Freire, 1985). In the
course of their lives, adults have had time to acknowledge power relations and to understand the
influences of high-profile individuals and certain organizational entities.
Various levels of lived experience allow adults to draw on them and apply knowledge.
They have witnessed certain kinds of progress in various environments. They have grown
alongside societal achievements and have suffered downfalls, tragedies, and crises. Mezirow
(1995, 1996) described the phenomenon of meaning schemes where some adults have different
life experiences from others. This difference has a major effect on how inclusive design may be
received in North America as compared to other cultural living contexts. First, there is a social
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context influence to adult learning and consequently, there are cultural, psychosocial, and
introspective aspects of adult learning and development. While some of these life aspects apply
to pedagogical educational approaches, they become more reified as a person ages.
In terms of the application of the adult education theories, adults have had time to
become accustomed to different modes of learning, from transmission forms (Boldt, 1998),
experimenting with apprenticeship learning (Johnson & Pratt, 1998), to more heuristic and
autodidactic approaches such as transformational learning (Mezirow, 1995), and self-directed
learning (Garrison, 1997). Furthermore, adults often stress experiences to be of great benefit
(even the most isolated adult who has not travelled still has a range of life experiences to draw
on). It is understandable, then, how many adults stress a more experiential base for their learning
needs (Kolb, 1984; Kolb & Kolb, 2005). It is important to recognize the range of learning styles
and modes of adult education because individuals may adopt various learning styles and feel
comfortable with a wide range of ways to learn. The latter is borne out through various articles
and texts (Kolb, Boyatzis, & Mainemelis, 2001; Merriam, Caffarella, & Baumgartner, 2007;
Mezirow, 1995; Pratt, 1998).
Postmodern approaches to learning have taken an even more radical and often informal
stance to adult education. Researchers and authors such as Amann (2003), Brockman (2001,
1997), Crowdes (2000), and Matthews (1998) have shown how the way we relate to our bodies is
vital for our everyday learning (indeed, this complements our experiential learning). Embodied
or somatic learning has been recognized only as a legitimate epistemology for a few decades, yet
society has applied related modes of learning in various ways for a number of years. Take
theatrical expressions as ways of therapy or means of communication as one example. Have
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young pupils mime their communications to show different ways in each culture in relation to
others, as another example.
Current trends in adult education illustrate how our society is opening up to the need for a
more coordinated, holistic emphasis in the education of adults. The Council of Ministers of
Education Canada published a report on advancing the agenda of lifelong learning in 2005. This
study, which examined adult education in the broadest sense of the term from undergraduate
studies to graduate and post-graduate work, along with learning in the workplace, reviewed in
great detail the state of adult education in Canada province by province. It described legislative
and policy frameworks having an influence on adult education in our country; the related adult
education programs; the important aspects of lifelong learning; some best practices in adult
education; and defined terminology to encourage standard ways of communicating and
perceiving how we educate our adult populations nationally. The study proposed four typology
categories for adult education and life-long learning: (a) adult education in the knowledge age,
(b) adult education for civil society, (c) adult education in relation to culture and media, and (d)
adult education in relation to living longer and wider lives (Innovative Training Solutions
Incorporated, 2005). Adult education continues to grow and flourish, with theory development
and educational policy evolving at a rapid rate.
Much of the adult education literature reviewed has been essential to the way designers
might learn about the safe-effective ambulation of people with disabilities. Experiential learning
has been stressed as one tool for such learning. Embodied learning may be closely associated
with experiential approaches, as mentioned above. Most importantly, however, the reader should
recognize that no one style or technique should be viewed as a global solution, for even in the
practice of environmental design, professionals have a variety of learning styles.
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Challenging reflections and perspectives. Considering the more experiential and varied
means by which adults are oriented to education, the ways and means by which our society has
tackled the education of designers on inclusive design has not kept pace with adult education
theory. People with disabilities and their advocates, for example (many of the advocates being
designers themselves), have consistently supported educating the different design disciplines
through the production and usage of standards, guidelines, best-practice descriptions, and how-to
manuals (Advisory Committee on Accessibility, 2002, 2010; Advisory Committee on Barrier
Free Transportation, 1996; Alberta Labour, 1987, 1992; Americans with Disabilities
Act/Architectural Barriers Act Guidelines, 2004; Arthur & Arthur, 1988; Arthur & Passini, 1990;
Betty Dion & the Canadian Institute on Barrier Free Design, 2000; Canadian National Institute
for the Blind, 1997; Canadian Paraplegic Association Manitoba Division, 1984; Crader, 1998;
Lidwell, Holden, & Butler, 2003, 2010; Preiser & Ostroff, 2001; Preiser & Smith, 2011;
Richesin, Grace, Iantkow, & Gillies, 1989; Ron Blank & Assoc., 2010). The environmental
design industry has been deluged with such guides, standards, and best-practice documents to the
point where the recipients are confused by a myriad of directions for more-accessible built
environment planning and design. The result is that contemporary construction over the past half
century is a mixed bag in terms of what has constituted access to built environments for building
users with varied disabilities. Society has focused on the range of outcomes in “ideal accessible
designs,” with copious publications on such standards and guidelines. There has been very little
attention paid to how the design industries can best learn about such practices. It is the process of
learning about these inclusive designs that is paramount, not the ultimate or ideal outcome.
Building on this last point, the transmission of knowledge is only one avenue and one
small part of accommodating the learning needs of designers. The majority of instructional time
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and method has been devoted to providing information on more accessible designs, rather than
working in unison with the environmental design learning processes and their professional
culture. Individual projects may include advisory bodies or consultants who specialize in barrierfree or universal design, but this has not ensured the entrenchment of universal or inclusive
design concepts in the culture of the environmental design profession. In short, there needs to be
a more diverse approach to finding ways of responding to the inclusive-design educational needs
of environmental designers. Simply providing consultation when a project needs access advice
and issuing standards and guidelines does not make an educational program. In addition,
architectural design is an integrated process and requires access design conceptualization from
the initial stages of design to the end of the project. Simply treating access design as an add-on or
after the fact will not meet the needs of diverse building-user populations.
This previous statement does not ignore the formal education programs that already exist
for inclusive design (IDeA Center, 2011a, 2011b, 2011c, 2011d; Mount Royal University, 2011;
Royal College of Art, 2011; University of Alberta, 2011; University of Salford, 2011). On the
contrary, these programs in schools of design are vital. Similarly, it is recognized that design
school curricula may incorporate aspects of access design instruction in existing courses (in an
environmental design course on human factors or dealing with health in the built environment).
The issue remains whether such programs can instil a cultural paradigm shift in the
environmental design professional culture.
Dialectical reflections and perspectives. There continue to be educational programs for
specialties in inclusive design. Schools of design and professional associations continue to
strategize and correspond on desired curricula for such programs. Just as importantly,
certification programs also exist. One prime example is the Certified Aging in Place Specialist
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(CAPS) program (National Association of Home Builders, n.d.) certification that originated in
the United States. This program is a cutting edge concept for socially sustainable planning and
design. Similarly, Concrete Change, a nationally renowned organization on the eastern seaboard
of the U.S. (Concrete Change, n.d.) has been in existence from the 1990s to the present and
continues to promote the community-inclusive (but barrier-free based) concept of visitability in
housing. This latter concept has grown in the United States and Canada, and continues to be used
as a tool for educating environmental designers on the importance of socially inclusive
community construction. The concept of visitability involves three basic criteria for the ability of
a person with a physical disability to access one area of a home: (a) a level entry, (b) doorways
with adequate width for a wheelchair, and (c) an accessible washroom with a barrier-free path of
travel from the level entry.
The point is that some well-founded, well-strategized, and closely monitored means of
inclusive-design education continue to exist and even flourish. Is further consideration
necessary? One answer to this question is that CAPS was recently established. North America
requires some time to consider how the aging-in-place movement will grow and how consistent
it will become in terms of genuine inclusive design. True, this is a special venture with more
socially inclusive underpinnings. It is quickly becoming a recognized certification and
educational program in the United States and Canada. Nevertheless, will it meet the goal of
encouraging a professional shift in culture in the discipline of environmental design? Similarly,
the concept of visitability is growing but has not caused a major impact in the environmental
design profession. Let us acknowledge, as well, how the concept of visitability addresses
equitable access designs for one disability population (those with physical disabilities using
wheelchairs), whereas there are other varied disability forms of access design about which to
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learn. The educational practices associated with visitability are random and have not been
instituted in any national framework to this point.
One further concern related to the concept of certification is the ambiguity of being
“certified.” There are no national standards concerning what certification means, with a wideranging application of this term in design, construction, and related regulatory contexts.
Another dialectical reflection is how many educational institutions continue to create
computer-mediated communications educational courses; inclusive design education has become
part of these course offerings (IDeA Center 2011a, 2011b, 2011c, 2011d; University of Salford,
2011).
If these renowned schools of design continue to offer such programs, does this not
illustrate the success of such education? A counter argument is that distance learning might
facilitate concepts of embodied learning and related experiential learning, yet this will not ensure
that the cultural paradigm shift will occur.
Summary. The adult educational basis for inclusive design education of designers will
require flexibility in learning styles and modes of learning. While many post-secondary
educational institutions are valuing distance learning to a greater degree (for a myriad of
reasons), it should be noted that distance learning does not always provide for all learning modes
and styles; nor do all educational institutions have expert instructors in inclusive design or the
fiscal and educational resources to instruct an online course. Lastly, a good deal of technical
literature on inclusive design education deals with the transmission of theory and practice but
pays little attention to the process of learning this subject. More emphasis is required on the
learning process and a professional cultural shift, rather than just the transmission of practices
and standards.
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Disability environmental lived experience. This stream encompasses the disability
environmental lived experience realm. Two disability populations have been examined for the
research study (those with physical and/or visual disabilities). It is important to keep in mind that
many of the reference materials on access to built environments include a range of disability
populations; hence, the literature on general rather than specific disability populations is
accessed. This study does not ignore resources for a specific disability population but
acknowledges that much of the foundational disability theory has emerged from cross-disability
explorations. “Cross disability” includes a wide range of salient disability populations such as
people with physical, sensory, cognitive, and developmental disability realms, considering the
complex social, psychosocial, political, and daily functioning interrelationships of such
populations (Canadian Association of Independent Living Centres, 2003, 2002; Valentine, 1994).
Michalko (2002), a sociologist who has written extensively on cross-disability issues and
who has an inherited slowly degenerating eye condition himself noted the importance of
disability-lived experience in relation to built environments in his book The Difference Disability
Makes, as follows:

In [the] preceding chapters, I suggest that disability is more than “lack;” yet, in some
sense it is “lack:” lack of eyesight, lack of ability to hear, lack of the ability to walk, and
so on. Clearly, the environment is constructed – both literally and figuratively – on the
basis of seeing, hearing and walking, and on the basis of many other ‘abilities.’ It is just
as clear that the disability movement and subsequent legislation has not ended the fight
for full accessibility, and the environment remains significantly inaccessible to us. We
(disabled people) imagine ourselves as participating and as participants in society and we
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ask for, and often demand, accommodations that would make the environment accessible
to us. (pp. 140-141)
As Michalko has implied, the lived experience of those building users with physical and sensory
disabilities contributes to the sensitization and education of those who plan, build, manage, and
regulate construction of our daily living and working environments.
Much of the lived experience literature analysed for this study has examined the social
model of disability. The latest theories in relation to disability lived experience, in fact, are
socially oriented, compared to the medical and more institutionalized model of years ago (Barnes
& Mercer, 2003; Barnes, Mercer & Shakespeare, 2000; Oliver, 1990, 1996; Premier’s Council
on the Status of Persons with Disabilities, 2002a, 2002b; Prus, 1996). With such a shift in social
inclusion comes a demand for access to built environments, whether such environments are
public or private in nature (“private” being those settings where individuals may wish to live on
their own or with partners, and not necessarily in private institutions). This shift in social and
physical inclusion of people with disabilities, and their increasing demand to have their voice
heard, relates to symbolic interactionism (Manen, 1990; Prus, 1996), which supports the
sociological and grounded theory base for this study.
How built-environment users with disabilities function in their living, work, and play
settings varies according to their needs. Certainly the statutes, codes, and standards that designers
use for planning and design are well researched and appropriately considered for application to
the context (Accessibility for Ontarians with Disabilities Act Alliance, 2014; Americans with
Disabilities Act, 1990; Canadian Standards Association, 2004, 2012; Lepofsky, 2004; National
Research Council of Canada, 2005). Yet these resource documents do not consistently reflect the
rationale behind every environmental-functional aspect of a person with a disability. The
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standards, codes and even some guidelines are predicated on the result of design, not the basis or
process to reach the goal.
The assumption of many codes and standards on barrier-free and universal-design
concepts is that the principles of designing for people with a range of disabilities is generally
understood and practised by designers. It is the precise functional physical and perceptual (and
sometimes intellectual) capabilities of these building users that best answer the question of how a
built environment becomes functional for their everyday purpose. The ultimate users (or the
more diverse-preferred range of ultimate users) are the final test of how a built environment
functions. Such a statement does not imply that a designer must have a disability in order to
understand and apply more-inclusive designs. What is important is how an inclusive design
functions in the new setting and, indeed, how designers apply such learning in the future.
Several themes have been noted in the literature: (a) individual voice compared with
group voice (that is, authors relating their own lived experiences compared with groups of people
with disabilities); (b) embodiment (to be referenced in the somatic and embodiment literature);
(c) advocacy, and (d) personal-societal interrelationship. One should note how these lifereinforcing themes cannot be reflected in codes and standards documents, but are acquired only
through phenomenological research. The themes have indicated the need for a lived-experience
voice in this study. Even though such a statement might imply an ethnographic approach to the
study, the goal is to encourage the emergence of a new theoretical approach to inclusive-design
education. This goal implies the importance of a grounded-theory methodology.
Challenging reflections and perspectives. The literature analyses lived experience in
many ways, from citing case studies dealing with direct experiences (Cameron & Valentine,
2001; Dorris, 1990; Goffman, 1963; Lord, 1991; Lougheed, 2008), to referencing the importance
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of social inclusion of people with disabilities (Barnes & Mercer, 2003; Barnes, Mercer, &
Shakespeare, 2000; Michalko, 2002; Oliver, 1990, 1996; Sacks, 1993; Titchkosky, 2006;
Titchkosky, 2008; Zola, 1988, 1993). Yet there is little evidence of how such lived experience is
used. In short, lived experience continues to be downplayed but implicitly acknowledged. This
study has unlocked such lived-experience attributes by applying the literature and drawing from
research participants with lived experience in environment interviews.
Lived experience relates not only to people with disabilities because it is the lived
experience of designers that contributes to how built-environments are planned and constructed.
The meaning schemes of those who design structures have been implicit in the literature yet it is
those lived experiences that infiltrate the way a professional operates and the assumptions he or
she makes in their daily operation that is relevant. Those planners and designers who have a
family member with a disability or who have direct contact and daily exposure to disability-life
issues will obviously retain a meaning scheme that is sensitized to inclusively designed
aspirations. Conversely, those planners and designers who do not have such direct contact and
daily sensitization may not conceive of inclusive designing.
Dialectical reflections and perspectives. Critics of the foregoing discourses may state
how guidelines and academic literature provide the lived-experience perspectives on equitable
access to environments (Alberta Labour, 1989, 1992; Alberta Transportation and Utilities, 1996;
Americans with Disabilities Act: Architectural Barriers Act Guidelines, 2004; Arthur & Arthur,
1988; Arthur & Passini, 1990; Betty Dion Enterprises Ltd., & The Canadian Institute on Barrier
Free Design, 2000; Betty Dion Enterprises Ltd., 2006; Canadian Standards Association, 2004,
2012; Goldsmith, 1997, 2000, 2007; Imrie, 2006; Ostroff, 2011; Preiser & Ostroff, 2001; Preiser
& Smith, 2011; Safety Codes Council, 1999, 2008). These standards are all well researched and
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rely upon highly qualified, professional advisers who compile such valued documents. Standards
and guidelines alone, however, cannot ensure either the understanding of inclusive design or its
social significance and policy-related implementation.
Similar or associated proponents of the existing literature may stress how designers can
always call upon specialized consultants or agencies to infuse the needed lived experiences in
design and construction projects. These organizations are considered barrier-free or universal
design consultants and/or organizations specializing in social or rehabilitation of specific
disability populations. Such organizations provide a larger scope for inclusive-design advice
rather than relying on a focus group for a particular project. These are vital, holistic resources
and forms of advice on design projects aimed at providing inclusive design. What is being
stressed in response to these dialectical challenges to the literature is that without the direct
ongoing consultations and linkages between those with lived experience and design
professionals, permanent transformational professional cultural shifts are unlikely.
Summary. The disability-environmental lived experience literature stream, as supported
in this review subsection, provides a vital link between the professionals planning and building
environments and those with diverse access needs who do their best to access such
environments. The literature has reflected both of these perspectives by examining the technical
data (codes and standards, for example) and the personal lived-experiences of those with
disabilities. These two associated realms of literature rarely intersect. The four themes have been
evident in the literature (personal and group disability voice; embodiment; advocacy; and
personal-societal interrelationships) and have indicated the need for the inclusion of the livedexperience voice in the study. These themes cannot be properly represented by any means other
than those with disabilities themselves. The lived experiences of designers, as well, have been
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pertinent in this study. Vital components of this study have been the review of literature on
inclusive design and interviews with research participants with a background in design and
design instruction. From individual and group lived experiences and the related literature review,
the next subsection moves to associated policies. The policies retain many implicit aspects of
lived experience as well.
Disability focused social policy in the environment. This stream reflects upon the
policies and policy development favoured in our society for equitable, safe, functional, and
inclusive forms of access for people with disabilities. Prince (2009), an academic committed to
ongoing research into policy issues regarding diverse populations in Canada began his recent
book, Absent Citizens, Disability Politics and Policy in Canada as follows:
Disability exists in the shadows of public awareness and at the periphery of policy
making. People with disabilities are, in many respects, missing from the theories and
practices of social rights, political participation, employment and civic membership. (p.
i).
Prince’s statement has described precisely how Canadians with disabilities have struggled, and
continue to struggle, with inclusion in society. These struggles are particularly evident in
physical and sensory inclusion in Canadian built environments. The following subsection
describes the literature that discusses these struggles and associated debates.
Disability-related social policies vary greatly in scope, jurisdiction, and disability-type
ranges. This broad scope is necessary for the review. It should be noted, however, that what
applies nationally or internationally is often used as a model for regional and local levels of
accessible-policy foundations. Canadian examples include the model National Building Code of
Canada being adopted by a number of provinces and territories, with several provinces and
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territories using their own codes referring to the NBC as a model for their provincial basis (a
concept known as “code harmonization”). Another provincial statute that has provided a model is
the Accessibility for Ontarians with Disabilities Act (Accessibility for Ontarians with Disabilities
Act Alliance, 2014; Lepofsky, 2004), which deals with physical, sensory, and cognitive access to
services and contemporary structures in Ontario. Alberta, as well, has mandated its Barrier Free
Council as a formal sub-council in the Safety Codes Council structure (Alberta, March 15,
2004). The latter has ensured professionals and stakeholders representing a range of disabilityconstituency populations have an equal voice with other Safety Codes Technical Councils on
accessible building-code topics. Many Canadian regions and municipalities refer to the
Americans with Disabilities Act from the United States because of the Act’s well-researched and
regulated access standards or guidelines (Americans with Disabilities Act Accessibility
Guidelines, 1991; Americans with Disabilities Act, Architectural Barriers Act Guidelines, 2004).
Examples of international policies range from the United Nations Convention on the Rights of
Persons with Disabilities (CORD) human rights treaty proclamation of 2007 (United Nations,
2007), to the International Organization for Standardization’s (ISO’s) work toward more
universal design in developed countries (Betty Dion Enterprises Ltd., & The Canadian Institute
on Barrier Free Design, 2000; Betty Dion Enterprises Ltd., 2006). These broad access policies,
standards, and guidelines have not been established on their own merit, however, because people
with disabilities and many advocates have worked hard to achieve a voice in the public sphere
for many decades. The disability movement has grown in recognition and has now evolved to the
stage where access rights of people with disabilities are a reality in our country (Beall, 1997;
Beatty, 2003; Blackwell, 1992; Bradford, 2004; Broadbent, 2008; Canada, 2002; Davis, 1996;
Lamb, 2005; Rice & Prince, 2006). The pervasive themes in this literature stream include: (a)
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civic engagement and politics, (b) diversity, (c) exclusion-inclusion tensions, (d) advancing
technologies, and (e) the process toward environmental access.
Challenging reflections and perspectives. To ensure access to built environments, people
with disabilities first tried to develop an equitable citizenship voice. This literature stream
underlines such activity over the past thirty years (Canadian Association of Independent Living
Centres, 2002; Central Mortgage and Housing, 1974; Charlton, 1998; Disabled Access Review
Committee, 1988; Driedger, 1989; Fagan & Lee, 1997; Gadacz, 1994; House of Commons
Canada, 1981; World Health Organization, 1980). The growth of activity and civic-action
involvement has expanded well beyond our disability populations. The literature shows how
people with disabilities are, in fact, part of larger diverse populations (Alexander, 2001;
Baubock, 2003; Bickenbach, 1999; Boles, 1996; Germetta & Long, 2006; Hogg, 2007). On the
one hand, this can be an advantage considering the disability movement is an integral part of our
burgeoning pluralistic North American population. On the other hand, people with disabilities
can be lost in such diverse population realms and the social needs of increasingly broad
populations.
In the past fifty years, North America has witnessed some great strides forward in
physical and sensory access to built environments for people with disabilities. A variety of broad
pieces of legislation and regulatory frameworks have been conceptualized and implemented
(Accessibility for Ontarians with Disabilities Act Alliance, 2014; Alberta, 2004; Americans with
Disabilities Act Accessibility Guidelines, 1991; Americans with Disabilities Act, Architectural
Barriers Act Guidelines, 2004; Canada, 2002; Lepofsky, 2004; United Nations, 2007). These
legislative mechanisms have led to incremental change in accepting people with disabilities as
part of our multi-cultural social milieu. The question remains, however, whether these policies
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and mechanisms have been consistently practised and how these policies have been (or not been)
adequately interpreted and implemented. The intent behind socially inclusive policy for people
with disabilities was evident, but the mechanisms to institute such policies are still being
grappled with.
People with disabilities are part of the current polarization between the very wealthy and
the growing number of poor (Bach, 1996; Yalnizyan, 2007). Such a polarization aligns with the
exclusion or inclusion tensions in our society, where environments may be oriented toward those
who have social and political influence, compared with those who do not (Brookfield, 1997;
Foucault, 1984; Freire, 1985).
Dialectical reflections and perspectives. Current dialogues on design consistently
reference universal design, which is to include people with disabilities in diverse populations, but
is it really practised? Are we not still concentrating on the old barrier-free design paradigm to a
great extent (Accessibility for Ontarians with Disabilities Act Alliance, 2014; Alberta
Disabilities Forum, 2013; Americans with Disabilities Act, Barrier-free Access Guidelines,
2004; Canadian Standards Association, 2004, 2012; Lepofsky, 2004; National Research Council
of Canada, 2005, 2010; Ron Blank & Assoc., Fournier, 2010; Safety Codes Council &
Government of Alberta, 2008). The goal of holistic design has been in development over the past
thirty years (Betty Dion Enterprises Ltd., & Barrier Free Design Institute, 2000; Betty Dion
Enterprises Ltd., 2006; Goldsmith, 1994, 2000; Imrie, 2006; Lidwell, Holden, & Butler, 2003,
2010; Maisel, Smith, & Steinfeld, 2008; Preiser & Ostroff, 2001; Preiser & Smith, 2011;
Steinfeld & Maisel, 2012). Even though people with disabilities are an integral part of our
pluralistic society, the reality is more access and equitable accommodation are needed for people
with disabilities to use a facility in any basic functional and equitable manner (Americans with
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Disabilities Act Accessibility Guidelines, 1991; Americans with Disabilities Act, Architectural
Barriers Act Guidelines, 2004; Canadian Standards Association, 2004, 2012; Lidwell, Holden, &
Butler, 2003, 2010; Preiser & Ostroff, 2001; Preiser & Smith, 2011; Safety Codes Council &
Government of Alberta, 2008). One example of a major difference in accommodating diverse
needs is that a family from another culture can exert pressure to get a multi-family residence with
a rooftop or balcony garden to grow vegetables. In comparison, a family with a member having a
physical disability to ensure a roll-in shower or even basic access to their apartment block is
problematic. To add another overlay to this picture, what to do for a family with a foreign
background that has a member with a disability? One can envisage a number of diverse mixes
and complex backgrounds, since we do not come compartmentalized into easy-to-accommodate
separate packages.
Another dialectical perspective in relation to social policy and disability, often insidious
in Canadian policy literature, is our country’s historical obsession with institutions. We have
institutions in place for many of our social needs, from long-term care facilities (Alberta, 2010;
Allen, 1999; Atlantic Seniors Housing Research Alliance, 2010; Canadian Centre on Disability
Studies, 2011; Caresce Inc., & MK Strategy Group Inc., 2010; City of Edmonton, 2011), to
specific disability-related support organizations and mechanisms (Alberta Committee of Citizens
with Disabilities; Alberta Disabilities Forum; Canadian Hard of Hearing Association; Canadian
National Institute for the Blind; Canadian Paraplegic Association; Cerebral Palsy Association in
Alberta; Council of Canadians with Disabilities; Independent Living Canada; Multiple Sclerosis
Society; Muscular Dystrophy Association and many others with various service support and
mandates). So why confuse the issue with the promotion of independent-living potential for our
citizens with disabilities? Can such institutions not take good care of the accommodations (quite
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literally) for such people? This question has been at the crux of the social-support, independent
living creative and critical conflict over the past fifty years. Even with the exclusion and
inclusion dialectics that have taken place for a number of decades, while our society has allowed
increased access to public settings, we have not grown far from an institutional-living social
psyche (Alberta, 2010; Allen, 1999; Atlantic Seniors Housing Research Alliance, 2010;
Canadian Centre on Disability Studies, 2011; Caresce Inc. & MK Strategy Group Inc., 2010;
City of Edmonton, 2011; Maisel, 2011).
One further dialectical perspective on policies related to accessing environments deserves
attention. There have been frequent propositions on how rapidly advancing technologies may
solve access issues for people with disabilities and how medical technological treatments could
even prevent disabilities in the first place (Albert, 2001; Diprose, 2005; Ekso Bionics, n.d.;
Fitzgerald, 1998; Hong, 2011; Parens, 1998; Patterson & Satz, 2002; Serline, 2002). Why not
orient social policy toward more adaptive ways of accommodating the needs of built
environment users with physical or sensory disabilities? Why is our society making huge
investments in adapting the built environment to people with disabilities (e.g., curb ramps or
audible and accessible pedestrian traffic signals), when we could adapt the person to the
environment (e.g., wheelchairs that climb curbs or stairs, and bionic implants for people to have
some form of vision)? There is no simple answer to such a question and indeed the literature
indicates great potential for bionics or other forms of personally adaptive devices to ensure a
semblance of “normalcy” (Parens, 1998; Saline, 2002). A retort for inclusive social consideration
in regard to these proposed policies for personal adaptations may be how our built environments
are required to evolve in conjunction with personal adaptive technologies. Relying only upon
adaptive technological advances would not ensure a solution; indeed, there could be greater
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coordination between designers of adaptive technologies and those who plan built environments.
Goldsmith, Lidwell, and Imrie (separately) have often cited anthropometrics to accommodate the
full range of wheelchairs, compared to approximately half of the wheelchairs on the market, just
as one example of adaptive-equipment design coordination. Another related answer to why our
inclusive-living policies are not more oriented to personal-adaptive devices is the holistic basis
of the seven universal-design principles. When we make our living and working environments
more accessible by users with diverse mobility and sensory needs, we make our environment
more usable by everyone.
Summary. Considering this discussion, it is apparent that access-design policy is vitally
important. The literature reveals how advocates and people with disabilities have worked
arduously to ensure incremental improvements for our members of society with disabilities. The
literature shows how policy does not always coordinate with practice and how the many strides
our society has made with policy has not ensured sufficient cultural shifts toward inclusion (as
compared to basic accommodation) of built-environment users with disabilities.
When we examine the current and potential educational practices of environmental
designers on inclusive-design, policy conceptualization and development are imperative in such
education. The policy must, however, be considered in relation to both the broader cultural
beliefs toward more-inclusive design and with valid mechanisms to institute such policies in
society. The next literature stream contends with inclusive-design practices, with some reference
to promising practices that may provide for future cultural shifts.
Inclusive design in the built environment. This stream concentrates on the core subject
matter that environmental designers will learn or teach using the theoretical approach that has

70

been derived from the study. This literature stream functioned as the initial basis of the review
and later branched out to include the other complementary stream categories.
The universal and inclusive design literature reviewed for this study could have involved
a wide range of environmental design and other disciplines (teachers dedicated to universalpedagogical instructional methods (such as industrial designers specializing in fixtures or
furnishings or adaptive equipment influencing people with disabilities, etc.). The following
literature stream review, however, deals with built environments in both public and private
settings. Much of the literature deals with the application of universal design concepts and
principles. These concepts and principles are discussed through the five themes of: (a) disabilitylived experience in environment, (b) disability-focused social policy in environment, (c)
inclusive design of built environments in and of themselves, (d) embodiment in functional
association with environment, and (e) transdisciplinarity and complex systems. One will note
how these five inclusive-design themes have evolved into the six streams of literature. The
themes derived from this particular stream have also provided for crystallization regarding the
interdisciplinary nature of the study.
The literature contains a great number of valuable contributions from academic
researchers, many of these researchers from Europe. Since many universal and inclusive-design
principles have been experimented with, examined and challenged for a number of years in
Europe, some authors from that continent are included in this review: Clarkson and Coleman
(Clarkson, Coleman, Keetes, & Lebbon, 2003; Coleman, 1993, 1994), Goldsmith (Goldsmith,
1994, 2000), and Imrie (Imrie, 2006, 1996). While this research may not always apply to
inclusive design as practised in North America, global evolution of the seven universal design
principles are important to note.
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It should also be noted how the technical and academic content of the literature is
combined (Clarkson, Coleman, Keetes, & Lebbon, 2003; Coleman, 1993, 1994; Goldsmith,
1994, 2000; Imrie, 2006, 1996; Lidwell, Holden, & Butler, 2003, 2010; Preiser & Ostroff, 2001;
Preiser & Smith, 2011). There are instances where technical information has been of use in
formulating instructional methods and materials (Americans with Disabilities Act, Architectural
Barriers Act Guidelines, 2004; Arthur & Arthur, 1988; Arthur & Passini, 1990; Canadian
Standards Association, 2004, 2012; Council of American Building Officials and American
National Standards Institute, 1992; National Research Council of Canada, 2005, 2010; Pauls,
1988a & 1988b; Ron Blank & Assoc., 2010). There are certainly academic pieces that explore
instructional approaches and/or particular forms of sensitization (Christophersen, 2002;
Heylighen, 2008; Moore, 1997; Schon, 1987; Strickfaden & Devlieger, 2011a, 2011b;
Strickfaden, Devlieger, & Heylighen, 2009; Vermeersch, Strickfaden, Hersseens, & Heylighen,
2009; Welch, 1995).
The literature alludes to various schools of design in North America and the United
Kingdom including the Center for Universal Design, North Carolina State University (Center for
Universal Design, 2011); IDeA—Inclusive Design and Environmental Accessibility—Center
with the University of Buffalo (IDeA, 2011a, 2011b, 2011c, & 2011d); Royal College of Art,
London, England (Royal College of Art, 2011), and the University of Salford, England
(University of Salford, 2011). These are prominent educational institutions that offer courses or
entire programs dedicated to universal and inclusive design. Many general design educational
programs offer particular segments or lectures on universal design in related courses. These are
generally integrated with topics such as health in the built environment or environmental
sustainability in the built environment. Perhaps the most renowned online courses on inclusive
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design in North America are provided by the IDeA Center. There are no complete universal
design educational degrees or programs in Canada. Two complete courses on universal design,
however, are offered in Alberta: one for interior designers at the University of Alberta
(University of Alberta, 2011); another is a required course on universal design, toward a
Bachelor of Interior Design at Mount Royal University in Calgary (Mount Royal University,
2011).
The majority of the literature addresses mobility issues for people with physical
disabilities (Clarkson, Coleman, Keetes, & Lebbon, 2003; Coleman 1993, 1994; Goldsmith,
1994, 2000; Imrie, 2006, 1996; Imrie & Thomas, 2008; Lidwell, Holden, & Butler, 2003, 2010;
Nussbaumer, 2012; Preiser & Ostroff; 2001; Preiser & Smith, 2011). Since the study has
examined built-environment users with physical and visual disabilities, the latter visual-disability
design literature has been collected and assessed (Blasch, Wiener, & Welsh, 1997; Crader, 1998;
Iantkow, 1987; Richesin, Grace, Iantkow, & Gillies, 1989; Sifferman & Koppa, 1996;
Strickfaden & Devlieger, 2011a, 2011b; Strickfaden, Devlieger, & Heylighen, 2009; Uslan,
Peck, Wiener, & Stern, 1990; Vermeersch, Strickfaden, Hersseens, & Heylighen, 2009; Welsh &
Blasch, 1980; Wiener, Welsh, & Blasch, 2010a, 2010b). It is important to recognize that the
literature and related design concepts of universal design are intended to apply to the widest
populations possible, yet it is also important to recognize and work with the intricate access
issues from particular populations. One cannot always assume that resolving design issues for
one disability population satisfies access issues for another disability population. The universal
and inclusive design subject matter and related literature, then, is one of the broadest streams for
this review, but it retains the vital information, theories, perspectives, and applied practices on
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which inclusive-design instruction can be based (fully acknowledging the transdisciplinary
nature and nuances of this study as well).
Challenging reflections and perspectives. The evolution of inclusive design over the past
25 years has been slow and arduous, and the literature reflects these struggles. The universal
design paradigm has not yet been fully embraced or consistently practised in North America.
Some of the difficulties in this evolution have been described in Chapter 1 of this dissertation
and will be reflected upon in the historical review in this chapter.
One of the primary issues with universal design is its holistic nature; it most certainly is
not as prescriptive as the traditional but still applied barrier-free design paradigm (Americans
with Disabilities Act, Architectural Barriers Act Guidelines, 2004; Safety Codes Council &
Government of Alberta, 2008; Ron Blank & Assoc., Fournier, 2010). Certainly, the universal and
inclusive design paradigm has its advantages: (a) a wider range of populations are able to access
environment, (b) more flexible use of design, and (c) an intuitive approach to the way a design
functions for individuals, as shown by its seven principles. One major issue with this design
paradigm implementation, however, is how our building codes and even our standards do not
function on such a holistic and organic level. On the contrary, the basis of standards and codes
and even guidelines are minimalistic. They are based on what may be a minimum consideration
of access, assuming this minimum will satisfy all needs, and reductionistic criteria (analysing
one or two component aspects of design environments, assuming one can apply these
components on an individual basis or adding the components together to ensure access to the
whole environment). With such a contradictory culture of environmental design for building
users having disabilities in North American design and construction fields, where does this leave
us in terms of inclusive-design instruction? Most certainly, the theory of universal and inclusive
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designing has evolved in the literature over the past few decades showing how design instructors
have been grappling with the form of such design education (Nussbaumer, 2012; Preiser &
Ostroff, 2001; Preiser & Smith, 2011; Steinfeld & Maisel, 2012; Welch, 1995). The vision of
universal and inclusive design found in the literature has evolved with instructional programs
and tools; yet the reality of minimalistic building codes, standards, and guidelines continue to
bombard instructors.
Designers and society at large compound the dilemma of the holistic-reductionistic
tensions in inclusive design, not recognizing and hence not differentiating between
foundationally different paradigms (Ostroff, 2011). The barrier-free design paradigm maintains
several important reductionistic differences from the universal-design paradigm but what about
how actual social inclusion may differ from or expand beyond the seven principles of universal
design? Some European countries have challenged the universal design paradigm, and this
challenge relates to the beginning of a split between the aims of universal design and a socially
inclusive design paradigm. The question implied in the literature showing a differentiation in
Europe is the following: by studying and applying the seven principles of universal design to a
built environment project, does this guarantee the social inclusion of a building user with a
disability? That is, just because an environment is built with flexibility, usability, perceptual
considerations and involves a more holistic and organic approach, does this mean those with
disabilities or diverse needs will automatically be socially included by all other building users
and their immediate environments? Simply because an accommodating functional environment
is created, it does not mean all users are included (there is a difference between accommodating
one’s functional needs, as compared to being included in the social or functional purpose of a
built environment). Relating this observation to teaching inclusive design, the difference of
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important concepts and terms such as universal design, compared to inclusive design, add to the
complexities of an evolving design approach.
One of the more predominant educational approaches to the instruction of inclusive
design is distance learning (not to imply this is the only instructional method or learning
environment by any means). There are several reasons for distance learning taking hold with
such instruction, considering only a few post-secondary educational institutions offer full courses
or programs in inclusive design. The question may arise: Is distance learning, or even computermediated learning, the best instructional approach for inclusive design? Will it accommodate
lived experience or embodied learning, for example?
Another challenging perspective deserves consideration before moving on to the next
subsection: Why the theme of inclusive design instruction has not been the focus of an entire
literature stream for this study. During the literature review, there was evidence of current
inclusive design instruction methods publications (Christophersen, 2002; Heylighen, 2008;
Moore, 1997; Schon, 1987; Welch, 1995) but this literature is sparse and is often confounded by
literature involving universally designed methods of instruction (Vreeburg Izzo, Rissing,
Andersen, Nasar, & Lissner, 2011). In other words, it focuses on how andragogical (adult
education, as compared to education of youth) methods of instruction may be designed to
accommodate the learning needs of a more diverse student population. This study has not
examined universal instructional methods but has concentrated on just the reverse—the
instructional methods to learn about universal (actually inclusive) forms of built environment
design. The ad hoc, inconsistent, and somewhat convoluted theme of universal design instruction
has not been considered as a distinct literature stream, but this does not mean literature that
relates to inclusive design instruction has not been collected and examined. Certainly, existing
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programs and related literature are part of the literature review, but not identified as a distinct
stream. The observations about this theme, in fact, have underlined the need for this study.
These challenging reflections in the literature have shown how universal design is
evolving. As Kuhn wrote in the early 1960s, a discipline must note its anomalies prior to basic
considerations of any eventual paradigm shift (Kuhn, 1996), and the current inclusive design
literature describes such anomalies.
Dialectical reflections and perspectives. Considering universal design theory was
proposed in 1985 (Mace, 1985), and North American design and construction disciplines are still
struggling with what or how to instruct for more inclusive access to built environments, what
makes us think we have made substantive progress? Are we still not embracing the old
traditional reductionistic and prescriptive means of design? Perhaps the answer is how we are
still struggling through that transitional shift toward a universally designed culture, not only in
buildings but in relation to the instruction of environmental designers. Any revolutionary
proposition requires time to experiment with new ideas (Bridges, 2009 & 2004; Burke, 2002;
Gladwell, 2002; Kuhn, 1996; Watkins & Mohr, 2001; Wright, 2005). What is most significant is
how this inclusive-design paradigm continues with critical tensions and reflections. The literature
continues to illustrate the growing interest and how designers or design theorists continue to
mould the universal-design concept.
Theories and experimentation are a good basis for growth and development perhaps, and
the literature illustrates that such experimentation is taking place (Clarkson, Coleman, Keetes, &
Lebbon, 2003; Coleman, 1993, 1994; Goldsmith, 1997, 2000; IDeA Center, 2011a, 2011b,
2011c, 2011d; Imrie, 2006, 1996; Lidwell, Holden, & Butler, 2003, 2010; Maisel, 2011; Maisel,
Smith, & Steinfeld, 2008; Preiser & Ostroff, 2001; Preiser & Smith, 2011). But how can we be
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sure our instructional methods will propel these experiments and theories to practice? One
answer is that there are no guarantees to any instructional method and, in fact, adult educational
theories continue to reveal that people have different learning styles, needs, aptitudes, and
motivation (Jarvis, 1998; Kolb, 2007; Kolb, Boyatzis & Mainemelis, 2001, Kolb & Kolb, 2005;
Merriam & Caffarella, 1999; Merriam, Caffarella, & Baumgartner, 2007; Palmer, 1998, Pratt,
1998).
The body of literature on inclusive design is fraught with paradoxical nuances, but such
nuances may be a sign that the struggle to refine the universal or inclusive design paradigm
continues. Just recognizing the contradictory perspectives is the basis of future growth and
development.
Summary. This particular literature stream of inclusive design is the broadest and most
involved of the six literature streams. The materials cover both technical and academic research;
the literature describes a myriad of access issues from a range of disability perspectives; and the
findings reflect the evolution of the universal paradigm to an inclusive design paradigm, with
promises of expansion and refinement. The stream is the subject with which environmental
designers need to be familiar in order to practise and teach inclusive design.
Somatic and embodiment experiential learning in the environment. If an intelligent
species alien to our Earth observed our global human populations, they might notice little
difference between our genders, races, shapes, sizes, or abilities. They may even have difficulty
differentiating between a huge male human and the most petite female human. They might also
find it hard to distinguish between a person using a white cane compared to an individual using a
wheelchair for basic mobility. We are, after all, corporeal entities. Our consciousness, thinking
and functional capacities, personalities and character traits are encased in our physical being. We
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are not floating in beams of light or reverberating in sound waves, as a couple of non-corporeal
comparisons.
There are many more associations in our human species and between and among all
living species on our planet, for that matter, than we acknowledge. Our planning and design
disciplines concentrate on these similarities while learning about and accommodating our
physical differences. The following literature stream review discusses the associations between
our embodiment and how we learn through such embodied connections and interaction with our
environment.
This section draws out associations between somatic and embodied learning and
experiential learning. As Merleau-Ponty illustrated in Phenomenology of Perception (2002),
“sensation is a unit of experience” (pp. 3-15). If a blind man were to hit his forehead on a lowhanging tree branch, there would be some form of a kinaesthetic sensation. He would learn to
avoid that tree branch in the future, connecting experience with that bump-on-the-forehead
sensation (emphasizing the importance of experiential learning).
This literature stream deals with resources that could describe the way embodiment is
used as an instructional tool for inclusive design education. Much of the literature that has been
reviewed relates to environmental situations, but since one has to focus on the body in order to
have mobility, safety and functionality in any environment, literature on our physical and
sensory being has also been reviewed. Furthermore, the interrelationships between embodiment
and types of learning are integral with this study, and the literature has been analysed from this
learning perspective. Lastly, such learning-association literature has been used to inform learning
in and with built environments. As in the previous sections, a general overview of the literature,
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followed by challenging and dialectical points of view will constitute the remainder of this
literature stream review.
The overview for this literature stream will take the form of creating a foundation with
metaphorical building blocks. The first block describes the concept of embodiment and disability
itself. The second block relates embodiment to the environment and the third block involves
learning through embodied experiences.
Building block 1: Embodiment and disability. Embodiment and somatic ways of knowing
one’s environment are nothing new to people with disabilities. The broader disability literature
resonates with the contemplations of the body (Envilles, 2000; Frank, 1991; Michalko, 2001,
2002; Sandahl, Carrier, & Auslander, 2005; Stocker, 2001; Taussig, 1993; Titchkosky, 2005,
2003, 2008; Tremain, 2005). Building users with disabilities have no choice but to find ways of
mapping and physically or sensorially navigating any built environment. These perceptual,
cognitive, and physical activities are inextricably linked to their bodies.
Exactly how a person with a disability communicates the best way to accommodate his
mapping and navigation methods and built-environment functional-access best practices with
designers, however, has always been at issue (Advisory Committee on Accessibility, 2002, 2010;
Advisory Committee on Barrier Free Transportation, 1996; Americans with Disabilities Act
Architectural Guidelines, 1991; Americans with Disabilities Act, Architectural Barriers Act
Guidelines, 2004; Betty Dion Enterprises Ltd., & the Canadian Institute on Barrier Free Design,
2000; Betty Dion Enterprises Ltd., 2006; Canadian Paraplegic Association Manitoba Division,
1984; Canadian Standards Association, 2004; Crader, 1998; Lifchez, 1987; Richesin, Grace,
Iantkow, & Gillies, 1989; Safety Codes Council & Alberta Municipal Affairs, 1999; Safety
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Codes Council & Government of Alberta, 2008). Indeed, this has been a large part of this
dissertation—how the best communication on embodied-experiential learning might take place.
Building block 2: Embodiment and environment. Considering the latter building block, an
exploration of the literature reinforces the embodiment-environment relationships (Advisory
Committee on Accessibility, 2002, 2010; Advisory Committee on Barrier Free Transportation,
1996; Americans with Disabilities Act Architectural Guidelines, 1991; Americans with
Disabilities Act, Architectural Barriers Act Guidelines, 2004; Arthur & Arthur, 1988; Arthur &
Passini, 1990; Betty Dion Enterprises Ltd., & the Canadian Institute on Barrier Free Design,
2000; Betty Dion Enterprises Ltd., 2006; Blasch, Wiener, & Welsh, 1997; Canada Mortgage and
Housing Corporation, 1982; Canadian Heritage Parks Canada, 1994a, 1994b; Canadian National
Institute for the Blind, 1997; Canadian Paraplegic Association Manitoba Division, 1984;
Canadian Standards Association, 2004, 2012; Crader, 1998; Lifchez, 1987; Richesin, Grace,
Iantkow, & Gillies, 1989; Safety Codes Council & Alberta Municipal Affairs, 1999; Safety
Codes Council & Government of Alberta, 2008; Uslan, Peck, Wiener, & Stern, 1990). The
literature attempts to make the linkages and functional interrelationships between the body and
built environments. Some of the publications have been more successful with these relationships
than others, with the occasional guidelines being well recognized and practised; yet with
standards and codes not being understood or practised. It is suggested the literature on the
rationale for standards, codes or guidelines, and the literature that relates body to environment
reinforces the principles of design for people with disabilities and is easier and more intuitively
applied.
Building block 3: Learning through embodied experiences. The embodiment and
environment literature provides evidence of connections and correlations but a third body of
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literature deals with experiential learning (Boyatzis & Kolb, 1991, 1992, 1993, 1995; Boyatzis &
Mainemelis, 2000; Fazey & Marton, 2002; Gosenpud, 1986; Hutt, 2007; Kolb, 1984, 2007; Kolb
& Kolb, 2005; Kolb, Boyatzis, & Mainemelis, 2001; Mainemelis, Boyatzis, & Kolb, 2002).
There are, of course, different ways of experiencing the world, from lived experience to
witnessing others’ experiences to learning about others through an intermediate process. When
one considers experiencing and learning about the environment through our body, such
perspectives bring home experiential learning as indicated in an experiential-learning subset of
literature (Akrivou, 2008; Amann, 2003; Balsamo, 1999; Beckett & Morris, 2001; Brockman,
2001, 1997; Cohen & Weiss, 2003; Gatens, 1997; Gustafson, 1999; Johnson, 1987; Mathews,
1988; Merleau-Ponty, 2002; Michelson, 1988; Prichard, 1999; Simon, 1998; Todd, 2001; Weiss
& Haber, 1999).
Individually, these building blocks may not provide the foundations for an inclusivedesign instructional theoretical approach, but place the blocks together in innovative ways and
one might witness some transformational shifts. Combine embodiment with environment with
experiential learning and this tripod-foundational base of blocks contributes to the foundation of
an inclusive-design-learning theoretical approach.
Building users with disabilities continually ponder how one’s body can best interact with
the environment, which is supported in the technical literature cited in the previous three
literature streams. Where the literature on such embodied learning falls short is showing how
these analyses, writings, theories and technical data may help in conceptualizing an inclusive
design educational theoretical approach. The latter exploration will be addressed in more detail
in the next subsection of this literature stream. Analysing the connection in the literature takes us
one step closer to an inclusive design teaching theoretical approach (while recognizing the
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theoretical approach derivation has emerged through the study’s grounded theory interviews).
The themes that have emerged from this particular stream’s review have been: (a) knowing one’s
body from various perspectives, (b) environmental-embodiment relationships, and (c)
experiential learning through embodiment.
Challenging reflections and perspectives. How do we progress from a basic theory of
embodiment to an eventual theory in learning about inclusive design through embodiment? The
three building blocks provide part of the answer to this question. Analysing how embodiment is
connected to environment and how experiential learning through our bodies is involved with
environment is the beginning. Studying the associations between these sometimes seemingly
desperate forms of literature is a starting point. To assist in forming a theory on inclusive design
instruction, the literature is complemented by the grounded theory interviews of the 19
participants from the perspectives mentioned in Chapter 3.
A challenge to either reinforce embodied ways of learning or to expand into embodied
ways of learning with inclusive design instruction is not an easy task for distance learning. The
schools of design that continue to offer such distance education (IDeA, 2011a, 2011b, 2011c &
2011d; Mount Royal University, 2011; Royal College of Art, 2011; University of Alberta, 2011;
University of Salford, 2011) could encourage a student to conceive of a local project, where s/he
can experience building users from diverse populations at first hand, but perhaps there are
additional ways of reinforcing somatic learning through the student’s functional perspectives of
the world. One could consider simulations, for example, providing some basic level of
experiential learning. Simulations are not new but if one combines simulations with the
embodied-lived-experience of building users with disabilities, some new learning theories could
grow out of such research combinations.

83

Dialectical reflections and perspectives. Universal and inclusive design has been
involved with embodied ways of learning and a number of universal design professionals have
taken this into consideration (Arthur & Arthur, 1988; Arthur & Passini, 1990; Asmervik, 2002;
Blasch, Wiener, & Welsh, 1997; Christophersen, 2002; Clarkson, Coleman, Keetes, & Lebbon,
2003; Coleman, 1993, 1994; Goldsmith, 1997, 2000; Lidwell, Holden, & Butler, 2003, 2010;
Moore & Wong, 1997; Preiser & Ostroff, 2001; Preiser & Smith, 2011; Stohr & Sinclair, 2006).
What is the point of experimenting and expanding further on embodied learning in environment?
The embodiment learning in relation to built environment literature is important and
acknowledged, but the answer to this last question is how such learning has (or has not) been
applied in innovative ways. Publishing experiments with embodied learning and with lived
experience is one step, but taking the next step to apply the learning from such studies takes us
closer to the inclusive-design educational process. The key word is “process.” To concentrate on
the outcome of studies is not enough; it is the application of those outcomes that might develop a
theoretical approach on inclusive design education of environmental designers.
The effectiveness of simulation exercises in encouraging adequate design of built
environments for people with disabilities is doubtful. Some organizations such as the National
Federation of the Blind (NFB) have questioned how effective and accurate (accurate in terms of
relaying a true sense of a visual disability) might be for those able-bodied professionals wishing
to study disability (National Federation of the Blind, 2011). The National Federation of the Blind
has criticized the outcome of simulation practices that may have not been well planned or
orchestrated. Other forms of simulation training will work if well planned, designed, and
administered. Flight simulators are one example, where pilots train in a virtual reality setting
(Bell & Waag, 1998; Orlensky & String, 1977). These are proven simulation learning processes.
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What is lacking when it comes to the simulation of disabilities is ensuring that a precise objective
for a simulation is in place (e.g., blindfolding an individual to perceive and evaluate ambient
noise in their immediate surroundings, and then providing some white cane navigating
techniques to explore their urban environment, while being accompanied and advised about the
learning process by a person with lived experience and one who has experimented with various
ways of consuming a meal when one is blind). The point remains that specific learning
objectives, in a well-planned and well-delivered learning process, are critical to the simulation
approach to learning.
Why do students of inclusive design have to apply embodied-experiential learning
anyway? Can we not rely upon prescriptive forms of education (applying standards and simply
understanding the basis behind such standards, for example)? The answer is that experiential
learning and embodied ways of learning leave an imprint on the majority of learners. It has been
agreed that venturing through an experience both reinforces and accelerates learning a specific
skill, technique or methodology (Boyatzis & Kolb, 1991, 1992, 1993, 1995; Boyatzis &
Mainemelis, 2000; Kolb, 1984, 2007; Kolb & Kolb, 2005).
Some learning theories do not emphasize embodied epistemologies and some alternative
teaching styles and methodology have their place in various professional-learning situations.
What is particular in applying embodied and experiential learning to the inclusive-design subject
matter at hand, however, is how the subject matter deals with (more than that, it actually is) the
physical environment where we live, work, and play. What better way is there to learn how to
design our immediate surroundings than to physically and sensorially experience them?
Summary. The somatic and embodiment of people with disabilities, embodimentexperiential learning, and environmentally-connected literature has been gathered, analysed and
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reviewed in different ways, but this does not mean they would best be applied to inclusive design
instruction from their separate contexts. On the contrary, as described in the previous
subsections, these three realms in this literature stream have been mutually influential and
dependent in this study. The three realms have reinforced how an embodied learning
methodology has a profound effect on the derived inclusive design learning approach. This
stream of literature has often been hidden in universal design theoretical research and writings,
but embodied and experiential learning has not been noted as a primary learning process for
environmental designers.
Transdisciplinarity complex systems interrelationships. The transdisciplinary stream
could be considered the most implicit of all of the streams examined for the study. One can
readily recognize the initially interdisciplinary aspects of the research by noting the six streams
and the stream reviews. The interdisciplinary and even multidisciplinary nature of the research
has been crucial, since the study has relied upon the varied perspectives of all the disciplines to
stimulate the emergence of the new inclusive design educational theoretical approach. It is even
more vital to acknowledge and understand how the truly transdisciplinary “included middle,” and
the “varied levels of reality,” along with the “very complex” (Nicolescu, 2002) interactions and
coalescing of the six disciplines have been integral to the synthesis and analysis to derive what is
now called the “transinclusive learning theoretical approach.”
The literature review basis of a transdisciplinary approach, therefore, has required much
more than the underlying nuances of interdisciplinarity and multidisciplinarity. The
transdisciplinary overlay of the literature must be considered in its own right, while examining
the literature in relation to all the streams and with respect to the six disciplines under study.

86

Similar to the previous literature stream reviews, the section will begin with an overview
and synthesis of this stream, followed by challenges in the literature. Some dialectical
perspectives are presented in order to maintain that balance of critical reflection. The conclusion
will provide a summation of this last stream of literature.
The first step in regard to this literature stream review is to describe the concept of
transdisciplinarity and to differentiate it from interdisciplinarity and multidisciplinarity. Such an
initial description is necessary, since it is vital to understand the way in which the literature has
been gathered and what the literature drew out for the research process. The following Taoist
proverb helped set the stage for the basic conception of transdisciplinarity:
Thirty spokes together make a wheel for a cart. It is the empty space in the centre, which
enables it to be used. Mould clay into a vessel; it is the emptiness within that creates the
usefulness of the vessel. Cut out doors and windows in a house; it is the empty space
inside that creates the usefulness of the house. Thus, what we have may be substantial but
its usefulness lies in the unoccupied empty space. (Hua-Ching, 2003, p. 18)
Interdisciplinarity and multidisciplinarity stimulate various disciplines to work in unison
(to create the spokes of a wheel, to mould a pot, or build a house), whereas transdisciplinarity
creates a melding of disciplines and entities beyond disciplines to transcend the basic
collaboration of mutual effort (the space that lies within the hub or inside the vessel or the
functional and liveable space in the house).
Nicolescu (2002) described the basic premises:
The keystone of transdisciplinarity is the semantic and practical unification of the
meanings that traverse and lie beyond different disciplines. It presupposes an open-
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minded rationality by re-examining the concepts of “definition” and “objectivity” [and, in
fact, transdisciplinarity concentrates more on subject rather than object].
The transdisciplinary vision is resolutely open insofar as it goes beyond the exact
sciences and demands their dialogue and their reconciliation with the humanities and the
social sciences, as well as with art, literature, poetry and spiritual experience.
In comparison with interdisciplinarity and multidisciplinarity, transdisciplinarity is multireferential and multi-dimensional. While taking account of the various approaches to time
and history, transdisciplinarity does not exclude a trans-historical horizon. (p. 149)
To differentiate between three often confused but integrally interrelated terms:
Interdisciplinarity concerns the transfer of methods from one discipline to another,
distinguished by three degrees of interdisciplinarity (degree of application;
epistemological degree; and degree of generation of new disciplines).
Multidisciplinarity concerns studying a topic not in just one discipline but in several
disciplines at one time . . . yet brings this [viewing and working with the topic from
multiple-disciplinary views “plus”] from a home disciplinary research base.
Transdisciplinarity concerns that which is at once between disciplines, across the
different disciplines, and beyond all disciplines . . . the three “pillars of
transdisciplinarity” being levels of reality, the included middle, and complexity.
(pp. 42-44)
This last stream of literature, then, has been gathered and assessed with the transdisciplinary lens
in mind. Any proposed theory for an inclusive design educational model that transcends a
practice or group of disciplines has to contend with a more complex and holistic approach by its
very nature.
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Now that the transdisciplinary nature of the literature has been described, the next step is
to illustrate how the literature involves a complex, holistic, dynamic, and organic nature. As
Nicolescu (2002) noted, there are intimate and mutual referents between transdisciplinarity and
complex/holistic and often organic systems, with the emergence of complex plurality (pp. 3339). The literature reviewed in this stream supports such complex plurality with the intertwined
threads of social sustainability (Capra, 1984, 1996; Deutsch, 2011; Gleick, 1987; Greene, 2004;
Hall, 1992; Hollinger, 1994; Hua-Ching, 2003; Jaworski, 1996; Jung, 1973; McColl, Adair,
Davey, & Kates, 2013; McColl & Jongbloed, 2006; Nicolescu, 2002; Russell, 2003; Saul, 2001;
Szenasy, 2011; Tarnas, 2006; Teilhard de Chardin, 2002; Wright, 2004; Wolbring, 2012;
Wolbring, 2009; Wolbring & Rybchinski, 2013).
The third step in the review of this stream is to examine the mechanisms to put
complexity, pluralism and the holistic organic perspectives into practice. Increasing evidence
indicates that society is slowly recognizing the importance of taking a more complex and holistic
approach to daily functioning. We are recognizing and working with larger systems than our
societies have ever experienced in the history of human kind, and we are beginning to understand
how organizations are taking on a life of their own (Bratton & Gold, 1999; Chait, Ryan, &
Taylor, 2005; Lave & Wenger, 1991; Senge, 1990; Wenger, McDermott, & Snyder, 2002). We
are waking up to how leadership in large systems is vital, in association with the theories behind
such leadership (Apps, 1994; Bass, 1990; Burns, 1978; Chait, Ryan, & Taylor, 2005; Ciulla,
1998; Jaworski, 1998; London, 2002; Northouse, 2001). We are engaging in theories and
processes that involve reaching well beyond one’s own discipline and working with critical
reflection to appreciate sometimes opposing ideas or actions (Apps, 1994; Ciulla, 1998; Palmer,
1998; Saul, 2001; Senge, 1990; Watkins & Mohr, 2001; Wenger, McDermott, & Snyder, 2002).
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We are becoming more aware of how we have to consistently adapt to societal shifts, and how
change is one of the constants in our universe (Bridges, 2004, 2009; Burke, 2002; Gladwell,
2002). These are all mechanisms that work with and depend upon transdisciplinarity. The
authors and theorists behind these resources show that we must reach beyond our own horizon
and activate transdisciplinarity.
Following the understanding of transdisciplinarity, the connections with the complex
world we live in, and taking action to encourage change while embracing complex and holistic
systems, the fourth step in the literature review is to apply such understanding to inclusive
design. This application to the relatively new inclusive environmental design paradigm will be
discussed in the next subsection on challenging reflections, since applying transdisciplinarity has
been one of the challenges in the study.
The predominant themes of this literature stream are: (a) the constant of change, (b) the
omnipresence of complexity and chaos, (c) the wide influences of pluralism and diversity, (d)
recognizing and working with holistic perspectives, and (e) moving theory to practice while
simultaneously applying practice to theory.
Challenging reflections and perspectives. The transdisciplinary literature affects all six
streams from the perspective of this review. Disability lived experience, policy development
regarding built environments, embodied ways of learning and the subject of inclusive design
itself must reach beyond their individual boundary in order to ensure effective learning for
inclusive-design development. If our society concentrates only on the lived experience of
building users with disabilities, important design mechanisms, techniques and models could well
be missed. If environmental designers work from the traditional prescribed methods, then there is
a danger of missing the disability lived-experience and tacit knowledge established through the
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disability meaning schemes. Similarly, one could continue with all the permutations and
combinations of the six streams of literature. Each stream contributes its own nuance and,
consistent with transdisciplinarity, one stream could contribute spiritual connections, another
stream the social perspectives, while yet another stream a more scientific approach. Regardless,
if one stream were overlooked, then part of the puzzle of inclusive design would be missing.
The importance of the transdisciplinary overarching premise is how the concept involves
the process of learning and the application of learning, and not the outcomes per se
(concentrating on the subject of inclusive design education, rather than the objective outcomes of
the inclusive design in isolation). The process is emphasized, like the process of embodied
learning and learning about inclusive design in general.
The disciplines of disability studies, adult education, environmental design, occupational
therapy, orientation and mobility, and social work contribute their own theories and approaches
to inclusive design as well. It is through the transdisciplinary process that some of the most
fruitful, passionate, creative, and synergistic design-education concepts have emerged. The
literature streams reviewed are aligned with the disciplines of the study. Both the literature
streams and the intricately involved corresponding disciplines are part of the transdisciplinary
process that this last stream entails.
Both the transdisciplinary literature and the disciplines involved with the study ensure
crystallization (Janesick, 2000; Richardson, 1994). Crystallization takes qualitative research
beyond just triangulating an observation or an assertion through various perspectives.
Crystallization recognizes the constant shifting of dynamic and mutual influences; it involves
multi-dimensional aspects of research and multi-referential dialogues (Richardson 1994). The
study has ventured well beyond interdisciplinarity and multidisciplinarity into transdisciplinarity.
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So too the forms of verification for the study venture beyond basic triangulation. The complexity
and dynamics of the study, alone, demand such crystalline reflections and examinations.
Acknowledging the existence and involvement of transdisciplinarity from the six streams
and the related disciplines is extremely important. The question remains as to how this stream
has taken us closer to an inclusive design educational model or theory. The transdisciplinary
literature provides no solution but considers the proposed theories or techniques to apply
transdisciplinarity in various corporate environment circumstances. Chait, Ryan, and Taylor
(2003) suggested governance as an important mechanism to apply transdisciplinarity. Senge
(1990) emphasized how learning organizations generally could instil transdisciplinarity. Wenger,
McDermott, and Snyder (2002) illustrated how communities of practice can go well beyond
specific organizations or even beyond specific disciplines to apply transdisciplinarity. There is
no one prescribed formula to apply transdisciplinarity, and the broad composition of this
literature stream confirms such an assertion. What is most important is to know the pervasive
influences of the transdisciplinary literature and how a variety of mechanisms can be used to
work with the concept.
Dialectical reflections and perspectives. The transdisciplinary nature of the study is
implicit in the theoretical writings and in the disciplines that the study is examining. Therefore,
why reference the concept at all, since it can be easily recognized and derived from the core
subject matter of inclusive design? There are two elements to address in answering this vital
question: (a) it is imperative the concept of transdisciplinarity be explicitly described and
identified in the core subject-matter literature of inclusive design, and (b) the proposed study will
explore beyond the subject-matter literature (traversing the boundaries of the disciplines focused
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upon in the study). Part of the challenge of the study has been to nurture an extrinsic
epistemology from an intrinsic epistemological base of data.
The six streams of literature and the disciplines are mutually involved. Should the
literature not stand alone, on its own merits, without cross-referencing the disciplines involved?
In answer to this query, the six literature streams originated from themes of the research, with
transdisciplinarity being one of the original themes (later evolving into a stream). While the
alignment of the literature streams with the disciplines of the study is incidental, there is an
inextricable association between all streams and all disciplines in the study. This does not negate
how the disciplines and the literature streams can be examined and stressed on their own merit.
They all play integral roles, individually, collectively, and from a transdisciplinary point of view.
Projecting the study past the interdisciplinary context may also be questioned, but the
literature and the range of perspectives posed by the involved disciplines takes the study beyond
the interdisciplinary boundaries. Recognizing the complex and dynamic aspects of the research
provides a natural extension from interdisciplinarity to transdisciplinarity.
Summary. This transdisciplinary literature stream review supports the importance of
proceeding past interdisciplinarity. The theories on inclusive design have implied such an
extension themselves. Add the other streams of literature as a follow up to the initial subject, add
the widely ranging disciplines, and transdisciplinarity emerges as an important conceptual base
from which to work. Transdisciplinarity is entirely consistent with the complexities and constant
shifting or evolution of the inclusive design paradigm. The paradigm is subject to ever-changing
social, technological, political, and economic influences, as noted in the policy and inclusive
design literature streams in particular. This final literature stream serves as a connecting stream
to crystallize the observations in the other streams of literature.
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Digging Deeper: Thematic Associations and Patterns
As an effective method of illustrating how all six streams of literature have coalesced for
an overall analysis of the study, this final section for Chapter 2 is divided into two subsections:
(a) a thematic analysis of all six streams, and (b) an evolutionary history of the inclusive design
subject matter.
Thematic Associations
The themes in the six streams of literature provide the threads of association between the
streams. The subtle nuances of the writings, theories, and practices embedded in the literature
stream weave in and between the themes as identified. Through listing the themes of all six
streams of literature and reflecting on their associations and interactions, this subsection will
serve as part of the synthesis for the six literature streams. The process will begin by listing the
streams, followed by a discussion of the associations and some broad conclusions.
Adult education stream themes: (a) adult education foundational concepts, (b) varied
styles and modes of learning, and (c) postmodern and current trends.
Disability-environmental lived experience stream themes: (a) individual compared to
group voices related to disability, (b) embodiment and disability, (c) advocacy, and (d) personalsocietal interrelationships.
Disability-focused social policy in environment stream themes: (a) civic engagement and
politics, (b) diversity, (c) exclusion-inclusion tensions, (d) advancing technologies, and (e)
progress toward environmental access.
Inclusive design in the built environment stream themes: (a) disability lived-experience in
environment, (b) disability-focused social policy in environment, (c) inclusive design of built
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environments, (d) embodiment in functional association with environment, and (e)
transdisciplinarity and complex systems.
Somatic or embodiment experiential learning in environment stream themes: (a) knowing
one’s body from various perspectives, (b) environmental-embodiment relationships, and (c)
experiential learning through embodiment.
Transdisciplinarity-complex systems interrelationships stream themes: (a) the constant of
change, (b) the omnipresence of complexity and chaos, (c) overarching influences of pluralism
and diversity, (d) recognizing and working with holistic perspectives, and (d) taking theory to
practice and applying practice to theory.
Patterns within and between the themes. Several salient associations and patterns have
been noted between and within the themes. These key patterns and associations have not applied
to all the themes, but one can witness the patterns through the following descriptive analyses.
One recurring theme that existed in four of the six streams was individual compared to
group access and environmental design issues. This theme could be noted implicitly or explicitly
in all the streams, with the exception of the somatic or embodiment stream. Embodiment is
generally a very personal and individual concept and mechanism to interact with the
environment; hence, this stream would be oriented to an individual rather than a group
perspective. The four other streams frequently contend with how an individual with a disability
interrelates with community, society, with others having disabilities, and with members of
society not retaining disabilities. Correspondingly, these cross-stream aspects of the literature
have a profound effect on inclusive design educational conceptualizations.
Another theme that has been consistent in most of the streams has been embodiment.
Since we all communicate and interact with our daily environments through our physical beings,
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embodiment has a profound influence upon how people with disabilities conceive themselves in
various settings; how social policy relates to our bodies and related functioning; how we can all
learn through our bodies, and how the subject of embodiment can reach out to different
disciplines. Theories of embodiment also apply to the way designers learn about the ability of
diverse populations to function in the built environment (e.g., using anthropometrics as baselines
for how a structure is planned and designed).
A third theme that has been prevalent in all six streams is diversity. Diversity is a twoedged sword. There can be great advantages in people with disabilities being a major part of
other minority groups (e.g., seniors aging into or with disabilities), where designers would
perceive direct connections between designing for a senior population, with disability-mutual
influences. On the other hand, building users with disabilities can become lost in the diverse
population planning and design perspectives (diversity can include parents with strollers,
cyclists, and youth with roller blades). All sectors of these diverse interests complement the
access needs of people with disabilities but they can also compete with interests and group
priorities.
Continuing with the diverse-population perspectives just referenced, there are always
inclusion-exclusion tensions that are consistent with virtually all six literature streams. Social
policy in environment exemplifies such tensions to a great degree. The history of barrier-free
access, in fact, has involved tensions between isolating people with disabilities in institutional
settings compared to ensuring adequate and equitable access accommodation to built
environments. All six streams of literature have dealt with the critical aspects of exclusion versus
inclusion (and even what might constitute both of these concepts).
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There has also been the overarching stream of transdisciplinarity and complex systems,
with recognized associations between all the streams having connections and unpredictable
mutuality between the disciplines and literature streams. How a structure is planned and
constructed affects how a person with a disability interacts with her environment. Conversely, if
a focus group of people from varied disability perspectives is involved with all planning stages
for a structure, these meaning schemes influence how a structure is planned and designed.
One further theme, often unrecognized, is based on complex and organic systems that
could be a profound resource in the development of inclusive design educational theory. Society
has grown past the days when our human systems could be deconstructed into component parts
and reconstructed in predictable ways (as if human systems and planning for such human
accommodations could ever be addressed in such a reductionistic way). Can we predict who
might need or inhabit a space that is ostensibly barrier-free? What happens if an environment is
planned for a person with a physical disability but a person who has both a physical and visual
disability also needs to use it? We are enigmatic beings with occasional paradoxical life
situations and functional requirements.
The associations between the various themes in the streams have been noted but other
themes can be observed to complement or inform themes in the literature. The theme of
advocacy in the first stream, for example, may affect the way designers learn about disability. If
one particular disability population is strong in their advocacy, then their access accommodations
may be at the forefront of design school curricula, or at the forefront on how a project might be
adapted for their disability-population’s built-environment functioning. Conversely, if a
coordinated approach to advocacy is administered, such organization could ensure a more
universal or even inclusive design process.
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A further example of one theme complementing another has been the consideration of
advancing technology. Technological solutions to built-environment access issues are becoming
more commonplace. There are times when universal design and technology combine nicely to
ensure equitable access for as many people as possible (e.g., a maze entrance to a public
washroom that does not require doors or doorways, or infrared-activated faucets and towel
dispensers). Technology influences and complements social policy, the way a person with lived
experience deals with their public or private spaces, and how complex design conundrums might
be resolved. One should keep in mind, however, that technology is only one avenue to resolve
access issues and should never be considered a panacea.
Broad conclusions about theme associations. The following broad conclusions on
themes serve as the summation of this subsection. On the topic of individual versus group
disability access issues, it is vital that inclusive design education acknowledges both individual
and group access accommodation requirements. Conflicts and contradictions of disability-related
design must be considered when one assesses the needs of people with visual disabilities
compared to people with physical disabilities, for example. Furthermore, the needs of one visual
or physical disability population are specific, compared to another (the contradictions in design
for disability internalized in one overall disability population). One example of the varied
environmental needs within the visual disability population would be those with macular
degeneration requiring subdued lighting, while those with retinitis pigmentosa require a higher
intensity of lighting. People with macular degeneration depend upon their peripheral vision
which is reliant upon photo sensory cells best used in subdued lighting whereas people with
retinitis pigmentosa depend upon central vision, in turn reliant upon photo sensory cells best
suited to higher-intensity illumination. One population could carry separate illumination or the
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other population could wear sunglasses in order to resolve this environmental conundrum but
which group accommodates the other? Can environmental design address these issues
simultaneously? It can be seen that inclusive design education works best to examine the
broadest range of disability populations. Such examinations must include acknowledgement and
information about the conflicts and contradictions of design with the widest range of building
users with disabilities.
When embodiment is considered in relation to inclusive design education, it is vital that
designers explore their own embodiment relation to the environment and compare such somatic
ways of learning with building users who have disabilities. Using simulations could be one
valuable educational mechanism in this instance.
Diversity and plurality are also vital in inclusive design education. The designer needs to
understand how diverse populations are extremely complex and often enigmatic. Differences in
functional needs occur in the broad range of diversity, just as individual or varied group
requirements occur in the disability populations. As we become a more globalized society, it is
imperative that designers are educated on the continuum of cultural access necessities (including
the culture associations with disability).
Another important theme that has been described is recognizing the importance of
planning for complexity, often in organic ways. That is, planning systems and techniques are
linear and reductionistic in nature (such as guidelines, standards, codes, etc.). An inclusive
design educational tool must be flexible enough to factor in those constantly shifting variables
that make a stadium in Vancouver quite different in design from a stadium in Quebec.
Lastly, in these conclusions on themes, it is important that an inclusive design theoretical
approach should recognize how one theme of the literature can complement, expand, or inform
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other themes. The theme of technology, for example, has a deep impact on design solutions and
even on creative design alternatives by accessing technology that may not seem relevant at first
glance.
Prior to the summation for this chapter, the next section will outline an evolutionary
history of inclusive design (from handicapped access to universal design theory). One cannot
predict progress toward more inclusive design education without considering how the paradigm
has developed in the first place. As these pages were written, the concepts behind inclusive
design have continued to unfold on a global scale (Nussbaumerr, 2012; Preiser & Ostroff, 2001;
Preiser & Smith, 2011; Steinfeld & Maisel, 2012; Welch, 1995).
Evolutionary History
The history behind more-inclusive design can be perceived from several perspectives.
Like all history, what has transpired over the course of months, years, and decades depends upon
the limitation of one’s experiences and standpoints in life (hence the importance of lived
experience from the perspectives of built-environment users with disabilities). The literature has
reflected the perspectives not only of those professionals interested in, and developing methods
or theory for, more-inclusive design (such as Butler, Goldsmith, Holden, Imrie, Lidwell, Maisel,
Ostroff, and Steinfeld), but those involved with, or reflecting upon, lived experience (such as
Cameron and Valentine, Lord, Lougheed, Michalko, Oliver, and Titchkosky). It is suggested an
overlay be applied to the foregoing historical perspectives with local, regional, national, and
international history regarding the emergence of more-inclusive design concepts. There have
been instances where what occurs locally has a strong influence upon regional, national, and
even international events. In that case, applying the temporal overlay of evolution to the
foregoing complex and multiple perspectives is recommended. What we considered to be
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“accessible” some 30 years ago, for example, may not be what we consider accessible or usable
today. The literature that either explicitly or implicitly relays such history has had powerful
influences upon the situation today.
The various social and disability movements in North America have affected the way our
society perceives people with varied disabilities. A few examples of such movements have been
the Independent Living Movement, the Community Living Movement and the SelfDetermination Movement. Without understanding how a person with a disability may live alone
or in a more independent manner, designers and builders cannot conceive of more-accessible and
individual forms of housing. The historical references and literature reflecting the milestones in
the evolution of more-inclusive design, then, has been very important to the study.
The modern way of people with disabilities reaching into the community and wanting
increased accessibility harkens back to the “Handicapped Access Movement” in the 1950s-1960s
(Associate Committee to the National Building Code, National Research Council, 1965; Central
Mortgage and Housing Corporation, 1974; Dejong, 1979; Kleinfield, 1979). Handicapped access
consisted of basic means to access only the essentials in built environments (designated parking,
accessing a building, an accessible washroom). Even at that, handicapped access centred on
people with physical disabilities, with little or no attention given to sensory and cognitive access
issues.
Due to a number of discussions on what constituted best practices for physical access to
built environments, the “handicapped-charitable-social-model” evolved into what became the
“Barrier-free Design Paradigm,” with built-environment users with physical disabilities (and
their advocates) taking the lead with access-design considerations. The barrier-free concept took
basic access one step further, since the functionality in a building was considered (and the target
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populations expanded to people with sensory and cognitive disabilities, seniors and people with
temporary disabling conditions). Not only was a person using an adaptive mobility device
expected to be able to access a building and perhaps a washroom, but both access and usability
of the primary functions of the same structure were anticipated. The barrier-free paradigm,
however, still had very linear and reductionistic roots and measures, ignoring the organic and
holistic nature of human systems. Other disability populations modelled the barrier-free approach
and it was not long before people with sensory and cognitive disabilities joined the paradigm
shift (Crader, 1998; Kuhn, 1996; Richesin, Grace, Iantkow, & Gillies, 1989).
Universal design principles were not introduced until the mid-1980s (North Carolina
State University, n.d.; Mace, 1985; Ostroff, 2011) where design concepts ventured beyond builtenvironment users with disabilities, to include as many diverse populations as possible. The
“Universal Design/Inclusive Design Paradigm(s)” (the two titles often applied synonymously)
introduced a much more holistic, dynamic and organic approach and related methodology for
built environment design. These current paradigms continue to evolve and have not yet been
fully implemented in many of the design guidelines, standards, or regulatory systems for design
and construction. The lack of implementation of the organic universal and inclusive paradigms in
these regulatory mechanisms is understandable because the regulatory systems are designed in
reductionistic, linear, and static ways.
The historical literature reveals how handicapped access has evolved into barrier-free
design. It has also shown how the more dynamic, global, and diverse paradigm of universal
design began in the 1960s but not until the mid-1980s did it become established (Ostroff, 2011,
p. 1.5). Considering this evolution from handicapped access to barrier-free access to universal
design and now to inclusive design, we must acknowledge that these paradigms vary with their
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philosophical basis, principles, and perspectives. This process often occurs with shifts in
paradigms over the course of time (Kuhn, 1996). It is best to summarize the history of the shift
from handicapped access and barrier-free access as initially prescriptive, then performative, and
now emphasizing societal participation.
Current theories and approaches to inclusive design are rapidly evolving to the point
where some transformational or at least transitional shifts in learning occur. The referenced
universal-design literature in this study illustrates some transformation in learning and
development of the inclusive design paradigm (Goldsmith, 1997, 2000; Imrie, 2006; Lidwell,
Holden, & Butler, 2003, 2010; Lidwell & Smith, 2010; Nussbaumer, 2012; Preiser & Ostroff,
2001; Preiser & Smith, 2011). Preiser, in fact, has noted how close we are to some
transformational shifts:
Since the publication of the first edition of the Universal Design Handbook in 2001, the
world of design has seen major transformations. In less than a decade, the world has
experienced a century’s worth of change, the scope and diversity of which were
unimaginable in 2001. Social, technological, economic, environmental, and legal changes
have altered both the philosophical discourses and the physical practices of design
disciplines at all scales. (Preiser & Smith, 2011, p. xxiii)
Precisely what kind of shifts may occur over the next decade of the inclusive-design evolution
are yet to be experienced, but the dialogue on more-inclusive design discourses has been
expanding.
The themes embedded in the six streams of literature and evolutionary history of
handicapped access to universal and inclusive design has served as the synthesis and conclusion
of this section. It cannot be emphasized enough how the themes, in close association with the
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evolution of inclusive design, have been integral to this study. The associated contexts and
mutual influences of the themes and history have helped to pave the way to this grounded theory
research study.
Chapter Summary
Chapter 2 described six literature streams derived from the initial themes observed in the
universal and inclusive design subject matter. This study has been on the learning process of
inclusive design for environmental designers; however, the starting point for the literature review
was an examination of the universal and inclusive design concepts themselves. The six literature
streams included: (a) adult education, (b) disability-environmental lived experience, (c)
disability-focused social policy in environment, (d) inclusive design in the built environment, (e)
somatic and embodiment experiential learning in environment, and (f) transdisciplinaritycomplex systems interrelationships. These streams have coalesced to establish a literature base
for the research design, elaborated upon in the next chapter. The literature has verified both the
intent and rationale behind this interdisciplinary and transdisciplinary study.
The conversational format for the literature review was intentionally applied in order to
concentrate on the salient challenges and critical reflections that the literature has illustrated.
Similarly, the themes listed in each literature stream complement the critical dialogues in the six
streams. Lastly, the evolutionary history from handicapped access to universal and inclusive
design has been an important part of the synthesis of the literature. Chapter 3 will describe the
research design and methodology that influenced this study.
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Chapter 3. Research Design
Chapter 3 includes the central research question and sub-questions, a description of
ontology and epistemology, research methodology, participant sample and profiles, data
collection, the data synthesis and analysis, and ethical considerations. The research design was
consistent with the complex nature of the study but acknowledged the realities of time and
budgetary limitations.
Research Questions
The central research question guiding the study was:
How do environmental designers learn and implement inclusive designs to built environments
for people with disabilities?
Sub-questions included:
1. How do designers learn to think and practise creatively?
2. How do designers work with transdisciplinarity in relation to more-inclusive
designing?
3. What motivates designers to integrate the basis of the inclusive design process in their
core functions and practice values?
4. What emergent inclusive-design-educational theory or theoretical approach might be
explored to serve a holistic and global built environment for people with disabilities?
Ontological and Epistemological Background
The study included a value-centric foundation with the roots of a grounded theory
methodological approach. This related a social constructionist viewpoint, with the self and its
other being a large part of the core of the study, with origins reminiscent of the symbolic
interactionists of the early 1960s (Charmaz, 2006; Prus, 1996; Strauss & Corbin, 1997, 1998).
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The ontological foundation for this study relates to postmodernism. A postmodern ontology
maintains a critical stance toward assumed knowledge. One cannot assume that what one
observes is the absolute truth. History and culture influences the way a society perceives a
phenomenon (hence subtle differences as to how Europe approaches universal design compared
to North America). There are, therefore, multiple ways of perceiving and working with a
phenomenon, and no one technique can be viewed as a complete solution. Furthermore, the way
knowledge is maintained relies upon social process. Knowledge cannot be handed out to
individuals or groups but appropriate learning environments have to be nurtured to provide
freedom to reflect and explore knowledge as if it were a newly discovered continent. The
postmodern way of existing on our planet recognizes a marriage between knowledge and social
action. We learn through experiencing and stimulating social change to provide effective selfdetermination.
In terms of the ontological base, it was imperative that the various disciplines involved in
the study have been free to (a) reflect upon traditional assumptions, (b) engage in creative and
organic thought, and (c) be receptive of multiple perspectives particularly in a transdisciplinary
research approach. The research participants and the researcher were cognizant of the cultural
and historical perspectives that have influenced increasingly inclusive design work and
education. Some of the theories and practices that were applied in this study, which are
consistent and underlie this form of ontology, are: (a) social construction theory (Burr, 2003;
Gergen, 2009); (b) appreciative inquiry (Watkins & Mohr, 2001); (c) learning organizations
(Senge, 1990); (d) communities of practice (Wenger, McDermott, & Snyder, 2002); and (e)
transdisciplinarity (Nicolescu, 2002).
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As well as the broad ontological base underlying this study, a broad epistemological
framework was applied. The means by which people come to know inclusive design range from
lived experience (Manen, 1990; Prus, 1996) to embodiment (Amann, 2003; Brockman, 2001).
The social and cultural interactions between peers with or without disabilities are important in
these forms of coming to know access requirements and the means of physical inclusion
(Michalko, 2001, 2002; Titchkosky, 2003, 2008).
Epistemological foundations align with more-intrinsic ways of knowing and learning,
where less formal and more self-directed learning may best be applied (Garrison, 1997). A more
in-depth way of coming to know and work with more-inclusive forms of learning design was,
therefore, reinforced by the more intrinsic ways of knowing and operating. Whereas designers
may have learned about inclusive or universal design through focus groups or examining
successful projects in the past, the more intrinsic ways of coming to know inclusive designs
through the application of the theoretical approach in this study shows more personal experience
with those having daily, lived experience in their environment. Social action and its advocacy
have been underlined throughout the study, with the acknowledgement of diverse populations’
involvement in shaping their own future (Dejong, 1979; Kleinfield, 1979; Freire, 1985).
One may note that a postmodern ontological base informs diverse ways and often
informal or intrinsic means of coming to know inclusive design and learning theory
development. The epistemological bases were: (a) somatic and embodied ways of knowing, (b)
informal learning, (c) lived experience in environment, (d) social action and related perspectives,
and (e) a transdisciplinary way of coming to understand and work with diverse users of built
environments. Both the adult education and transdisciplinary foundations of the study have
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assisted in blending the forms of epistemology and have reinforced the ontological standpoint of
the study.
Methodology
Grounded theory methodology was selected to derive a theoretical approach from the
study for several reasons. Firstly, as Bryant and Charmaz (2007) noted, “[Grounded Theory
Methodology] spread in its early years through a form of apprenticeship and mentorship of
doctoral students in sociology and nursing at the University of California, San Francisco” (p. 7).
Such a sociological-based theory was ideal for the study since the intent was to socially integrate
diverse populations (i.e., built environment users with physical and/or visual disabilities).
Furthermore, in relation to this first supportive statement, there is a sociological foundation for
the type of research being applied through the adult education, social work, and disability studies
phenomena involved with the study (Barnes, Mercer, & Shakespeare, 1999; Ismael, 2006;
Merriam & Caffarella, 1999; VeneKlasen & Miller, 2007).
Secondly, the primary purpose behind the study was to derive an interpretive theory (or
theoretical approach) from the research that would be ideal for a grounded theory
methodological application. Interpretive theories differ from the empirical or positivistic theories
in that the former stress understanding rather than explanation, and as Charmaz (2006) noted:
Proponents of [the interpretive definition of theory] view theoretical understanding as
abstract and interpretive; the very understanding of the theory rests on the theorist’s
interpretation of the studied phenomenon. Interpretive theories [and interpretive
theoretical approaches] deal with indeterminacy, rather than seek causality, and give
priority to showing patterns and connections rather than to linear reasoning. (p. 126)
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This study dealt with the derivation of an interpretive theoretical approach through eliciting
observations, reflections, reasoning, and synthesis of data from well-qualified and suitable
professionals, and from those with lived experience, and drawing from such tacit knowledge and
experience from a qualitative perspective. In no way did the study take an objectivist stance and
the grounded theory methodology was purely qualitative in nature, focusing on interpretive
theory rather than objectivist theory results.
On this second point and as further support for this methodological approach, Merriam
and Simpson (2000) stated:
[Grounded theory methodology] . . . is characterized by inductive field work rather than
deductive hypothesis testing. . . . The end result of grounded theory is development of
theory; theory that is “grounded in the data” . . . [and] . . . grounded theory emphasizes
discovery [where] description and verification are secondary. (p. 112)
Thirdly, a grounded theory methodological approach emphasizes, by definition, the
importance of asking questions and making comparisons (Charmaz, 2006; Strauss & Corbin,
1998). Palmer (1998) supported this and maintained that there can only be benefits from
comparisons of diverse perspectives of varied professionals and those with lived experience.
Fourthly, a unique aspect of grounded theory research involves in vivo coding. This
coding works on a highly disciplined foundation. Although often considered jargon by lay
people, in vivo coding supports important fundamental concepts for those operating in each
discipline. These codes function as a vital bridge between the disciplines when one explores the
essence of such disciplinary language foundations.
Fifthly, in further support of the grounded theory methodology and in relation to the
researcher’s obligations and responsibilities with such a research approach:
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[Grounded theory] allows for the constant comparative method in data collection and
analysis. Theoretical sampling allows for direction in study and allows the researcher to
have confidence in his or her categories, because they emerge from the data and are
constantly and selectively reformulated along the way. The data in any study do not
speak for themselves. The researcher must make sense of the data in a meaningful way,
and any technique that allows the researcher to find an active way of searching the data is
welcome. (Janesick, 2000, p. 397)
In this study, synthesis and analysis of the data, in consultation with the 19 research participants,
led to the development of the final theoretical approach. There was no logic model to illustrate
the derivation of the final theoretical approach. The derivation has relied upon the complex and
iterative nature of the grounded theory research data collection and analysis.
Table 1 compares some salient qualitative research methodologies that could be applied
to this study, underlining the rationale for the preferred grounded theory choice. Although there
was a wide range of qualitative methodological alternatives available, the four listed alternatives
are the most applicable.
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Table 1.
Applying a Grounded Theory Research Methodology: A Comparison of Qualitative Research
Methodologies

Key Research
Components

Ethnography
Research

Derivation of
Interpretive
Theory

Not oriented to
theory
derivation and
development
Designed to
examine and
interview in a
cultural
context, but not
in a progressive
manner toward
theory
derivation and
development

Progressive
Coding

Examining/
Comparing in
Diversity

Elicits culturalcontext data
from a
specified base
population but
not for multiple
and varied
populations

Phenomenolog
y Research

Participatory
Action
Research
Not oriented to Not oriented to
theory
theory
derivation and
derivation and
development
development
Designed and
Focuses on
oriented to
power relations
elicit lived
and garnering
experience
data from those
from specific
who are
bodies of
generally
participants, but disenfranchised
not to draw
, but does not
comparisons
examine
with other
multiple diverse
diverse data
perspectives
and data
outside of the
disenfranchised
population
Designed to
Designed to
explore lived
examine and
experience
potentially
within specific motivate
populations, but movements
not for
toward social
comparisons
change, but not
between greatly oriented to
varied
compare
populations
diverse
populations

Grounded
Theory
Research
Designed for
theory
derivation and
development
Designed for
data collection
and synthesis,
simultaneously,
from diverse
perspectives in
a progressive
manner toward
the derivation
of theory

Designed to
both elicit
responses
toward the
building of
theory, while
being designed
for the
examination
and comparison
of multiple
diverse target
111

Transdisciplina
rity

Focus is not
oriented to
greatly varied
disciplinary
perspectives or
populations

Focus is not
oriented to
greatly varied
disciplinary
perspectives or
populations

Focus is not
oriented to
greatly varied
disciplinary
perspectives or
populations

Adult Learning

Can be applied
with an adult
learning lens,
however, does
not ensure
relating adult
learning with
multiple other
perspectives
and disciplines

Focuses on
lived
experience of
individuals and
can include an
adult learning
overlay,
however, does
not ensure
relating adult
learning with
multiple other
perspectives
and disciplines

Professional
and Disability
Cultures

Generally
focuses on
cultures, but not
designed to
formulate
theory through
such
examinations
and
explorations

Not designed to
examine
cultures per se,
and
concentrates on
individualpopulations
lived
experience –
not oriented to
comparing

Can heavily
involve adult
learning with
the overall
synthesis from
diverse or
disenfranchised
populations,
however, does
not ensure
relating adult
learning with
multiple other
perspectives
and disciplines
Considers
cultures only to
the extent as to
how the culture
may contribute
to social
development or
change

populations
Methodology is
designed with
multiple
realities,
examining the
bridges
between
disciplines (the
included
middle), and
with
complexity in
mind
Can effectively
be adapted to
consider the
derivation of
theory with an
adult learning
base, in
conjunction
with examining
correlations
with other
diverse
interests,
populations and
variables
Can include a
wide range of
different
variable
component
nuances (such
as how
disability
culture may
differ from
professional
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diverse cultures
toward theory
development
Embodiment

Not oriented to
exploring or
interviewing in
relation to a
somatic
epistemology

Lived
Experience in
Environment

Good to
explore one’s
relationship to
environment in
a certain
context, but not
oriented to
comparing and
analysing from
varied
disciplinary
perspectives in
a holistic and
complex
manner

Working with

Ideal for

While
phenomenology
would work
well for
exploring an
embodied
epistemology,
the research
methodology is
not oriented to
working with
comparisons
and diverse
perspectives on
such a topic
Ideal to elicit
lived
experience
perspectives,
but not from an
environmental
and design
point of view,
and not
oriented to
comparing and
analysing from
varied
disciplinary
perspectives in
a holistic and
complex
manner

Good for

Not oriented to
exploring or
interviewing in
relation to a
somatic
epistemology

Good to elicit
lived
experience
concepts from a
social change
perspective, but
not from an
environmental
and design
point of view,
and not
oriented to
comparing and
analysing from
varied
disciplinary
perspectives in
a holistic and
complex
manner
Good to garner

culture), all
considered in a
complex/
dynamic way
Ideal to focus
on a varied
epistemological
base with
modes for
comparisons
and diverse
perspectives on
embodiment

Ideal to explore
and relate lived
experience to
environment,
along with
complex
interrelationshi
ps with other
disciplinary and
dimensional
variables/influe
ncing

Ideal to elicit
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Sustainability

Universal and
Inclusive
Design

exploring
sustainable
living concepts
in a cultural
context, but not
oriented to
drawing
comparisons
with other
disciplinary
intricacies and
influences

examining
sustainable
concepts from
individual lived
experiences,
but would not
suit
examining/com
paring other
disciplines and
other complex,
holistic
variables for
fiscal, social
and/or
environmental
sustainability

feedback and
draw out social
change
mechanisms for
future
sustainability,
but would not
suit
examining/com
paring other
disciplines and
other complex,
holistic
variables for
fiscal, social
and/or
environmental
sustainability
Not oriented to Not oriented to Not oriented to
exploring
exploring
exploring
design-learning design-learning design-learning
concepts from a concepts from a concepts from a
crosscrosscrossdisciplinary and disciplinary and disciplinary and
comparative
comparative
comparative
analytical
analytical
analytical
research base
research base
research base

concepts on
sustainability in
relation to other
dimensions and
disciplines from
a holistic and
overall
comparative
research
framework

Ideal to explore
design-learning
concepts from a
crossdisciplinary and
comparative
analytical
research base

Methods
This qualitative study examined the multiple individual perspectives of participants from
a wide range of disciplines and lived experiences. A semi-structured research interview process
was applied. The rationale behind adopting a semi-structured interview method was five-fold.
Firstly, some basic structured questions were necessary to stimulate critical reflection on the
topic of inclusive-design education generally. Secondly, the six round-one initial open-ended
questions comprised a transdisciplinary focus, to help the participants consider their own
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perspectives on inclusive design educational practices. Thirdly, the order and content of the
rephrasing for initial round-one interview questions were conceived to help the participants from
the various disciplines muse about how their own disciplinary background would help conceive a
new inclusive-design-educational theoretical approach (a number of the participants did not have
much experience with designers, but did retain excellent tacit knowledge that could contribute to
design-educational theory). Fourthly, throughout the rounds of interviews and consequential
member checking, participants were incidentally asked about associated literature and/or other
visual materials or documents that could be beneficial and necessary to work with the iterative
process between literature and participant reflections and data. Member checking (O’Neil Green,
Creswell, Shope, & Plano Clark, 2007), consistent with a grounded-theory methodology, has
taken place for the initial eliciting of data and for continued input and feedback on data analysis
and interpretation. The research participants held the keys to the foundation of a new theoretical
approach for inclusive design education.
In adopting a grounded-theory methodology, the strategy of inquiry was to elicit tacit
knowledge and intrinsic forms of epistemology when examining the motivation and form of
autodidactic learning entrenched in the self-directed learning foundation (Garrison, 1997, pp. 1928). Those forms of lived experience (Prus, 1996) on which the participants were reflecting have
been elicited (from the perspectives of those who design or teach design and from those who
have a disability and have to access their built-environments). What has been important to note,
however, was the process of drawing out these highly reflective responses through conversation.
For example, it involved paraphrasing responses; asking for elaboration of pertinent brief
reflections; seeking clarification; diverting to associated-but-important subject matter when such
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diversions were warranted; relating authentic interest that encouraged further in-depth reflections
by the participants, etc. (Charmaz, 2006).
Participant Sample
The range and cross-disciplinary background of the research participants was vitally
important to the study. The following disciplinary and lived experience background of
participants (listed in alphabetical order in Table 2) was obtained from: (a) disability studies and
related theory experience; (b) environmental design knowledge, experience, and expertise; (c)
lived experience in access issues; (d) occupational therapy; (e) orientation and mobility; and (f)
social work in relation to disability. One other implicit discipline of adult education existed as an
overlay with all categories.
The recruitment and selection process for research participants has adhered to Denzin and
Lincoln’s (2000) suggestion: “A researcher can examine multiple instances of a process, as that
process is displayed in a variety of different cases” (p. 370). The study has examined multiple
instances of a process, those being when built-environment users with physical and visual
disabilities experience their effective and safe mobility (or lack thereof) in their setting.
Furthermore, as Creswell (2003) indicated, the idea behind qualitative research is to select
participants or sites (or documents or visual materials) that will best help the researcher
understand the problem and the research question (p. 185).
Considering the above criteria for a purposeful selection of research participants and the
transdisciplinary nature of the study, data has been acquired from six populations with a
foundation of adult education serving as an implicit seventh category. Most categories of
research participants total three respondents, with environmental design including five
participants (due to a wider range of sub-discipline groups). Environmental design is the target
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population in applying the future transinclusive theoretical learning approach. One research
participant withdrew from the disability studies disciplinary grouping following the first
interview due to the unanticipated length of data collection time span.
Rationale for Selection
The participants were carefully selected on the basis of the following criteria: (a) their
lived or professional experience with access to built environments, (b) their experience with
people with a physical or visual disability or a combination thereof, (c) their experience as
educators in their disciplinary realm, and (d) their experience of disability life issues in their
realm. Naturally, not all the criteria had to be met by each participant, but such criteria guided
the choice of the most appropriate representative sample of participants.
The following six sectors of professionals and people with lived experience have never
been the only influential bodies in inclusive design. In order to reach a point of saturation,
however, there had to be some constraints imposed upon the sample size to complete the study in
a realistic time frame and in conjunction with the resources available. The following explains the
rationale for the selection of the research participant populations for this study.
Disability studies. The end users of inclusive design environments related to this study
were the two populations with physical and/or visual disabilities. Certainly, participants with
lived experience were interviewed but it was just as vital to interview respondents with extensive
knowledge of the theories and constructs of people with disabilities and their interactions in
North American society. People with lived experiences brought their own biases, naturally, and
the study relied upon theories and the interaction of lived experience to the research mix.
Environmental design. It was imperative to interview this body of practitioners and
draw data from them because this discipline functions as the target professional population to
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which the outcome of an inclusive design educational theoretical approach will be applied. Five
participants were carefully selected from a range of environmental design disciplines including
an architect who specializes and instructs in universal design; a building technologist with
minimal exposure to universal or inclusive designing but with extensive knowledge of building
construction techniques and related regulation; an interior designer who teaches universal design
at a post-secondary institution; a past administrator of Barrier Free Design and Universal Design
Centres in North America; and a safety codes officer (building inspector).
Lived experience (retaining physical and/or visual disabilities). Those with lived
experience in accessing or having difficulty accessing built environments were also extremely
useful to interview for this study. One individual with life-long experience of blindness, another
individual with life-long experience of a physical disability, and yet another individual who
acquired a dual disability in the early 1990s (a person with paraplegia who is totally blind)
contributed important ideas as to how designers could learn about inclusive design. It should be
noted, as well, how another six research participants from some of the other disciplinary
groupings retained some form of a disability, hence there were a total of nine research
participants with disabilities. The three described in this subsection were asked to respond from
their lived experiences and not from their incidental disciplinary or occupational background.
Occupational therapy. Interviewing professionals with a formal education in how a
person with a physical disability physically functions in built environments has been essential
(i.e., the way a person with a physical disability is able to ambulate in their surroundings).
Orientation and mobility. It was vital to interview professionals with expertise in the
safe and effective ambulation of built-environment users with visual disabilities.
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Social work. Like professionals who have contributed some interdisciplinary
perspectives, social workers with knowledge of disability life issues benefitted the study. Of
particular relevance were their individual and group advocacy perspectives, their social policy
reflections, and their expertise in nourishing community development.
Adult education. There was no individual grouping of adult education professionals for
this study; however, apart from their primary discipline, 17 of the 19 research participants were
formal educators in universal design or disability life issues, along with other informal adult
education practices.
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Table 2
Research Participant Complement and Profiles
Disciplin
e

Employm
ent/

Years in
Practice

Level of
Educatio
n

Gender

Age
Cohort

Disability
or N/A

Occupati
on
Disability
Studies
(A)
A-1

Disability
Studies

Postsecon
dary
Faculty

26

Graduate
D (PhD)

Female

50-64

Visual
Disability

A-2

Disability
Studies

Rehab
Pract/

30

College
Diploma

Male

50-64

Physical
Disability

Entrepren
eur
Environm
ental
Design
(B)
B-1

Environm
ental
Design

Architect
ural
Technolo
gist

37

Undergra
duate
Degree

Male

50-64

N/A

B-2

Environm
ental
Design

Int
Designer/
UD
Instructor

15

Graduate
D
(Master)

Female

40-49

N/A

B-3

Environm
ental
Design

UD
Specialist
Educator

25

Undergra
duate
Degree

Female

50-64

Physical
Disability

B-4

Environm
ental
Design

Safety
Codes
Officer

8

Graduate
D
(Master)

Male

30-39

N/A

B-5

Environm
ental
Design

Architect/

20

Graduate
D
(Master)

Male

40-49

N/A

UD
Instructor

120

Lived
Experien
ce (C)
C-1

Lived
Experien
ce

Entrepren
eur re:
Disability

20

College
Diploma

Male

40-49

Visual
and
Physical

C-2

Lived
Experien
ce

Entrepren
eur re:
Disability

30

High
School
Diploma

Female

50-64

Physical
Disability

C-3

Lived
Experien
ce

Mental
Health
Practition
er

34

College
Diploma

Male

50-64

Visual
Disability

D-1

Occupati
onal
Therapy

OT vision
loss
specialty

21

Graduate
D
(Master)

Female

40-49

N/A

D-2

Occupati
onal
Therapy

OT selfemp/

28

Undergra
duate
Degree

Female

50-64

N/A

Occupati
onal
Therapy
(D)

UD
Instructor
D-3

Occupati
onal
Therapy

OT selfemployed

14

Graduate
D
(Master)

Female

40-49

N/A

E-1

Orientati
on &
Mobility

O&M
Specialist

30

College
Diploma

Female

50-64

N/A

E-2

Orientati
on &
Mobility

O&M
Spec/

13

College
Diplomas
(2)

Female

30-39

N/A

Orientati
on &
Mobility
(E)

Interveno
r

121

E-3

Orientati
on &
Mobility

O&M
Specialist

12

Graduate
D
(Master)

Female

30-39

N/A

Social
Work

Psycholo
gist/

35

Graduate
D
(Master)

Female

50-64

Visual
Disability

21

Under-

Female

40-49

Physical
Disability

Female

50-64

Physical
Disability

Social
Work (F)
F-1

Social
Work
F-2

Social
Work

Social
Work/

graduate
Degree

Disability
F-3

Social
Work

Not
employed

16

Graduate
D
(Master)

Data Collection
The data collection extended over a 14-month period to include 19 participants. All
interviews were conducted in an audio-recorded format with the participants’ permission and
knowledge. This provided ample data from each category of participants and entailed effective
member checking. Each participant was involved in the formulating the theoretical approach
foundation.
Interview Strategy
In a semi-structured research interview process (Creswell, 2003; Merriam & Simpson,
2000), broad initial research questions were presented to participants in each category to elicit
the first level of responses (Charmaz, 1997; Creswell, 2003; Merriam & Simpson, 2000). Faceto-face or telephone interviews and related textual information, along with technical and
academic literature, were used in this study. Participant interviews, consequently, revealed other

122

literature that was subsequently accessed and incorporated into the synthesis and analysis of the
study.
Three rounds of research questions were applied to a total of 19 participants. Saturation
of the data collection was attained through these three rounds of interviews, along with member
checking. The first round of interviews dealt with initial coding, with an extension of initial and
focused coding for rounds one and two of the interviews prior to round three, the theoretical
approach conceiving interviews. There were no group interviews but various levels of the
general synthesized materials were reviewed with each participant as the study progressed. The
participants were central in deriving the foundation of a theoretical approach to the adult
education of environmental designers. (Please see the appendices for the interview questions for
all three rounds of interviews.)
The question of the sample size of participants (a total of 19 for this study) had little
influence upon the derivation of theory. It is acknowledged that there must be adequate interview
responses for the creative exploration of tacit knowledge from cross-disciplinary perspectives.
Strauss and Corbin (1998) elaborated on this point:
The general rule is to gather data until each category is saturated. . . . This means until (a)
no new or relevant data seem to emerge, (b) the category is well developed in terms of its
properties and dimensions demonstrating variation, and (c) the relationships are well
established and validated. (p. 212)
In considering the above, it was not the sample size that was of vital concern but how a
category of data under study may or may not become saturated. The research participants were
chosen carefully through the criteria mentioned above and saturation of the categories was
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reached regardless of the research participant sample size. Effective crystallization (Janesick,
2000) was evident in the wide range of disciplines involved.
Reaching Saturation
The one question implied was: “What constituted saturation of the sample?” How will the
researcher know he has acquired the necessary data from the necessary sample size? There was
no one answer to what constituted saturation for this study, but two major indicators provided
good evidence for saturation: (a) the research participants in one or more disciplinary categories
provided identical responses to research questions, with parallel patterns emerging from such
participants; and (b) all the categories began to show signs of crystallization (Janesick, 2000, pp.
391-394).
Bracketing and Reflexivity
Appropriate bracketing and reflexivity were applied to respect the stance from which the
researcher approached the study. They were also applied to determine the researcher’s biases,
assumptions, and philosophies. It was important to be aware of the researcher’s reflexive stance
in order not to unduly influence the final analysis and theoretical development. As in groundedtheory research, it was important to acknowledge when and where unbracketing and
reintegration would occur.
Bracketing
This study relied on Gearing’s (2004) Qualitative Health Research journal article entitled
“Bracketing in Research: A Typology” in applying the appropriate bracketing to the study.
Gearing’s concepts were extremely helpful in showing how the researcher would apply the
grounded-theory methodological approach, recognizing the researcher’s reflexive stance, while
nurturing an open, candid interview environment for all research participants.
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Gearing (2004) stated:
[The] definition and application [of bracketing] often lacks uniformity and standards.
Bracketing should not be merely a term used in a study to justify or validate an
individual’s approach or researcher’s method, but rather a rich concept that can facilitate
effective and needed qualitative research. (p. 1432)
Gearing (2004) elaborated on the three phases of bracketing that included: “(a) abstract
formulation, (b) research praxis, and (c) reintegration” (p. 1432). Abstract formulation deals with
the researcher’s orientation and the underlying theoretical framework. The second phase,
research praxis, deals with five elements: (a) foundational focus, (b) internal (researcher’s)
suppositions, (c) external (phenomenon) supposition, (d) temporal structure, and (e) parenthesis
(boundaries). The third phase entails the “unbracketing” and folding the portion of the research
that has been identified as being bracketed back into the complete study.
The form of bracketing that was applied to the study was “reflexive bracketing.” Gearing
(2004) described such bracketing and its development as:
Reflexive (cultural) bracketing developed in part from phenomenological philosophy and
in part from qualitative research [with such bracketing underlining how culture and
tradition can highly influence the study of phenomena]. . . . Other characteristics of this
form of bracketing emerged over time in qualitative research practice in different guises
and forms, or were loosely incorporated in diverse concepts such as research ethics,
reflexivity, transparency, and cultural review. . . . Reflexive bracketing can be employed
by researchers with a wide epistemological based constructivism to post-modernism. The
ontological stance of the researcher is characterized by relativism . . . most qualitative
theories can guide the theoretical framework . . . including . . . grounded theory. . . . [In
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reflexive bracketing] the researcher attempts to identify the researcher’s personal values,
background and cultural suppositions. . . . Such suppositions are identified prior to the
research and analysis in order to minimize their impact on the phenomenon being studied.
(pp. 1444-1445)
The reflexive bracketing applied was consistent with a grounded theory methodology,
which acknowledges that a phenomenon can be investigated and understood from multiple
perspectives (Gearing, 2004). Such bracketing was in keeping with the transdisciplinary aspects
of the study. Furthermore, the abstract formulation of the study was postmodern in nature; that is,
not using the traditional modern perspectives of practice, but working with complexity, chaos,
and taking a more holistic and organic approach to the subject matter.
The research praxis phase for the study could be described as examining “the whats and
the hows” (Gearing, 2004, p. 1442) of the inclusive-design phenomenon in conjunction with
related education. The researcher stepped in and out of the bracketing as this phase of the
research progressed, since it was important to compare the immediate results of the data with the
larger environmental-design cultural or institutional contexts (p. 1439).
The researcher’s internal suppositions could not be entirely suspended since his cultural,
occupational, and educational background was entrenched in his everyday research work;
however, every effort was made to recognize and examine his own assumptions and
presumptions. Such internal suppositions were suspended during critical interview stages and in
initial analysis, but were re-instated during later analysis and theoretical composition. External
suppositions with regard to the larger cultural and institutional influences were similarly held in
abeyance during critical phases of research interviews and initial analysis, but were reinstituted
during later analysis. The researcher fully respected the varied professional and lived experience
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responses that were received in the interviews, and it was most beneficial to enter into and
withdraw from bracketing in order to compare relevant professional and disability-related
cultural data.
The temporal considerations with the bracketing had to retain flexibility. The time frames
and intervals of bracketing varied greatly, partly due to the transdisciplinary, complex and
iterative nature of the research process. Similarly, the reintegration of the data with the larger
project was essential to the study. The temporal and reintegration elements and phases were
mutually influential.
The following were the primary stages of the study when bracketing and reintegration
along with unbracketing occurred:
•

Interviews, round one (bracketed);

•

Initial to focused coding synthesis and analysis for round one (bracketed);

•

Interviews, round two (bracketed);

•

Initial to focused coding synthesis and analysis for round two (bracketed);

•

In vivo coding (bracketed);

•

Focused to axial coding (unbracketed/reintegration);

•

Axial to theoretical coding (unbracketed/reintegration);

•

Interviews, round three (bracketed); and

•

Environmental Design Transinclusive Learning Theoretical Approach Framework
refinement and final conceptions/presentation (unbracketed/reintegration).

The researcher’s community environments, cultural/faith, disability, education, employment
and volunteer history, familial meaning schemes and biases have been listed within chapter one
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(Researcher’s Background) and within Appendix B (Reflexive Bracketing) in this study. How
such biases and specific backgrounds of the researcher may have influenced the research
processes, however, should be outlined.
The researcher’s community environments with which he was raised, and throughout most of
his life relates to a middle-income setting with neighbours and friends retaining a standard
public-education background. Such a middle-class environment afforded open dialogue around
multicultural perspectives and maintained attitudes toward equity and equal voice for all
community members. Hence, the researcher grew to respect varied points of view from a
multicultural perspective. The researcher’s educational background, attending public schools - in
conjunction with five years in a specialized-class setting to prepare him to adapt to his visual
disability, also in a Calgary primary school setting – reinforced his attitudes toward equity and
equal voice for minority populations. Similarly, with his employment focused in social services
and in the social sciences, he practiced what he had been reared with in terms of assessing social
injustice situations, and he attempted to advocate for social change where and when appropriate.
Simultaneous to his work and career progression, he dedicated much time to volunteerism,
primarily with regard to building construction regulation, which had a synergistic/synchronistic
effect with his planning and design interests and his visual disability. Perhaps the most important
influence upon his views of life and his corresponding behaviour, however, was his being reared
as a child with a visual disability (and having a parent with the same slowly-deteriorating eye
condition) alongside another parent who was well versed in building designs (and practising
within the design realm).
There is no doubt all of the foregoing life circumstances have led the researcher to embrace
the values and attitudes consistent with most of our North American population functioning from
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a similar middle-class and multicultural perspective. There is no doubt, as well, how the
researcher’s approach to planning and design has been partially moulded through his extensive
exposure to building regulation (dealing with building codes and standards for example). Then
there is no doubt the researcher has also been influenced through his interactions with people
retaining varied impairments and related disabilities. What is also important with such meaning
schemes, however, is not only recognizing such researcher’s biases have to be bracketed when
conducting data collection (and even when he has participated in cross-disability forums or
committees or advisory boards), but how such a background can also be well applied for
meaningful analysis of data (unbracketing) where and when necessary for the encompassing
study.
Reflexivity
The researcher’s background was reflected upon and recorded in order to acknowledge
what types and levels of bias or perspectives might exist. Ahern’s (1999) Qualitative Health
Research journal article entitled, “Ten Tips for Reflexive Bracketing,” was the basis of this
review and analysis. The article listed the following 10 topics to consider for qualitative
researchers:
1. Note interests that the researcher may take for granted;
2. Clarify personal value systems and acknowledge related subjectivity;
3. Describe any areas of possible role conflict;
4. Identify gatekeepers’ interests and their disposition toward the project;
5. Recognize feelings that could indicate a lack of neutrality;
6. Identify any surprises in the data collection and related analysis;
7. Reframe interview questions and related approaches when blocks occur;
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8. Reflect upon how you write up your account following the research;
9. Return to the literature review to bring new insights and additional considerations;
and
10. Recognize biases after the analysis, requiring a return to participant interviews.
The 10 topics have been addressed in Appendix B.
Data Analysis
Audio recordings of the three levels of interviews from the data collection were
transcribed only for salient citations; the synthesis and analysis of the interviews were conducted
audibly. This procedure was due to the researcher’s visual disability, where he relied wholly
upon audio input and interpretation. Nevertheless, refer to Table 3, which will relay direct
citations from round one and two interviews in order to understand the initial analyses and
syntheses.
Synthesis and analysis of data was applied through the grounded-theory methodological
approach by recording initial codes, refining such codes to focused codes, identifying and listing
vital in vivo codes, categorizing conceptual axial codes, and deriving the final theoretical codes.
Just as important for the synthesis and analysis was the use of crystallization in conjunction with
the grounded-theory methodology. Crystallization as Denzin and Lincoln (2000) have so
appropriately described Valerie Janesick’s work in the Handbook of Qualitative Research is:
“[Grounded theory research design involving crystallization is] a work of improvisational, rather
than composed, art—as an event, a process, with phases connected to different forms of
problematic experience and their interpretation and representation” (p. 369).
Crystallization can be applied as a qualitative way of synthesizing complex sets of data to
help derive theory through a grounded-theory study. It can also form the basis of validation in
130

such studies, replacing the traditional survey metaphor of “triangulation” with a crystal model.
Richardson (1994) described the relevance of crystallization related to interdisciplinary studies
as follows:
[The crystal, replacing the metaphor of the surveyor’s two-dimensional triangle]
combines symmetry and substance with an infinite variety of shapes, substances,
transmutations, multidimensionalities, and angles of approach. Crystals grow, change and
alter, but are not amorphous. . . . Crystalization provides us with a deepened, complex,
thoroughly partial understanding of [a] topic. (p. 929)
In keeping with the transdisciplinary nature of the study, crystallization was implicit in the
research design. The concept of crystallization has been relevant, since the study has achieved a
melding in a range of practices and disciplines. The study has not only observed and analysed
inclusive design from two, three, or four vantage points, but also worked with “the grace of the
great thing” (Palmer, 1998, pp. 107-108) through a complex and sometimes unpredictable mix of
perspectives. The study has heavily involved “shapes, substances, transmutations,
multidimensionalities, and angles of approach” (pp. 107-108).
It must be noted that no logic model was created to delineate the final transinclusive
theoretical approach framework. The various levels and processes of the theoretical coding were
immersed in the crystallization research process and forms of validation. Faith in the final
derivation of the said framework lay in the complex, holistic, multidimensional, transdisciplinary
research involving the 19 research participants and the literature reviews.
What makes a grounded-theory methodology different from other qualitative
methodologies is how data collection, synthesis, and analysis evolve simultaneously, using the
coding recordings and member checking for data collection, synthesis and analysis (Charmaz,
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2006; Strauss & Corbin, 1997, 1998). The transdisciplinary, iterative, in-depth progress of the
interviews from the initial codes, to focused codes, to in vivo codes, then axial codes and the
final theoretical codes has constituted the data collection, synthesis, and analysis for this study.
An analytic momentum (Charmaz, 2006) has been vital in working over the data
synthesis and analysis. An “analytic momentum” involves:
Remain[ing] open to theoretical possibilities. . . . begin[ning] the analytic process by
asking, “What is this data a study of?” If we ask the question at each stage of the analytic
process and seek the most fundamental answer that fits, we might discover that particular
meanings and actions in our studied world suggest theoretical links to compelling ideas
that had not occurred to us. . . . As we code data and write memos, we can think about
which ones, if any, our materials suggest and how our completed theories address them.
In my field of sociology, such concerns include: embodiment and consciousness;
individual and collective action; cooperation and conflict; choice and constraint;
meanings and actions; standpoints and differences; ritual and ceremony; position and
networks; power and prestige; structure and process; opportunities and inequalities; rights
and resources; moral life, moral action and moral responsibility. (p. 138)
Initial Codes
The initial codes for the research interviews remained close to the interview data
(Charmaz, 2006), analysing word-by-word, line-by-line, and incident-by-incident responses to
the opening questions in the first round of research interviews. Such coding clarified (a) how the
exploration of an inclusive design learning theoretical approach could unfold, (b) what basic
topics and information should be discussed, and (c) how each disciplinary realm could contribute
to the final theoretical approach. The data collection and related synthesis for the initial coding
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phase was oriented to recording the responses, with no categorization, drawing out concepts, or
conceiving theory in any way.
Focused Codes
The second phase of coding was directed and selective. It refined the initial coding into
larger synthesized groupings of data (Charmaz, 2006). The focused codes for the study have
taken the first recorded data from initial coding and refined them into foundational data
groupings.
In Vivo Codes
In vivo codes concern the essence of certain disciplines. They are the specialized
language that carries the disciplinary theoretical foundations and communications. The layperson
or extra-disciplinary observer may view a discipline’s in vivo codes as jargon, but such jargon
constitutes the core of that discipline.
One can become confused by the wide range of in vivo codes in this study and what
appears to be their basis in the six disciplines under study. If one examines them more closely
and from a holistic adult education overlapping perspective, one can categorize such codes into
foundational concepts, which form the theoretical coding. Furthermore, the axial coding,
considered with the common categorization of these in vivo codes, informs the theoretical codes
and related dimensions for the final theoretical approach framework.
Axial Codes
Axial codes determine the properties and dimensions of categories of data. An axis of
categories evolved from this level of coding and related synthesis. “Axial coding organizes,
sorts, synthesizes, and re-orients large amounts of data in new ways” (Charmaz, 2006, p. 60). In
contrast, initial coding has fractured the data into distinct pieces with word-by-word, line-by-
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line, and incident-by-incident recording. Focused codes conducted some basic descriptive sorting
of the initially coded data, whereas axial codes brought the data back together in more coherent
and holistic ways (Charmaz, 2006). Axial coding was particularly important for this study, as
such a phase of analysis and synthesis has functioned as a tool to derive general conceptual
inclusive-design learning categories from a range of descriptive first- and second-round
interview sub-categories. More specifically, working with in vivo coding and axial codes has
bridged and moulded data from focused codes to theoretical codes, to create the eventual
theoretical approach framework dimensions and foundation.
Theoretical Codes
Ordinarily, theoretical coding could have served as a substitute for axial coding, in that
theoretical codes “not only conceptualize how your substantive codes are related but also move
your analytic story in a theoretical direction” (Charmaz, 2006, p. 63). Axial coding serves a
similar purpose. In grounded research, it directly follows focused coding just as theoretical
coding does. This study was unusual in that both axial and in vivo coding have served to process,
analyse, and synthesize data as a bridging step in the evolution of the study’s theoretical codes.
The latter were presented for final member checking in round three of the interviews. (Please
refer to appendices). In vivo codes have various discipline-specific lexicons that describe and
work with the theories, operating systems, and procedures of those disciplines. The disciplines
are all disparate in nature and at first glance such a wide range of disciplines appears to have
little in common in terms of foundations and procedures or even the basic lexicon. An in-depth
analysis of the in vivo codes in this study, however, gave evidence of values, belief systems,
ontological and epistemological orientations, and even some practices and procedures that have
common denominators across the six disciplines, along with the seventh adult education
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foundation. Moreover, categorizing the lexicon compared with the axial coding categorizations
has resulted in a crystallization, which takes us to the final theoretical coding. Indeed, one could
not have conceptualized the theoretical dimensions, foundation, and the individual “parked”
components without the second-to-last stage of relating the in vivo codes to the axial coding.
By synthesizing and analysing the key terms, phrases, and the way such language was
applied, in unison with the axial coding through the different disciplinary groupings of
participants, some basis for the dimensions of the proposed theoretical approach were derived. A
“dimension” takes on the commonalities, mutual influences, organic relationships between
concepts, constant shifting, experimenting, responsiveness, and derivation of complex residual
results from often unanticipated fluid interactions of components parked in each dimension
(Charmaz, 2006; Gleick, 1987; Nicolescu, 2002; Strauss & Corbin, 1997, 1998; Watkins &
Mohr, 2001).
Rigour and Validation
Rigour for the study was achieved through the three V’s of verification, validation and
validity (Morse, Swenson, & Kuzel, 2001), which relates to the research questions, the research
design, data collection and related analysis aligning with a grounded-theory methodological
approach (Strauss & Corbin, 1998; Bryant & Charmaz, 2007).
Regarding verification, four related strategies were applied in this study. The first
strategy was a literature review to compare and contrast concepts and backgrounds in the various
streams of literature. The six streams of literature described how the transdisciplinary literature
roots influenced one another, and how each stream contributed important explorations in
learning. The second strategy was the research design, which addressed the research questions.
The grounded-theory progress of the research involved iterative reviews and forms of verifying
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and comparing data as the research data, synthesis, and analysis evolved. The third strategy was
the relevant and appropriate bracketing and reflexivity. The researcher was careful to keep
interview questions open and explorative in nature, while applying his background knowledge
and understanding of access issues only to the synthesis and analysis. The theoretical approach
framework was conceived in part through the researcher’s tacit knowledge built over decades
through his education, work, and volunteer background, but using the final theoretically coded
data from the 19 research participants. The fourth strategy involved participant selection and
sampling that aligned with the study and the grounded-theory methodology. The careful
selection of the research participants ensured a recognized, professional, knowledgeable,
insightful, open-minded, and explorative research participant basis. Concerning the fourth
verification strategy point, Charmaz (2006) noted how a hierarchy of credibility could support
rigour:
[A hierarchy of credibility refers to] the differential weight given to the word of people or
organizations with different status. That is, a person or institution at the top of a hierarchy
is intrinsically more believable than one at the bottom . . . . All else being equal, the word
of a Nobel Prize winner is likely to be taken as more plausible than a vagrant, even if the
content of the statements is the same. (p. 137)
Considering the profiles of the 19 participants who have extensive knowledge, experience, and a
good reputation in their respective field compared with lived experience observations and
critiques, the hierarchy of credibility in the data collection, synthesis, and analysis was high for
the study.
Aspects such as crystallization ensured validation, which relates to the internal quality of
the research process (Janesick, 2007, pp. 391-394). The constant reworking of data from various
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disciplinary and lived experience perspectives of the 19 participants was immersed in the
crystalline evolution of the theoretical approach.
Ethical Considerations
Qualitative forms of research require careful ethical considerations. The researcher has
considered the way in which the research has been conducted to ensure privacy, anonymity and
appropriate respect for the research participants’ involvement (Creswell, 2003; Merriam &
Simpson, 2000). This study data collection and research participant involvement were reviewed
and approved by the University of Calgary’s Conjoint Faculties Research Ethics Board (CFREB)
on August 7, 2012. Following the data-collection process, a report concluding the research data
collection was submitted on December 17, 2013. The following section reviews components of
the research process considered for the range of ethical issues.

Topic, Purpose, and Research Questions
The research topic for the study was not inherently fraught with major ethical issues.
Whether or not a course in the practice of environmental design concentrates on inclusive design
concepts has an ethical effect only in terms of how such curricula adjustments affect those with
diverse access and related accommodating considerations. There was no financial sponsor for the
proposed study; hence, there was no group interest or corporate expectation of any particular
outcome for the study. A $20,000 scholarship was awarded to the researcher through Queen’s
University (the Canadian Disability Policy Alliance/Canadian University Research Alliance PhD
2013-14 scholarship awarded in November 2012). The scholarship was awarded on the basis of
the research proposal as approved prior to the researcher’s PhD candidacy. There has been no
form of influence as to the outcomes of the research from CDPA/CURA. On the contrary, the
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scholarship has supported free and full academic exploration of an inclusive design educational
theoretical approach as initially outlined in the research proposal.
The purpose of the study may have ethical ramifications only to the extent in which
policy shifts and educational curricula or codes of practice in professional associations could
result. Some codes of practice may eventually consider ethical issues associated with more
universal approaches to design. Such ethical issues have not affected the research process. It
should be noted that an exploration of a more diverse and holistic foundation of instruction for
environmental designers would not have a negative effect on the eventual recipient users of
inclusively designed environments and may indeed have a positive impact. Similarly, the central
research question and sub-questions have been designed in a manner that has not reflected any
form of cultural, racial, gender, or other bias that would infringe upon the human rights of
individual recipients or participants. The research purpose and related questions were presented
in the knowledge of tacit professional biases and assumptions in terms of the topic at hand. Such
biases and assumptions were explored in the research proposal and were reiterated in Chapter 1
of this dissertation.
Data Collection
The study was based upon interviews with chosen representatives of various professional
and lived-experience populations. The participants were consistently aware and sensitized to
ethical issues. Each participant has been reassured that s/he need not answer certain questions or
elaborate on any reflections that may be difficult or uncomfortable. Such reassurance, in
conjunction with the option to withdraw from the research study at any point, has reinforced the
ethical stance of the study. One research participant, in fact, withdrew from the study due to time
constraints and the underestimated duration of the data collection. Respecting the participant’s
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right to withdraw confirms the dedication to research participants’ rights. Any associated
secondary forms of research have relied upon literature reviews drawn from materials referred to
by the participants. Such subsequent literature reviews have been taken into consideration, with
full cognizance of straying into unethical territory.
Data Synthesis, Analysis, and Interpretation
The data synthesis, analysis, and related interpretation have not broached ethical issues,
as in the data collection. Synthesis and analysis up to the derivation of the theoretical coding of
the final framework was conducted with the involvement of the research participants, so there
were no external ethical influences upon such synthesis and analysis.
Findings
It is hoped the findings from the study will be published in a design-education journal,
considering the inclusive-design education theoretical approach framework outcome of the
study. Any publication of the findings will be treated with complete respect for the
confidentiality and anonymity of the participants.
It will always be possible to affect codes of conduct or shifts in policy on holistic
planning and design practices. If the study stimulates some interest in ethical practices for
inclusive or universal forms of design, this may benefit or stimulate future inclusive-design
research.
Participant-related Ethical Considerations
For the research participants, the ethical issues deserve to be addressed in a category of
their own. The intention has been to adhere to and respect all participants’ rights and to ensure
that their comfort in the interview process has been properly accommodated. An application for
ethics approval for the human-subject research was conducted through the Conjoint Faculties
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Research Ethics Board (CFREB) in the summer of 2012, and ethics approval was provided for
the study on August 7, 2012.
Selection of participants. The careful and strategized selection of participants was
particularly important. The perspectives of those from varied practice realms and those with
lived experience, for example, were vital in order to elicit relevant cross-disciplinary and crossperspective responses to draw out the theoretical approach framework development. The criteria
for participant selection as described in this chapter have not involved any organizations or
professional associations, hence omitting any professional or organizational biases or influences.
The participants have been evaluated based on their background and professional profile.
Respect for participants. Merriam and Simpson (2000) described how the rights of
participants and society must be balanced in any qualitative study. These realms have been
considered and the following citation of Fox, derived from Merriam and Simpson (2000) has
reinforced respect for the participants, with flexibility to report findings and publish them for
society at large. Fox’s six areas of respectful and ethical treatment of a research participant are:
•

Participants will be informed about the nature and purpose of the study and how the
data will be used;

•

Participants will be informed that they can withdraw from the research at any point if
they so desire;

•

There will be no damaging effects of the research or any associated individuals or
groups during or after the study;

•

The participants’ privacy and confidentiality will be maintained at all times;

•

There will be no unprofessional behaviour expected from the participants at any time;
and
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•

The participants will be given the opportunity to learn from the study.

(Merriam & Simpson, 2000, p. 198)
Some research studies may be required to obscure the actual purpose behind the study.
Merriam and Simpson (2000) used the example of a study that dealt with sex discrimination in
an employment setting when managers were interviewed. If the actual purpose behind the
interview had been revealed, the managers might have skewed their responses to put them in a
more favourable light (p. 198). Such an ethical dilemma does not apply to this study. It was
desirable to make participants fully aware of the purpose, process, and outcome of the study.
Only through the candid individual responses and reflections of the participants could the
necessary data for theory development be gathered. The participants’ knowledge of the purpose
strongly assisted genuine responses.

Chapter Summary
The sections above have described the central research question and sub-questions for the
development of a theory on the inclusive design education of environmental designers. The
research has a postmodern ontological base, with a more intrinsically oriented epistemology
involving embodied learning, experiential learning, and experiencing transdisciplinary melding
of practices. This was a grounded-theory study with a resulting inclusive-design educational
theoretical approach framework that has emerged from the data. The participant sample was
purposefully broad and has been reliant upon candid responses and reflections given from the
participants’ perspective. The data collection and analysis have relied heavily upon participant
input, with the appropriate and respectful ethical consideration of all participants. The research
design for this qualitative study, therefore, was complex. The reader should respect that a
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grounded theory methodology requires time, flexibility, and much nurturing to allow a theory to
emerge. This chapter has described the foundations of the research design. It is important to
realize that the subtleties of the design were refined as the research progressed (in keeping with a
grounded-theory research methodology). Chapter 4 will present and review the findings.
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Chapter 4. Findings
This chapter is organized in three sections: (a) synthesis of the participant perspectives,
(b) results from the grounded theory-research process, and (c) presentation of the environmental
design transinclusive learning theoretical approach framework derived from the study. It is
apparent that the research process is linear. In fact, the process was iterative, analysing and
synthesizing various phases of the coding, and returning to earlier responses to confirm or refine
such synthesis. This process occurred at the same time as member checking and conceptualizing
the final theoretical approach framework.
Participants’ Perspectives
This section is a synthesis of the reasoning, reflections, and professional perspectives of
the 19 research participants. The categorization of the responses does not imply these general
assertions are part of the coding and analysis. Rather, they represent the participants’ contentions
that resulted from the three rounds of interviews and any related member checking that took
place. It is essential to list such synthesized assertions of the 19 participants for three reasons: (a)
the holistic essence of the participant responses should be clearly illustrated above and beyond
the coding process and related analysis, (b) the participant responses listing functions as
important verification of the data collected, and (c) the synthesis of the responses informs the
crystallization (Janesick, 2000) taking place in the study.
Adult Education and Inclusive Design
Throughout the study, most research participants continued to emphasize the importance
of the teacher-learner relationship in reinforcing inclusive design concepts and related strategies.
This involved formal and/or informal learning situations regardless of whether those teaching
were professionals or people with lived experiences. A number of participants suggested the best
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learning methodology for adult education is when there is a good engagement between the
learner and the instructor. A primary question posed was: “How does one ensure the engagement
can take place and be maintained while vital inclusive-design concepts are being explored?”
Participants consistently expressed concern about how to (a) encourage designers’
curiosity, (b) provide impetus to problem solve rather than relying on a template or prescriptive
solutions in access design, and (c) set out the challenges for future designers to immerse their
practice in more holistic and inclusive design learning. The reasoning and feedback from all 19
participants reinforced the importance of (a) finding a way of inserting self-directed learning into
a curriculum, and (b) nurturing such SDL with complementary informal learning situations. A
synchronicity in learning has been recognized through the participants’ responses. That is, the
participants noted that (a) receptivity, (b) understanding diverse built-environment user needs,
(c) political will, and (d) accessible settings for good dialogue are the basis of effective
communications and learning. The participants observed that it is not just the content or even the
instruction methodology that is vital in the instruction of inclusive design, but creating the best
learning environment. While we can question what constitutes the “best learning environment,”
all participants stated that such an environment must firstly involve those with lived experience
in disability. Secondly, they stressed that it is vital to engage the designers right from the
conceptual stage of design projects. Thirdly, they emphasized not relying upon basic principles
or even prescriptive ways of inclusive designing, but rather reinforcing an in-depth means of
understanding access realities, for example, an embodied way of relating to disability.
Lastly, under the adult education heading, the participants noted that there are diverse
perspectives and interactive variables in learning about more-inclusive design. Their responses
illustrated that taking a student through this process is fraught with complexity and organic
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means of learning and reacting to what one learns. Participants’ examples of the latter describe
how a student with a certain background may prefer informal rather than formal learning, or have
different learning styles from her counterparts.
An Emphasis on Lived Experience, but With the Corollary of Lived Experience as
Observed and Applied in Built Environments
At various points in their interview, all participants reflected upon the importance of
designers learning about inclusive design through direct observation of people with disabilities
interacting with their daily environment. In other words, it is not enough to interview a person
with a disability on the topic of access, but to shadow such an individual in the built environment
and see his daily adaptation. Participants felt that listening and reacting to the lived-experience
knowledge of built environment users with disabilities without observing the person’s actions in
the environment does not provide understanding of how such individuals are, or are not, included
in physical and social access to our built environment.
Bridging Disciplines and Interventionists Between Those With Lived Experience and
Designers
The research participants from the lived experience category stressed the importance of
retaining “mediators” to help educate and communicate between those with lived experience and
designers. The participants had all experienced how built environment users with disabilities
may be fully aware of how they use their environment but may not understand the practicality of
design and construction. Conversely, those professionals involved with design and construction
may not understand or work with diverse-access issues. The lived experience participants felt it
is vital to find common knowledge or a common disciplinary representative to bridge that gap of
understanding. The participants often cited how the disciplines of occupational therapy and
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orientation and mobility have served as a mediating influence between those with lived
experience and designers.
Corporeal Beings and Inclusive Design Education
The three participants with lived experience used examples of how designers lack
understanding of how a person with a disability uses his built environment. One scenario has
been how curb ramps have been designed and where they are located. For example, a parkingstall curb ramp may be centred at the bumper of one’s automobile when parked in a stall. An
embodied way of knowing diverse populations and their related adaptive accommodations is,
therefore, vital.
Creative Critical Tension Between Adapting Persons for the Environment Versus
Designing Environments for the Person
Some interviewees noted that adaptive equipment for people with disabilities could not
be the solution for environmental access to built environments. Even though technology is
advancing quickly, there is still a need to design environments to provide access to those using
adaptive equipment. One example raised by several research participants was how motorized
wheelchairs provide for one’s daily use. Yet there are still situations where there is no turning
radius for wheelchairs in hallways. The wheelchair may provide the initial access to a structure,
but the design of the structure must accommodate the wheelchair and the related anthropometrics
for the user of the wheelchair.
Participants reflected on how the question arises: “What is realistic to expect of those
with diverse access requirements in terms of meeting their own access needs, versus when and
where designers should be required to learn and practise inclusive-environment design?
Participants felt there was no one answer to this dilemma. They contended that such creative
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critical conflict would continue, with constantly shifting adaptive technology, evolving
demographics, shifting standards, and building code practices.
Demographics and Related Trends
Participants consistently cited how statistical trends and demographics have indicated the
aging of the Canadian population, which they believe will result in trends toward learning more
about inclusive designing. At the same time, the participants noted how built-environment users
with disabilities would always remain a minority of users, albeit a steadily growing minority.
Participants reflected upon the impact a new inclusive-design educational approach could have
upon built-environment users with disabilities. They felt it is not the demographics or statistical
significance that are central; rather, it is the impact of a holistic and organic educational practice
for inclusive design on our design and construction industries.
Experience and Design Professional Culture
Another consistent observation was that design professionals might have experience with
certain disability groups or access design issues. What one designer may learn about an access
issue and a group of built-environment users, another designer may not learn about or may
induce inappropriately from one disability population to another. Any professional cultural shift
toward more-inclusive design, therefore, would benefit from evaluating the accumulated
knowledge in the history of access design paradigms.
Goal of Inclusive Design Education
All participants consistently reinforced the need for designers to acquire a deeper
understanding of what contributes to the social inclusion of people with disabilities. They called
for a more responsive society, for a more holistic and malleable lived experience, and a
transdisciplinary way of knowing for diverse populations. Participants suggested that the
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professional culture of designers must be nurtured for more didactic ways and means of learning.
In other words, it is not enough to regulate access design, nor is it enough to promote such design
through marketing, social policy, and legislative development. It is just as vital for design
students to nurture interest, exploration, and commitment for the social inclusion of people with
disabilities.
Inclusive Design Education Evolution
Another key perspective participants consistently described was that they considered
inclusive-design education to be complex, dynamic, and evolutionary, while continuing with the
incremental shifts toward more social inclusive outcomes in North America. At the same time,
they mused on how society could introduce more-inclusive forms of design without any financial
or policy encumbrances to support those anomalous individuals who require extreme measures
of environmental accommodation. An example might be to accommodate those who may not be
able to ambulate through environments unless permanently in a prone position, or those with
severe cognitive disabilities such as Alzheimer’s who are mentally unable to navigate on their
own. Some participants wondered where the line should be drawn between accommodation and
deep inclusion, while recognizing respect and full participation for all. Some historical
descriptions by participants explored how what was once recognized as unrealistic standards in
our built environments in the mid-20th century have now become commonplace. These include
automatic door openers to main entrances of all major structures; curb ramps on urban sidewalk
corners; accessible (audible) pedestrian signals at major traffic intersections; infrared-activated
public washroom faucets, towel dispensers and water closet flush controls; designated and betterdesigned seating areas in assembly facilities such as auditoriums; and even the possibility of
autonomous vehicles (capable of navigating and driving independently). These were only a few
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of participants’ examples of how society can realistically accommodate people with severe
disabilities today, as compared to years ago. The point the participants were making was,
somewhat ironically, those individuals who are considered to retain “severe disabilities” today,
with some standard incremental shifts in universal forms of design, may not be conceived as
having “severe disabilities” in the future. Furthermore, such individuals who rely heavily upon
their own adaptations today may use standard universal designs to accommodate their access
requirements in future years. This vision is to be understood with future inclusive-design
educational practices.
Increased Respect for Transdisciplinarity Learning and Practice in Applying MoreInclusive Designs
Echoing the description in the previous subsection, participants felt designers could not
extrapolate a solution from observing one person with a certain type or level of a disability to the
whole range of that debilitating circumstance. Participants explained that designing for the worst
case might not ensure basic access for those with varied levels of that particular disability. For
example, there may be a wide range of capacities and abilities and adaptive tools that people
with physical disabilities rely upon for their ambulation. Some may have different capacities,
related adaptations (a walker compared to a manual wheelchair, or a manual wheelchair
compared to a power chair, etc.) and a wide range of habits, and they may differ widely from
other members of their own disability population.
The participants noted how various disciplines involving intricate theories, practices, and
continued monitoring of disability populations, plus the evolution of the particular discipline, all
have their place in effecting more equitable access to environments for varied disability
populations. The need to consider the influence of various disciplines was noted and the way
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such disciplines interact was integral with the participants’ reflections, implicitly involving
transdisciplinarity.
Marketing and Business Planning in Conjunction With Legislation and Enforcement
Nine of the 19 research participants stated how more-inclusive design and related
education should instil a business approach with the universal concept of how any facility with
public access would benefit all building users by having a flexible design. The participants
believed that the regulated and legislated efforts of barrier-free and handicapped access have
been unsuccessful. In fact, such paradigms have hampered designers in their effort to explore and
develop designs for a greater range of building users. The nine participants explained that a
professional cultural shift could be initiated through a marketing strategy, rather than on a human
rights and rule of law basis. There was no particular participant-background pattern holding this
perspective (coming from participants with disabilities and varied participant categories). They
told individual anecdotes about a marketing approach for designers and the public. The nine
participants noted how legislated approaches have not stimulated a cultural shift in moreinclusive design practices.
The remaining 10 participants said they believed that taking a marketing approach to
stimulate change toward more inclusive designing and related education outcomes would not
meet with much success, as there needed to be a human-rights and legislative foundation. Their
contention was that being dependent on a market-driven process would not ensure any standard
or regulated practice for more-inclusive design. Proceeding through the interviews in an iterative
and member-checking manner, then, the discussion provided no resolution to either marketing or
legislated and human rights approaches. Consequently, the study has respected these dialectical
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perspectives where both have their place and may be maintained or applied in a balanced
manner, dependent upon context and environment.
On the Cusp of Access Design and Related Education Transformational Shifts
All 19 of the research participants stated North American society is on the cusp of some
vital transformational changes toward more social inclusion in the built environment. The
inclusion involves (a) more access considerations in housing, (b) improved standards and
sensitization toward designing public environments, (c) more dialogue on social inclusion from
various disciplinary perspectives, and (d) people from a range of diverse population sectors
attaining a greater voice in society. The 57 interviews of the 19 participants included discussions
about the nuances in designing for private versus public facilities. There has been growing
dialogue about how society could ensure greater “universal access” to residential facilities. The
participants reflected upon how designers could learn about the differences in designing for a
person with a disability planning their own living environment, compared to designing from a
pan-disability perspective for public environments. All participants noted how the differences in
designing for private versus public facilities could be quite different and require different
orientations and ways of planning and designing.
Social Sustainability and Inclusive Design Education
Participants felt it was important to recognize how the individual does not only interact
with the whole society but society can interact with the individual. We do not live in a linear
social world; rather, complex social systems contain mutually influential and organic processes.
For example, a person interacts with her home, but it is important to understand how the home
interacts with the homeowner. Furthermore, how does the homeowner interact with society and
how does society interact with the homeowner as part of the community? How do able-bodied
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people interact with a homeowner having a disability compared with people who have varied
disabilities? Comparisons and similarities between what constitutes accommodation versus
inclusion are essential. Just because one is accommodated in an environment does not guarantee
that the facility is inclusive of the person’s social or functional interactions in society at large.
Participants reflected upon the societal expectations of our aging population. For
example, many assume that our aging population will move into long-term care facilities.
Participants felt that if the public and our living environments could be flexible enough to
accommodate our aging population, such long-term care facilities would not be necessary. As
environmental design has evolved to accommodate people with disabilities well beyond what
society conceived of decades ago, we speculate how our seniors may be better accommodated in
their own home or in alternative ways compared to long-term care institutional living.
Participants noted how society deals with change over time, so temporal contexts with
associated changes are important. Some changes can be transitional rather than transformational,
or evolutionary rather than revolutionary in nature. These may include changes in one’s disabling
condition, how a person with a disability may physically access an environment, and even
changes in what is expected in social involvement of people with disabilities, should all be
recognized and responded to. It is necessary to track societal shifts in how people with
disabilities function related to their environment. Participants mentioned cultural attitudes as
well. They recognized North American societal mores, morals, values, and ethics, and
acknowledged that these are often subliminal or intrinsic in nature. The participants asked
whether inclusive designing approaches should be value-free or whether this should be a valuecentric approach. How would one reconcile values in any newly proposed inclusive-design
learning theoretical approach? Participants suggested that social sustainability deals with all of
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the above. They felt it is incumbent upon society to view people with disabilities as an important
part of the larger mix of diverse populations. Universal and inclusive ways of designing ensure
greater social sustainability in our culture.
Technology and Inclusive Design Education
Participants either explicitly or implicitly noted there is a constant interaction and mutual
influence between evolving technology and more-inclusive design in built environments, hence
the need for designers to be aware of the impact of technology on building users with disabilities.
The research discussions on this topic used the term “technology” broadly, but for the most part
referred to technology that involves robotics or the natural, medical, and industrial sciences. The
primary question posed by participants was: “When it comes to the intricacies of technology,
when might technology be used to adapt the person with a disability to the environment, versus
when should built environments be adapted for diverse users of such environments? No answer
exists for such a complex question. A number of the research participants, however, provided
examples of how technology continues to evolve and expand avenues of physical, intellectual,
and sensory accessibility to environments in substantive ways.
Despite such effective postmodern technology, the question the participants posed was:
“Does the technology simply transfer the reliance upon accessing a built environment from
environmental designers to industrial designers or a medical practitioner or any expert
professional dealing with the adaptive technology?” Certainly, our society could eventually adapt
everyone with a physical or visual disability to any environment, but would this ensure social
inclusion and would this constitute inclusive designing?
Universality to Inclusivity

153

The 19 research participants consistently cited anecdotes where ensuring access for
diverse populations to built environments was insufficient to ensure social and general societal
inclusion in such environments. Consider the representational anecdote below to differentiate
between universal thinking and functioning, and more-inclusive thinking and functioning.
Imagine a classroom with exceptional physical, sensory, and cognitive universally
designed access features, including adequate and adjustable lighting with high contrast and nonreflective fixtures and furnishings, with acoustic ceiling tiles and carpeted flooring to reduce
ambient classroom noise, with perfect clearance for wheelchairs and walkers, and adjustable
desks to accommodate diverse student requirements. Then consider that all students have their
own laptops, with universally programmed and downloaded software that accommodates each
learner’s intricate learning requirements. This software might include international language and
cultural translations, headphones with personal volume adjustments to accommodate those
people who may be hard of hearing, large print or synthesized voice adaptations for those who
have a visual disability, and instant conversion of instructional materials into plain language for
those with limited vocabulary or other cognitive issues. Now imagine how such a universally
designed learning situation would welcome all and be equitable in such a classroom. Yet,
imagine if one learner out of a class of 30 learners was not participating in any of the discussions
and it becomes obvious to the instructor and many of the students that the student was anomalous
for whatever reason. Could it be the student was simply an extreme introvert and wished to learn
on his own, in his own time, in his own space? Could it be that the one student was not grasping
the topic of the lesson, or perhaps had a diverse or particular perspective that made him either
nervous or reluctant or adversely conditioned to express? Could it be he was part of a
challenging discourse where he had been beaten down by the constant dominant discourse and
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felt he had to remain silent? There could be a multitude of reasons why this particular student
was not or chose not to be included in the classroom learning process.
This hypothetical anecdote illustrates the difference between thinking and functioning
universally, compared to thinking and functioning inclusively. Even though an environment that
was designed for learning and instruction is considered “universal,” such universality does not
guarantee inclusion. Universally designed instruction and related core curricula may well try to
accommodate the learning requirements of the majority of students, and can even include some
malleability to accommodate the diverse student population, but can such a learning paradigm
accommodate the anomalous learning situations? Returning to the metaphor, what would ensure
inclusion of that one student in this particular learning circumstance? There could be a multitude
of solutions based on the reason for the student’s silence and isolation from the rest of the class.
While universal design principles are ideal and try to meet the access requirements for as
many people as possible (say 99.9% of the population), what happens to that 0.1% who are
anomalous for whatever reason? Thinking and acting inclusively, compared to universally,
means purposefully reaching out and reacting to that 0.1% of the population that could be left
behind, even when an environment or a learning situation is universally designed. Inclusive
thinking and functioning recognizes and works with the ambiguity in their learning and the
creative conflict that occurs between such learners and their learning environment. In short,
thinking and acting inclusively means making an extra effort and taking an individual approach
to those anomalous situations, being careful not to stigmatize or treat such learners as “special.”
It is not an easy task, but it is important to understand and differentiate between what might be
universal in concept and treatment, while evolving toward being inclusive of those anomalous
individuals.
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A natural progression between data collection and analysis phases to the final research
theoretical approach derivational results existed in the latter phases of the research and analysis.
One should not search for any logic model or a logical progression from phase to phase of the
coding and analysis progression mind you, since the interpretive theory was gradually derived
through eliciting tacit knowledge, professional musings, and organic/iterative reasonings from
the research participants over the interview data collection and simultaneous synthesis/analysis
process. This was not an empirical study embedded in logic models, then, but one of genuine
subjective, qualitative data collection and related analysis. Keeping the foregoing topical areas of
responses from the research participants in mind, in conjunction with the various phases of
coding, and all associated with the historical evolution of inclusive design, a coalescing of all of
these influences gave way to the final theoretical derivation. A crystallization toward the
eventual theoretical approach was attained through this transdisciplinary-participant research
interview process.
The following will describe what encompassed the various coding phases of the grounded theory
data collection process for this study:
•

Initial coding: This first stage of coding concentrated on direct recording of participants’
responses, paying attention to language and first musings or direct observations of
participants, and points of interest or points of emphasis associated with the opening
interview questions. At this stage of commencing the data collection and review, the
researcher broke down the participant responses through a word-by-word, line-by-line
and incident-by incident concentration on the initial data.

•

In vivo coding: These codes related the participants’ meaning schemes that often
described their core values and beliefs. In vivo codes were vital for this interdisciplinary
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study in that such codes revealed the jargon of the specific disciplines that were further
explored and/or used to compare important ideological bases from one discipline to
another.
•

Focused coding: This phase of coding concentrated on descriptive categorization; hence,
taking the initial codes that were closest to the raw data and arranging the codes to draw
out important commonalities and initial themes or patterns. Whereas initial coding broke
down responses of participants into component parts, focused coding was more directive
and selective to draw out common categories between all of the participants’ responses to
the opening interview questions.

•

Axial coding: Where focused coding separated the initial codes into descriptive
categories, axial coding introduced subcategories and helped to determine the properties
and dimensions of the research data. This phase of coding was much more conceptual in
nature. Some grounded theory research projects can proceed from focused codes to
theoretical (final phase) codes directly. In this particular study, however, it was important
to synthesize the data into foundational properties and view various dimensions to
progress to the final refinement phase toward the eventual framework model.

•

Theoretical coding: It was this final sophisticated and integrative phase of coding that
‘brought it all together.’ This phase dealt with the aggregation of data, working with
overall contexts and with the “included middle” between all of the participants from the
various disciplines. Not until the focused, axial and even in vivo codes were recorded and
synthesized could the final four dimensions and foundational base be truly conceived.
The final theoretical codes became evident when the researcher noted the patterns and
associations between the 32 focused codes, with overlapping influences noted through the
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overall in vivo codes, and then viewing the data in conceptual/meaningful ways through
the axial coding.

Research Theoretical Approach Derivational Process Results
Two tables relate the progression from the initial raw coded data to the final theoretical
coding. Table 3, presented in Appendix C, is a synopsis of interpreting the initial codes (direct
citation of the raw data), organized under the six opening rounds of interview questions,
followed by five subsequent questions posed during round two. These are only a synopsis of
initial code responses and do not entail all the coded data; citations and related interpretations
have illustrated how the codes evolved from the initial data. One should note, in particular, how
the first round of interviews leading to interview question six formed an effective rudimentary
foundation for the development of the four dimensions and self-directed learning base for the
final theoretical approach. Note: the third round of interview questions was an intermediary step
between focused and axial coding, and, therefore, no initial coding analysis was conducted at the
third interview stage of research. The foregoing two rounds of interviews (and interim and
intermittent member checking) served as the eventual formulation of the codes focused on the
derivation of theory. Note the derivational process toward the final theoretical codes and
theoretical approach in Table 4. Table 4 reviews the coding process results, progressing from
focused codes to the final theoretical coding. The focused codes listing provide the interview
topical descriptive derivations basic to the study. The in vivo codes list the vital lexicon of the
various disciplines in a multi and transdisciplinary context. One should note that the in vivo
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codes as listed have been condensed to a large degree, since many salient pieces of lexicon from
each discipline tended to parallel one another or become redundant from one discipline to
another. Such mutual influence in disciplinary vocabulary gave way to determining common
design-learning values, beliefs, goals, and interests that were further supported and identified
under the axial coding. The axial codes provided a final conceptual listing of the inclusionary
learning bases. Such a listing, in combination with the in vivo codes, determined the final
theoretical codes shown in the last column of the table. In the latter final codes listing, the
theoretical approach was determined. Through the listing of such coding, from the left column
proceeding through the focused, in vivo, axial, and the final theoretical codes listing, the reader
should be able to grasp the progression toward the final theoretical coding for the Transinclusive
Learning Theoretical Approach derivation.
Table 4
Coding Process Results
Focused Codes
• Advocacy
• Affecting change
(recognizing
transformational
change and
transitional
change such as
incremental
progress;
functioning as
change agents,
but also
acknowledging
and working with
both transitional
and
transformational
changes in
environment and

In Vivo Codes
Adult education
category.
•
•
•
•
•
•
•
•
•

Coaching for
learning
Communities of
practice
Didactic learning
Emancipatory
learning
Emancipatory
learning
Experiential
learning
Formal and
informal learning
Heuristic learning
Inquiry based
learning

Axial Codes
Disciplinary
category
•

•

•

Theoretical Codes
Transinclusive
Learning
Theoretical
Designing as a
Approach
quality of
Goal:
problem solving
To learn to attain the
(design
foundations of
processes)
sustainable social
Disciplines or
mediators/facilita inclusion of people
tors functioning
with disabilities
as bridges for
through the design of
learning between
built environments.
professionals,
Transinclusive
disciplines and
people with lived Learning Core
Value:
experience
Interdisciplinarity Creating a
and
professional culture
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•
•

•
•

•
•

•

•

with people and
their access
requirements)
Balance between
formal and
informal learning
Combining lived
experience with
field research
(shadowing a
person with lived
experience within
their daily
environments)
Community and
individual
capacity
Creative/critical
tension between
adapting a person
for their
environments
versus adapting
the environment
for the person
Designing as a
quality of
problem solving
Differences in
learning about
access to public
versus private
environments
Disciplines or
mediators/facilitat
ors functioning as
bridges for
learning between
professionals,
disciplines and
people with lived
experience
Economic,
environmental
and social
sustainability

•
•
•
•
•
•
•
•
•
•
•
•
•
•
•

•
•

•
•

transdisciplinarit
Just in time
y
learning
•
Universal Design
Learning
standards and
organizations
evolution there of
Learning styles
(design
Learning through
processes)
introspection/
• Working with
Learning through
and influencing
lived experiences
professional
Learning through
cultures
narrative
Learning through Embodiment
category
simulations
Lifelong learning
• Creative/critical
Mentorship
tension between
Motivation to
adapting a person
learn
for their
Problem-based
environments
learning
versus adapting
Receptivity to
the environment
learn
for the person
Self-directed
• Designing as a
learning
quality of
Sensitivity
problem solving
training
(design
Temporal
processes)
component of
• Lived experience
learning
• Understanding
Bridging between
contradictions as
disciplines
well as
category.
commonalities
between
Architectural
disability
meta-language
populations
Building
Evolutionary and
technologies
change category
Built
environment
• Affecting change
users with
(recognizing
disabilities part
transformational
Canadian Model
change and
of Occupational
transitional
Performance
change such as
Canadian
incremental
Occupational
progress;

nurturing designers to
learn genuine social
participation and
inclusion of diverse
populations
Transinclusive
Learning Core
(operating)
Principles:
•

•

•

•

•

The social
participation in
built
environments for
as many diverse
populations as
possible is the
cornerstone of
the framework
Involvement of
those with
diversepopulation lived
experience in
built
environments is
necessary
The melding of
disciplines is
essential to learn
about and
achieve true
social
participation
The motivation
of designers to
learn in a
Transinclusive
way is a
corollary of the
framework
An autodidactic
means of coming
to understand
Transinclusive
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•
•
•

•
•
•
•
•
•
•
•

•
•
•
•

•
•
•
•

Experiential
learning
Heuristic learning
Independent
Living
(movement and
cross-disability
philosophies)
Influences of
technology
Inquiry based
learning
Integration into
community
Interdisciplinarity
and
transdisciplinarity
Leadership for
inclusive design
education
Lifelong learning
and building tacit
knowledge
Lived experience
Marketing
inclusive design
(inducements as
compared to
coercion)
Mentorship
Multi-culturalism
and pluralism
Power relations
Preferred holistic
and organic
thinking and
behaving
Receptivity to
learn
Relationships
between theory
and practice
Self-directed
learning
Social policies

•
•
•
•
•
•

•
•
•
•
•
•
•
•
•
•
•

Performance
model
Client is captain
of their ship
Cross-discipline
consultations
Disciplinaryspecific cultures
Disciplinary
language
Diversity is key
Effective urban
planning means
planning for
extremes
Important to
embrace
differences,
Independentliving skills
Interdisciplinarity
brings balance
Intermediaries
are valued
Motivations to
reach out to other
disciplines
Differences
between
disciplines
Simulations for
interdisciplinarity
Specialism versus
generalism
Team leaders for
multidisciplinary
work
Temporal
influences
Transmissions,
transitions and
transformations
between
disciplines
Lived experience

functioning as
change agents,
but also
acknowledging
and working with
both transitional
and
transformational
changes in
environment and
with people and
their access
requirements)
• Cultural
evolution
• Visioning
(conceiving of
and reaching for
an eventual
vision for more
inclusive design
Experience in
environment
category
•

Combining lived
experience with
field research
(shadowing a
person with lived
experience within
their daily
environments)
Leadership category
•
•

Advocacy
Leadership for
inclusive design
education
• Mentorship
Learning category
•
•

Balance between
formal and
informal learning
Differences in

learning can be
most motivating
for designers
• The beauty of
both art and
functionality
(form and
function) of
design can best
underpin didactic
learning for
designers
• Both ambiguity
of design, and
dialectics from a
wide range of
stakeholders and
interests, are
desirable and
necessary for
true
Transinclusive
learning
Self-directed
Learning
Foundation (SDL)
•
•

•
•
•
•
•

Balance between
formal and
informal learning
Differences in
learning about
access to public
versus private
environments
Experiential
learning
Heuristic
learning
Inquiry based
learning
Lifelong learning
and building tacit
knowledge
Receptivity to
learn
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•

•
•
•

•
•

Sociocultural
paradigmatic
shifts and cultural
evolution
Synchronicity in
learning
Transformational
and emancipatory
learning
Understanding
contradictions as
well as
commonalities
between diverse
populations
Universal Design
standards and
evolution there of
Varied modes of
learning (range of
learning styles)

learning about
• Relationships
access to public
between theory
• Biases and
versus private
and practice
interests of
environments
• Synchronicity in
specific
• Experiential
learning
populations
learning
• Transformational
• Consumers with
• Heuristic
and
disabilities
learning
emancipatory
• Life assumptions
• Inquiry based
learning
People related to
learning
Embodiment
environment
• Lifelong learning Transinclusive
and building tacit Dimension
category.
knowledge
• Access audits
• Receptivity to
• Creative/critical
learn
• Accessible
tension between
housing
• Relationships
adapting a person
between theory
for their
• Accessible
and practice
environments
Pedestrian Signals
versus adapting
(APS)
• Self-directed
the environment
learning
• Adaptations for
for the person
access
• Synchronicity in
•
Lived experience
learning
• Benchmarks for
accessibility
• Understanding
• Transformational
contradictions as
and emancipatory
• Building codes
well as
learning
and standards
commonalities
• Celebrity aspect of • Varied modes of
between
learning (range of
architecture
disability
learning styles)
• Centre for
populations
Political category
Universal Design
Lived
Experience in
• Certification for
• Marketing
Environment
universal design
inclusive
design
• Disability culture
Transinclusive
•
Power
relations
• Empathetic
Dimension
Sociocultural
designing
category
• Combining lived
• Environmental
experience with
assessments
•
Community
and
field research • Obstacle
individual
Techné
perception is
capacity
(shadowing a
• Inclusive Design
•
Economic,
person with lived
(five principles)
environmental
experience
• Independent
and
social
within their daily
Living
sustainability
environments)
• Intern architects
• Independent
Transdisciplinarity
and mentorship
Living
Transinclusive
• Measuring Up
(movement and
category
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movement
• Parti models for
design projects
• Scale ability of
structure
• Sensitivity
training
• Simulations of
disabilities
• Tactile elements
of buildings
• Theory in relation
to practice
• Visitability
• Work place
assessments
Person/individuallyfocused codes
category.
•
•
•
•
•
•
•
•
•

•
•

Adaptive
equipment
Contexts for
policy
development
Deconstruction in
design
Different learning
styles
Diversity of
clientele
Genogram
Human factors of
design
Impact training
Independent
living skills (ILS)
Sustainability
(economic,
environmental
and social)
category.
Ableism
Accessibility and

•
•
•
•

•
•

•

cross-disability
philosophies)
Influences of
technology
Integration into
community
Multiculturalism
and pluralism
Preferred holistic
and organic
thinking and
behaving
Social policies
Socio-cultural
paradigmatic
shifts and cultural
evolution
Sustainability
(involving being
malleable with
new social
influences (such
as adapting to or
responding
effectively to
global dynamics
and movements
that may affect
local
jurisdictions)

Dimension
•

Designing as a
quality of
problem solving
• Disciplines or
mediators/facilita
tors functioning
as bridges for
learning between
environment
users with
disabilities and
designers
• Interdisciplinarit
y and
transdisciplinarit
y
• Professionals,
disciplines and
people with lived
experience
• Universal Design
standards and
evolution toward
Inclusive Design
Social Sustainability
Transinclusive
Dimension
•
•
•
•
•

•

Ableism
Advocacy
Community and
individual
capacity
Cultural
evolution
Economic,
environmental
and social
sustainability
Effecting change
(recognizing
transformational
change and
transitional
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•
•
•
•
•
•
•
•
•
•
•

•
•
•

•
•
•
•
•
•
•

sustainability
Advocates with
lived experience
Awareness of
disability
Building policies
on access design
Capacity of
individual in
community
Catalysts for
access design
Challenging
discourses
Change agents
Culture and
history
Culture of care
Disability-life
issues
Discrimination
Dominant versus
challenging
discourses
Empowerment
Enforcement of
social policies
Entry points for
improved access
Fiscal,
environmental
and social
sustainability
Global village
Health care and
access design
Holistic approach
to life
Incremental
social shifts
Independent
Living movement
Leadership forms
and styles
Legal liability

•

•
•
•
•
•
•
•
•

•
•

•
•

change such as
incremental
progress;
functioning as
change agents,
but also
acknowledging
and working with
both transitional
and
transformational
changes in
environment and
with people and
their access
requirements)
Independent
Living
(movement and
cross-disability
philosophies)
Influences of
technology
Integration into
community
Leadership for
inclusive design
education
Marketing
inclusive design
Mentorship
Multiculturalism
and pluralism
Power relations
Preferred holistic
and organic
thinking and
behaving
Social policies
Sociocultural
paradigmatic
shifts and
cultural evolution
Temporal
influences
Visioning
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•
•
•

•
•
•
•
•
•
•
•
•
•
•
•

Marketing and
legislation in
Mediation,
Nothing about us
without us
Nurturing
positive change
Peer support
Philosophy
underlines
wisdom
Protocols are not
panaceas
Power
differentials
Sensitivity
toward people
with disabilities
Social beings first
Social
consciousness
Social
movements
Social
sustainability
‘Spatial justice’
Transitions and
transformations
in life
Voices of
minority

•

(conceiving of
and reaching for
an eventual
vision for more
inclusive design
Working with
and influencing
professional
cultures

Environmental Design Transinclusive Learning Theoretical Approach Framework Derived
From the Study
A physical model has been produced to represent the following framework in a threedimensional form. The model will be present for any symbolic representational background
when discussions of the framework take place. It is, therefore, important to describe the model
with its constituent parts in conjunction with the three-dimensional construction that will be
presented at the defence of the dissertation.
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Please visualize five organic and malleable general constituent parts of a model that will
be symbolized by a rectangular wooden base with four grooves (dado cuts) supporting four
pastel colour tinted discs. Each disc, placed vertically, can shift back and forth independently in
each groove. Hence, when viewing these discs and wooden base from the front, one can see a
kaleidoscope of varying degrees and depths of interplay between the discs while overlaps occur
in all four of them, representing either degrees of melding together or degrees of separation in
the interplay of the discs.
The physical model. The following describes these five separate but constantly
interacting parts of the model:
Title: Environmental design transinclusive learning theoretical approach framework.
This title describes the final theoretical approach structure. The title contains three two-word
adjectives modifying the noun “framework.” The first adjectival phrase, “environmental design,”
identifies the disciplinary realm targeted in the learning theoretical approach. The second
“transinclusive learning” adjectival phrase includes a new term, “transinclusive,” to show the
merging of a transdisciplinary (hence the prefix “trans”) and an inclusive-design (hence
“inclusionary”) professional cultural shift in conceiving more-inclusive design concepts. The
term “transinclusive” contains an etymological melding of two core concepts for a framework
descriptor. The adjectival phrase “theoretical approach” is applied to show how the framework
derivation constitutes a coalescing of theory, with no one theory being developed but rather a
coalescing of salient theories to promote inclusive-design learning as a final product. The noun
“framework” is applied since one cannot describe the research product as a new conceptual
model, but rather a framework to structure inclusive-design formal and informal learning for
designers.
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Goal. To learn to reach the foundation of sustainable social inclusion of people with
disabilities through the design of built environments. This is the ultimate product to be developed
through the application of the learning theoretical approach. The goal is the ultimate attainment
after applying transinclusive learning.
Core value. The core value is creating a professional culture nurturing designers to learn
genuine social participation and social inclusion of diverse populations. This is the foundational
life-inclusionary philosophy the theoretical approach is built upon. The core value relates why
transinclusive learning should be practised.
Core operating principles. These are the foundational rubrics forming the operational
structure for the transinclusive learning framework. The core principles relate how and under
what conditions the transinclusive learning takes place.
•

The cornerstone of the framework is social participation in built environments for as
many diverse populations as possible;

•

Involvement of those with diverse-population lived experience in built environments is
necessary;

•

The melding of disciplines is essential to achieve true social participation;

•

The motivation of designers to learn in a transinclusive way is a corollary of the
framework;

•

An autodidactic means of coming to understand transinclusive learning can be motivating
for designers;

•

The beauty of art and functionality (form and function) of design underpins didactic
learning for designers; and
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•

Ambiguity of design and dialectics from a wide range of stakeholders and interests are
necessary for true transinclusive learning.
Self-directed learning (SDL) foundation. This is the basis of all learning and assumes

the four transinclusive learning dimensions would interact and manifest themselves. The essence
of self-directed learning is to be self-motivated to learn, continue to self-monitor one’s learning,
and to control one’s learning through a metacognitive framework, that is, to be able to reflect on
one’s learning and apply such learning. The primary learning theory mentioned throughout the
research was self-directed learning but with other learning theories, modes, and practices listed
as: experiential learning; lifelong learning; formal and informal learning; emancipatory and
transformational learning; heuristic learning; receptivity to learn; relationships between theory
and practice; differences in learning about public versus private environments; inquiry-based
learning; and synchronicity in learning.
Further explanations of each dimension and foundation for the model are as follows:
Self-directed learning. The subcategories (parked dimensional components) derived
from the interviews and feedback from the research participants are:
•

Balance between formal and informal learning;

•

Differences in learning about access to public versus private environments;

•

Experiential learning;

•

Heuristic learning;

•

Inquiry-based learning;

•

Lifelong learning and building tacit knowledge;

•

Receptivity to learn;
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•

Relationships between theory and practice;

•

Synchronicity in learning; and

•

Transformational and emancipatory learning.

Clear Disc (representing one of the four dimensions): Embodiment transinclusive
dimension. This is the individually centred dimensional entity that describes a disability somatic
concept. The subcategories (parked dimensional components) derived from the interviews and
feedback from the research participants include:
•

Creative, critical tension between adapting a person for their environment versus
adapting the environment for the person;

•

Lived experience; and

•

Understanding contradictions as well as commonalities between disability
populations.

Yellow-tinted Disc (representing another of the four dimensions): Lived experience
in environment transinclusive dimension. This describes a dimensional entity, reaching out
past the individual-embodied conception, toward the interaction between those with lived
experience and their daily environment. The subcategories (parked dimensional component),
derived from the interviews and feedback from our research participants, for this dimension disc
include:
•

Combining lived experience with field research: Techné (shadowing a person with lived
experience in their daily environment.
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Blue-tinted Disc (representing another of the four dimensions): Transdisciplinarity
transinclusive dimension. This dimensional entity shows the varied levels of reality that coexist in our world; it helps one to understand how “the included middle” is sometimes more
important than understanding the two extremes of a concept. It involves complex thought and
reasoning about the interaction between disparate disciplines. Transdisciplinarity takes an
embodied way of knowing, in conjunction with lived experience in environment, to yet another
level to use the first two dimensions, embracing these disciplines’ organic relationships. The
subcategories (parked dimensional components), derived from the interviews and feedback from
the research participants, include:
•

Designing as a quality of problem solving;

•

Disciplines or mediators and facilitators functioning as bridges for learning between
environment users with disabilities and designers;

•

Interdisciplinarity, multidisciplinarity and transdisciplinarity;

•

Professionals, disciplines, and people with lived experience; and

•

Universal design standards and evolution toward inclusive design.

Red-tinted Disc (representing another of the four dimensions): Social sustainability
transinclusive dimension. This relates a dimensional entity that is the most global, holistic, and
organic of all four dimensions. The dimension involves the social nuances of transinclusive
learning, from social policy, to dealing with ableism and with stigma, to cultural influences, and
how North American society may or may not adopt more-inclusive design learning. The
subcategories (parked dimensional components), derived from the interviews and feedback from
the research participants, include:
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•

Ableism;

•

Advocacy;

•

Community and individual capacity;

•

Cultural evolution;

•

Economic, environmental, and social sustainability;

•

Effecting change (recognizing transformational change and transitional change such
as incremental progress; functioning as change agents, but also acknowledging and
working with both transitional and transformational changes in environment and with
people and their access requirements);

•

Independent living (movement and cross-disability philosophies);

•

Influences of technology;

•

Integration into community;

•

Leadership for inclusive-design education;

•

Marketing inclusive design;

•

Mentorship;

•

Multiculturalism and pluralism;

•

Power relations;

•

Preferred holistic and organic thinking and behaving;

•

Social policies;

•

Socio-cultural paradigmatic shifts and cultural evolution;

•

Temporal influences;

•

Visioning (conceiving of and reaching for an eventual vision for more inclusive
design; and
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•

Working with and influencing professional cultures.

Parked dimensional components. These are inter- and intra-dimensional mutually
influential variables that interact and coalesce at varied levels and in varied numbers with
primary, secondary, and some peripheral mutual organic relationships. These are all between
and/or in the four transinclusive-learning dimensions and in relation to the SDL Foundation. It is
apparent from the above listings that there are (a) 10 self-directed learning components, (b) three
embodiment components, (c) one lived experience in environment component, (d) five
transdisciplinary components, and (e) 20 social sustainability components. These components are
“parked” in each dimension because as the dimensions interact in any transinclusive learning
experience, various components could shift, coalesce, and even diverge to some extent with
transfers and transitions from any combination of the four dimensions.
Figure 1
Figure 1 provides a schematic of the Transinclusive Learning Framework as elaborated
upon herein. The materialistic description of the framework model was necessary because a
physical model of the framework will be produced for lecture purposes, illustrating how the
framework operates. A visual and kinaesthetic physical model is useful for those students who
are visual or hands-on learners.
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Figure 1. Environmental Design Transinclusive Learning Theoretical Approach Framework
173

Rationale for the model and its varied organic constituent parts
The reasons to apply a foundation of self-directed learning (SDL) in
association with other learning theories, modes, and practices.
•

SDL has been noted throughout the interviewing process. The reflections and
observations of the research participants have consistently referenced and
involved motivational aspects of learning and metacognition proficiencies, that is,
having the ability to reflect upon learning and think critically, and relating to a
variety of learning situations; being able to manage one’s own learning knowing
when and on what topics one might concentrate to focus on the problem-solving
aspects of design, for example;

•

The majority of the research participants noted that the design student must have a
good degree of laterality in controlling and maintaining her own learning of
inclusive design. She may want to publish, lecture, simulate disabilities, and
involve those with lived experiences who are reliant upon the motivation,
metacognition, and self-management of the learning by the student of
environmental design; and

•

The multi-faceted nature of SDL allows for involvement with other learning
theories and practices. For example, one can draw in experiential learning,
heuristic learning, or emancipatory learning processes as well.
Why the theoretical approach involves dimensions and not “units” or

“components” or even “interactive concepts” of inclusive-design education.
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•

Dimensions are organic in nature, and can meld or morph into one another as
societal or individual life circumstances dictate. Dimensions proceed well beyond
only interacting with one another, but can morph into greatly varied forms as they
combine through their complex and dynamic processes involving their various
constituent parts;

•

Dimensions have constantly shifting depth as well as width and height; that is,
they cannot only be understood as combining concepts to take the form of a new
product, but they can engulf, merge, and propagate as they relate to their dynamic
and complex structures; and

•

Dimensions apply to individual systems, groups, or societal patterns and systems.
Bases for the four dimensions of inclusive design education.
Embodiment. An embodied way of relating to those with lived experience of

disability is paramount. It includes understanding the ambiguity and sometimes
contradictions of accommodating varied disabilities and related designs, and of knowing
how people with disabilities accommodate their own environmental needs compared to
environments being adapted for the individuals. Without these embodied ways of relating
to the three primary concepts, it can be arduous to go beyond prescriptive forms of design
and into either a performative or participatory basis for more-inclusive design. The
challenge is how to achieve an adequate embodied experience for a design student who
may not have had any personal experience with a person having an impairment and a
related disability. A simulation exercise, designed in great detail and with well-founded
learning objectives, could be a beginning but does not guarantee an in-depth level of
embodied understanding. Experimentation with various forms of embodied ways of
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knowing and learning could entail research, as the theoretical approach may be applied in
the future.
The dimension of embodiment can be noted as a prerequisite to a genuine
understanding of inclusive design bases in order to relate to the other three dimensions in
the model. This is the most person-centred or individual-focused dimension. An
embodied way of understanding the two disabilities discussed in this study is important in
how a designer learns about inclusive design. Indeed, this provides an in-depth
understanding that reinforces diagrams or lectures or shadowing people with lived
experience and hence can meld with or influence other forms of learning and behaving.
Lived experience in environment. The next dimension of inclusive design
education ventures beyond one’s embodiment to how one interacts with the environment.
The dimension, then, involves both the embodied being and how the individual navigates
or perceives and interrelates with his built-environment daily surroundings. Like the first
dimension that encases the individual alone, this dimension interplays with disciplinary
learning along with social or psychosocial situations as described in the other dimensions.
Regardless, this is a second dimension that places the individual sentient and corporeal
being into a physical environmental context.
Transdisciplinarity. The next inclusive design educational dimension embraces
the basis for disciplinary involvement in the model. The dimension includes the
environmental design practice with all its disciplinary members, but expands upon how
such a realm of practice interacts with any relevant discipline that may have a
complementary impact upon more-inclusive design. In this study, these additional
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interacting disciplines include: social work; orientation and mobility; occupational
therapy; disability studies; and individuals with lived experience. This transdisciplinary
dimension includes a melding of disciplines building a synergistic and generative
movement for design education. This dimension expands beyond the embodiment of the
individual and the built environment, and elucidates the way environmental designers
relate to other important disciplinary members of inclusive design.
Social sustainability. The final dimension in the model includes the societal
context and related intricacy of inclusive design education. The dimension involves the
social, psychosocial, political, economic, and the general environmental circumstances in
which inclusive design takes place. Such a dimension can have a great effect upon all the
other three dimensions, and often weaves in and out of the other dimensions in many
implicit ways. This dimension is the broadest one in context, and may be compared to the
other extreme, being the most personalized dimension of individual embodiment at the
other end of the dimensional scale.
Descriptions of how the Physical Model and its Constituent Parts Operate
Transinclusive learning process. Transinclusive learning occurs with all four
dimensions being recognized and applied when either formal or informal learning for the
built environment inclusion of people with physical or visual disabilities takes place. That
is, without any one being cognizant of any one of the dimensions, an adequate design for
inclusion could not be formulated. Examining embodiment with transdisciplinarity and
social sustainability would not be realistic without understanding and working with lived
experience in environment. Examining and working with embodiment and lived
experience to form a socially sustainable result would not be adequate without
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considering transdisciplinarity and any of the other permutations and combinations of
these four dimensions. Furthermore, the self-directed learning foundation should
consistently be applied, in that any instructor of the transinclusive learning process would
nurture self-motivation, metacognition, and didactic forms of learning.
Not all the components parked in the four dimensions and the SDL base would
have to be applied together. They would roll out and interact depending upon the context,
design issues, built-environment project, disciplines and what would constitute social
inclusion. Regardless, the components are listed to ensure their organic involvement and
related interaction. The range of any or all the specific components is identified as a
project is laid out.
The basis for transinclusive learning is the existence and interaction of the four
dimensions and the SDL foundation, which is why the model has been called a
theoretical approach “framework” rather than a “conceptual model.” From the individual
context to the social context, without implying this is a linear instruction or learning
process, let us begin with the embodiment dimension. Consider an exercise in which a
student of environmental design simulates disability, for example, donning a blindfold to
simulate blindness or sitting in a wheelchair. Such a situation may provide some sense of
an embodied form of knowing these two disability groups; without exploring a built
environment, however, such a simulation is meaningless.
It is necessary, therefore, to have the lived experience in environment dimension,
which ventures beyond an embodiment of the individual to an interaction between the
individual with her direct surroundings. The overlay of this dimension on the
embodiment dimension means the design-student participant will have an opportunity to
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apply her embodied experience with the guidance of a person with lived experience or at
least the application of lived experience moving through a built environment or a
simulation of a built environment. Yet is the above situation sufficient? Is it enough to
provide this simulation from the lived experience perspective?
We now need the transdisciplinary dimension, which draws in and applies various
disciplinary influences such as associating design practices with orientation and mobility,
occupational therapy, disability studies, or social work. Not all aspects of lived
experience will apply theory to practice or will take a multi-disciplinary or even a
transdisciplinary point of view. Then again, is this sufficient for the required learning of
the student of design?
Now the social sustainability dimension is needed. Culture comes into play and is
the broadest in context of all four dimensions. Let us finally acknowledge that economic
and environmental sustainability cannot progress or become entrenched in our culture
without the existence and, mutual and complex influence, of social sustainability.
The above dimensions interact with a foundation of learning: (a) the motivation to
learn, (b) the nurturing circumstances to learn, and (c) the teachings (both implicit and
explicit in nature) to build in the learning. The Self-directed Learning (SDL) theoretical
approach has been reinforced throughout the research process, but functioning in close
association with other important instructional and learning practices and applications, as
listed above.
Target professional population for the learning. This study has examined the
learning of the environmental design disciplinary realm. Such a realm ranges across
professional disciplines, their professional associations, bodies of certification, and

179

schools of design. These disciplines include: architecture, building technologies,
community and regional planning, and interior design, all associated with a range of subdisciplines or occupations.
How a transinclusive learning framework could be manifested in informal
learning. With the derived theoretical approach, much of the learning process is intrinsic
and field-related. It examines lived experiences and relies on self-directed learning and
personal critical reflection; so, informal learning situations are well suited to
transinclusive learning. For a good example of how an informal and autodidactic learning
process can be applied to transinclusive learning, refer to the transportation planner
example in the second to last section of this chapter.
How a transinclusive learning framework could be manifested in formal
learning. Setting up a formal learning environment for transinclusive learning may be
more difficult than other informal learning options. An instructor may focus upon the
four dimensions and the corresponding base of SDL as the core of instruction. There
could be some fascinating curricula developed about embodiment, lived experience in
environment, transdisciplinarity, and social sustainability. A course could offer guest
lectures, research materials, case examples, and even field exposure to agencies,
programs, and professionals who specialise in these four dimensions. Even more
important with regard to instruction of these four dimensions in relation to transinclusive
learning and instruction, however, would be to illustrate how the four dimensions interact
in complex and organic ways. The exercises of venturing through the transinclusive
learning process are just as vital as examining the curricula materials. One example of an
exercise where the students apply their own self-directed learning would be for the
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students to conduct some of their own field research on a transdisciplinary project, and
illustrate how their learning would involve transinclusive learning. All of the above could
be entrenched in a design school formal learning environment.
The transinclusive instructor and her teachings in this approach. A
transinclusive teacher, for the most part, would have a postmodern foundation to her
theory of practice. She would view planning and design as involving many disciplines in
association with lived experience. There would be room for a holistic and sometimes
ambiguous instructional theory of practice, as effective dialogue would mould a design
with little attention given to prescriptive ways or means of learning. At the same time,
scaffolding committed to the learning of the four transinclusive dimensions and their
SDL foundation would have to be created. The meanings behind the five transinclusive
learning entities and how they interact or are at play with more inclusive design education
would have to be provided to the learner.
The transinclusive learner and his learning through the approach. Like the
transinclusive learning instructor, a transinclusive student would preferably have a broadbased educational foundation, not relying upon one discipline to mould his learning about
design, but valuing varied life and professional perspectives. The learner would benefit
from basic knowledge and exposure to diverse populations and would value dialogue
over textbook learning or prescriptive means of learning and applying theory to practice.
He would be open to ambiguity, creative critical thinking, and dialectical discussion,
along with more holistic and organic means toward an ideal product of design.
A practical case example of transinclusive learning. An apt example of the
transinclusive learning theoretical approach process was borne out of the research
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interviews for this study. Two of the three orientation and mobility specialist research
participants described an experience when they instructed a transportation planner and
designer about Accessible Pedestrian Signals (APSs, audible signals for pedestrians at
intersections with traffic lights). The planner had heard of the recent development of
Transportation Association of Canada guidelines on accessible pedestrian signals, and
orientation and mobility education of pedestrians with visual disabilities in relation to the
technology. The planner, being in a small community well outside a major Canadian
metropolis, wanted to learn about and experience such new guidelines on APSs. He
approached the Canadian National Institute for the Blind for more information and
orientation to this technology and how pedestrians with visual disabilities would use such
environmental adaptation. The planner’s goal was to ensure that civic policies and
acquisitions for APS adaptive technologies be applied in his own small community. The
planner wanted not only basic instruction with regard to the pedestrian subjects’
capacities and solutions to safe ambulation across an intersection but also wanted to have
an embodied way of knowing a pedestrian with a visual disability. The planner met a
couple of vital criteria basic to the new transinclusive learning framework. Firstly, he
immediately demonstrated his capacity and commitment to self-directed learning (more
specifically, autodidactic) and learning through taking the initiative to reach out to
orientation and mobility instructors, underlining the SDL foundations for his learning
experience. Secondly, he immersed himself in the four dimensions of transinclusive
learning, described below.
Embodiment. The planner requested some means of having the experience of a
visual disability. The Orientation and Mobility (O & M) Instructors supported this
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request with a blindfold and some basic education on the proper use of a long white cane
even though there are some major dialectical perspectives on using visual simulation kits
or blindfolds for promoting an embodied way of understanding visual disabilities. There
are other options with visual simulations using iPhone Apps or reviewing photographs
and images that people with various eye conditions might experience, hence escaping
personal embodied ways of coming to know visual disabilities. The planner requested
this individual somatic orientation to visual disabilities. The planner was in essence
experiencing complete blindness, for this particular exercise, with a blindfold of dense
fabric. In addition, with basic education about how a pedestrian with a visual disability
uses a white cane and how he relies upon ambient environmental noise cueing, the
planner came to understand how his audition and kinaesthetic senses were immersed in
the embodied experience of a person with a visual disability. An appropriate simulation
exercise may have to involve more than simply blindfolding the learner in an
environment he or she has already witnessed, and as discussed earlier, there may be ways
of providing for a more effective embodied way in coming to understand disability (in
this case, coming to understand a visual disability).
Lived experience in environment. Venturing beyond the planner’s embodied
experience, he was oriented to an urban intersection with APS installations and was
provided with some sighted guide experiences (one of the O & M instructors placing the
planner’s hand on his arm and physically guiding him across the intersection in
conjunction with the APS audible operations). Then, with ample safety monitoring, the
planner was encouraged to cross the intersection on his own, using his new adaptive
equipment. Such an activity ensured the planner expanded his training from having an
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embodied experience of visual disability to applying his embodied adaptations to an
exercise in crossing a pedestrian intersection with APS installations. The only addition
that would have been preferred for this stage of transinclusive training would have been
to ensure the planner observe a person with lived visual disability experience cross the
intersection (shadowing the person with lived experience, prior to the planner donning a
blindfold and using a white cane). There are several aspects of lived experience in
environment at play: (a) the lived experience of the O & M instructors continually
observing and working with pedestrians with visual disabilities, (b) the lived experience
of the planner conducting a simulation involving embodiment, and (c) the ongoing lived
experience of pedestrians with visual disabilities. Regardless, the planner was involved in
yet a second dimension of the transinclusive learning framework, that being the
examination of lived experience in the urban pedestrian-signalled crosswalk environment.
Transdisciplinarity. The third transinclusive dimension in this exercise was met
by one explicit and several implicit complex interactions between disciplines. Firstly, the
planner, having approached a totally foreign discipline for his orientation to pedestrians
with visual disabilities was at his entry point into interdisciplinarity if not
transdisciplinarity. Since he wanted familiarity with varied levels of reality and he was
seeking a melding of disciplinary realms, it is suggested he wanted a transdisciplinary
learning experience (Nicolescu, 2002). Secondly, even though the planner was
experimenting with how O & M would assist with his transinclusive learning, there were
many other disciplines involved in this exercise: the APSs were designed by engineers;
industrial designers were involved with the design of the long white cane; civil engineers
were involved with the planning and installation of the APS at the intersection; civic
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guidelines and standards were agreed upon between the metropolis and CNIB and their
clientele; and even the political will of the City and the Transportation Association of
Canada had influence in this small example of urban accessibility. There were, then,
multiple planning realities, the included middle between some disparate disciplines and
the recognition of complex mutual-interdisciplinary and multidisciplinary interactions, all
being transdisciplinary in nature.
Social sustainability. The fourth remaining dimension under the planner’s
transinclusive learning experience was social sustainability. Since the planner’s intention
was to ensure his community acquire some APSs, and to conceive and produce a civic
policy on the placement and use of future APSs, these intentions influenced future
aspects of social sustainability.
It is noted, then, how the SDL foundation and the four dimensions of
transinclusive learning have been applied in the above example. There could be many
other practical examples where other environmental design practitioners were immersed
in similar training with other disability or diverse-population subject matter in mind. The
point remains that the example illustrates how the new transinclusive learning theoretical
approach framework can be applied. Such applications may be manifested in either
formal or informal learning environments.
Chapter Summary
The inclusive design education of environmental designers as a transdisciplinary
approach entails a deeper epistemology than those theories and related paradigms used by
our developed world at this time. The slowly unfolding theoretical derived from this
study is immersed in a deeper way of knowing, to relate to, work with, and eventually
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apply a more inclusive means of design. This in-depth epistemology, for the purposes of
each dimension that has been developed for the framework, involves: a means of dealing
with our bodies (somatic epistemology) for the purposes of lived experience in
environment; and to come to know ourselves through a transdisciplinary approach that
involves different levels of reality along with the included middle. The newly derived
theoretical approach involves a socio-cultural way of knowing ourselves and others.
Naturally, our lived experience and that of diverse populations underwrites it. A selfdirected learning base supports it (reinforcing those autodidactic ways to learn, using
one’s own style, pace, motivation, and experiences to learn). Hence, the environmental
design transinclusive learning theoretical approach framework is much more than simply
a new theoretical approach for learning. It is a means of coming to know ourselves in an
intrinsic and introspective way, merging with community and diverse populations. The
final chapter of this dissertation will describe the recommendations that have grown out
of the study.
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Chapter 5. Discussion and Recommendations
This chapter discusses how the findings from the study unfold in terms of
influencing the inclusive-design educational practices of designers. The findings include
not only the formal learning of inclusive design, but also the potential to shift design
practice professional culture in North America. The chapter enters into a discussion based
upon the findings and theoretical approach, described in Chapter 4, then concludes with
recommendations for consideration.
Discussion
Ten realms of discussion flowed from the study. These realms included (a) the
differentiation between interdisciplinarity, multidisciplinarity, and transdisciplinarity; (b)
the differentiation between barrier-free design, universal design, and inclusive design; (c)
a discovery of transinclusive learning rather than an invention; (d) an evolution rather
than a revolution; (e) concentrating on learning and its applications rather than
transferring knowledge; (f) understanding and working from micro aspects of inclusive
design to the macro social aspects; (g) looking for the templates for instruction of
transinclusive learning, (h) social inclusion and social sustainability through functionallyeffective built environments for people with disabilities, (i) potentials for creative
inclusive design instruction, and (j) general utility of the theoretical approach. Apart from
the derivation of the transinclusive-learning framework, these topical areas have formed
the essence of the study. The reader must first understand the concept behind
transdisciplinarity and what constitutes inclusive design before exploring the learning
processes leading to the inclusive design products. It is also necessary for the reader to
appreciate that the implicit basis of transinclusive learning has existed for half a century,
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while handicapped access was gradually evolving into what is now emerging as inclusive
design. The learning framework resulting from this study should be recognized as a
discovery rather than an invention. Invention implies that an entirely new product or
process has been formulated, whereas the transinclusive-learning framework is a natural
evolution of profound, complex, holistic, organic efforts of many professionals and
disciplines over the last 50 years. If the reader has followed the discussion and
understands the newly derived and discovered transinclusive-learning framework, then
the researcher has achieved the goal of this study.
Differentiation Between Interdisciplinarity, Multidisciplinarity and
Transdisciplinarity
In this study an emphasis has been placed upon transdisciplinarity. It must be seen
that interdisciplinarity and multidisciplinarity alone would not have been adequate or
appropriate to apply to the derived framework. Transdisciplinarity is a melding of
disciplines. It deals with the included middle or the twilight area between disciplines and
transcends the connectedness of disciplines. It is vital to understand this for the purpose
of instructing the transinclusive-learning theoretical approach. The coalescing of the
academic literature on all six streams, the synthesis of the interview data from the study’s
19 participants, the synthesis of interview data using the grounded-theory coding and
processes, and the complex interrelationships between the four transinclusive dimensions
in the derived-learning theoretical approach have all relied upon the transdisciplinary
melding of the disciplines under study.
Differentiation Between Barrier-free Design, Universal Design and Inclusive Design
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It is vital to differentiate between the barrier-free, universal and inclusive-design
paradigms because the ultimate goal of the transinclusive theoretical approach framework
is to (a) instruct and learn inclusive design, and (b) venture beyond barrier-free and
universal designing. One final way to illustrate this differentiation is to refer to the
growing visitability movement (Concrete Change, n.d.). The basics of visitability involve
physical access to dwellings where a person using a wheelchair does not live, and the
three basics of ensuring a level entrance, having doorways at the same level of the
dwelling wide enough for a wheelchair, and having an accessible washroom on that level.
Visibility means the barrier-free design paradigm for the population with physical
disabilities, but does not venture into universal design, which is flexibility and designing
for as many people as possible. The outcome of visitable designs has benefitted only one
disability population—physical, not sensory or cognitive disabilities. Where the
visitability movement ventures beyond barrier-free and universal design paradigms,
however, is the societal attitude that may shift as a result of the cumulative effect in
applying visitability throughout percentages of neighbourhoods. With a growing range of
private dwellings that ensure basic access to at least one level of a home for a diverse
population of people using wheelchairs, this will be a catalyst for social inclusion and
social sustainability of diverse populations in general.
While the focus of the visitability movement has been to ensure the physical
access to private homes, the ultimate effect may well be social inclusion and social
sustainability. Sustainability includes the basics of inclusive design above and beyond
barrier-free or universal design principles. Such an ultimate goal and understanding of
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inclusive designing is necessary to understand and apply the transinclusive learning
framework.
A Discovery Rather Than an Invention
Transinclusive learning has existed for years. After all, those with lived
experience and those professionals supporting the societal participation of people with
disabilities have often been immersed in embodied ways of knowing. They have related
this embodied learning to built environments and have coordinated access endeavours in
various disciplines. They have aimed at different ways for the eventual social inclusion
and social sustainability of people with disabilities. Without the gradual and implicit
transinclusive learning to this point, the leadership that has transpired over the last half
century would not have taken place (Accessibility for Ontarians with Disabilities Act
Alliance, 2014; Alberta Labour, 1987, 1992; Americans with Disabilities Act
Accessibility Guidelines, 1991; Americans with Disabilities Act/Architectural Barriers
Act Guidelines, 2004; Central Mortgage and Housing Corporation, 1974; Goldsmith,
1997, 2000; Heylighen, 2008; Imrie, 2006, 1996; Imrie & Thomas, 2008; Lepofsky,
2004; Lidwell, Holden, & Butler, 2003, 2010; Lifchez, 1987; Mace, 1985; Maisel, 2011;
Maisel, Smith, & Steinfeld, 2008; Preiser & Ostroff, 2001; Preiser & Smith, 2011; Safety
Codes Council & Alberta Municipal Affairs, 1999; Safety Codes Council & Government
of Alberta, 2008; Steinfeld & Maisel, 2012; Strickfaden & Devlieger, 2011a, 2011b;
Strickfaden, Devlieger, & Heylighen, 2009).
Such learning has taken place in ad hoc and disassociated ways. What has been
missing up to our current postmodern access design times is that no particular designeducation model has explored interactions between the four vital complex and holistic
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learning dimensions proposed in the transinclusive learning framework. There has been
no consistent effort to differentiate between interdisciplinarity, multidisciplinarity, and
transdisciplinarity for such a transinclusive learning approach. There has not been any
substantive education about differentiating between barrier-free, universal, and inclusive
designing either, although the latter differentiation has been implicit with time and
evolution. What is most intriguing and relevant about transinclusive learning is how it has
gradually entered environmental design social consciousness. It is proposed that this
transinclusive learning must become explicit and the subject of experimentation to ensure
true inclusive design outcomes in North America.
An Evolution Rather Than a Revolution
Transinclusive learning is a natural evolutionary entity, borne out of many
societal explorations involving diverse populations and much heuristic learning of design
practice. It has occurred in association with people having lived experience
experimenting with their own life issues and how they reach out to or experience the
able-bodied world. The researcher and this study’s research participants cannot take
credit for inventing a new theory or theoretical approach because this approach has
existed for decades. The researcher and research participants, in conjunction with this
study, may only take credit for unveiling a fascinating way we have all desired and likely
will continue to desire—a manifestation of inclusive design in our society.
The past four to five decades required the various incremental stages for people
with disabilities to grow away from institutional living and for access design to evolve.
We simply could not have transformed from the old handicapped access attitudes and
practices to inclusive designing in a few years. In the developed world, society had to
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progress from working with the “handicapped” in the mid-20th century, to eliminating
barriers and providing prescriptive solutions with barrier-free design, to producing
universal ways for as many populations as possible to function in built environments.
Over the course of decades, these paradigmatic shifts required social pressure from
marginalized populations. A shift in the social psyche of North American communities
had to evolve to the point when people with disabilities could take part in many aspects
of society. The built environments themselves had to undergo a metamorphosis to allow
even basic access to structures with curb ramps and audio cueing or clueing, for example.
Social policy and legislation had to evolve toward equity. Technology had to be
developed and include adaptive technologies for people with disabilities and new
building products and building practices, all coalescing to form the basis of inclusive
design. In terms of education about inclusive design, the education system also had to
evolve. It developed from the traditional transmission theories of teaching and learning to
examining case studies and the apprenticeship approach to learning, to more heuristic
ways of coming to know diverse groups of building users, to more current embodied and
experiential epistemologies. Learning about access design evolved toward a more selfdirected way of coming to know diverse population building users.
It is no surprise, then, that this study examined the four dimensions of
transinclusive learning. It embodied ways of knowing, observing, and conceiving how
diverse populations function in their built environment, drawing upon transdisciplinary
ways of knowing and professionally functioning, and the broader social aspects of
eventual social sustainability. Society has not yet achieved the ultimate in inclusive
design and we cannot rest on our laurels. On the contrary, we have only just begun to
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venture into genuine inclusive design and learning about such inclusive design. Let us
acknowledge that this evolutionary change required 50 years to come so far.
Concentrating on Learning and its Application Rather Than Transferring
Knowledge
This study has illustrated and reflected upon the process and application of
learning through what will be conceived of as “transinclusive learning” compared to the
transfer of information or knowledge. Even using descriptors such as “knowledge
transfer” or “knowledge management” encourages a mindset of treating knowledge as if
it were a commodity. Actually knowing a subject should never be conceptualized as
transferring or downloading a commodity onto our memory engrams. The process of
learning—in order to come to know—is as vital as the outcome. Indeed, this is exactly
why the old handicapped access and barrier-free design paradigms have not ensured the
true social participation and inclusion that was desired during those revolutionary times
when people with disabilities were breaking away from institutional living. Even
universal and inclusive design, introduced over the past 30 years, has been more
interested in design outcomes rather than exploring and encouraging a more enlightened
way to learn.
The processes of learning are organic, heuristic, experiential, reflective, teacherlearner shared and, often as a consequence of the aforementioned, exciting to the human
spirit. It is through the processes of learning that we can expect transformational shifts
toward increased social inclusion and sustainability, not through communicating
standards or even transferring practices and related knowledge.
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Both forms of teaching and ways of learning have been studied and reflected upon
throughout the data collection and analysis for this study. This was quite intentional, as
there is a constant sharing of new forms of knowledge that grow out of teacher-student
interactions. Such a way of studying this “great thing” of learning to implement inclusive
design is a testimonial to the teacher-student interaction and interrelationship in design
schools and North American society at large.
From Micro to Macro or From Macro to Micro?
The findings chapter illustrated how the four transinclusive learning dimensions,
in the final framework, progress from learning about the embodiment of building users
with disabilities to observing how such individuals use their daily environment, then
reaching out into disciplines that provide holistic insight into inclusive design. Finally it
reaches the broader considerations of social inclusion and sustainability. Is this
development the correct way to consider learning about and practising inclusive design?
One of the environmental design research participants in this study took almost
the reverse perspective. He noted the social injustice in the lack of inclusive designing for
a person who was marginalized, and then started to problem solve toward the eventual
more embodied perspective. During one of his ventures to a European country, this
research participant noted a young woman in a wheelchair sitting outside an inaccessible
clothing store. An older relative of the young woman ventured in and out of the store,
carrying articles of clothing to present to the young woman and to experiment with size
and the style of the attire. Our research participant noted how awkward and publicly
humiliating it was. The situation was totally unrealistic for any form of equitable
shopping for the young woman, not to mention very impracticable for the clothing store.
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The research participant stressed how this small experience had excited in him an
emancipatory learning moment. He began to imagine how the store might be adapted to
provide some form of equitable access. The participant reflected on how his noting this
type of social injustice had sparked his wanting to research an embodied way of learning
and relating that embodiment to the built environment. This example reinforces a selfdirected form of learning, while beginning such learning through the social sustainability
dimension of transinclusive learning. One has to be careful, however, as the voices of
those populations that are marginalized are not always recognized. The whispers of
marginalized populations are often overshadowed by the cacophony of dominant social
discourses. While this astute research participant had an emancipatory learning moment
through his observation, many people would believe a family member making this selfaccommodation for the young woman was perfectly acceptable. The point is that one may
progress in either direction, or interact within, the four transinclusive dimensions, but it is
vital that all four dimensions and their complex mutual interactions be basically
understood.
The above anecdote and discussion prompts consideration of those contradictions
of designing for certain disability populations. When designing for one disability
population, the results do not guarantee effective design for another disability group.
Venturing from the embodied way of understanding access design may come with its
pitfalls, hence the need to assess inclusive design from a holistic, socially sustainable
perspective. Similarly, when designers consider how a certain disability population may
accommodate their built-environment access requirements with adaptive technologies
(APSs for street crossings or power chairs for those with physical disabilities), they also
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consider how environments might be adapted or designed in an inclusive manner. That
creative critical tension of when and where one designs for access to structures, compared
to when and where people with disabilities adapt with their own technologies has been a
large part of the inclusive-design learning. The latter creative tension can best be
addressed by considering all four of the transinclusive learning dimensions, and the
dimensions’ inter- and intrarelationships.
Where are the Templates for Instruction?
One might have expected some recipes, curricula, or templates to follow for
transinclusive learning. This was never the intent of the study, yet the templates or
recipes occur in the transinclusive learning process itself. Perhaps more appropriately, the
transinclusive process is a prerequisite to professional culture change, professional
leadership, or even general social cultural shifts toward more learning about inclusive
design. The foundation of transinclusive learning, after all, relies on a designer attaining
some embodied way of knowing and applying this foundation to the daily use of built
environments, with transdisciplinarity in the background, and with the ultimate goal of
social sustainability.
Social Inclusion and Social Sustainability Through Functionally-effective Built
Environments for People with Disabilities
One implicit implication that may have been interpreted throughout this study was
how inclusively-designed built environments could, in and of themselves, ensure
effective social sustainability of building users with disabilities. Such a guarantee cannot
be ensured simply by how an environment is designed, of course. Yet, if those who plan
a structure are fully versed in what constitutes social sustainability by such diverse
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populations as people with disabilities, and the processes of transinclusive learning may
be applied with such learnings for designers, then the foundations for reorienting the
design and building industries toward true social sustainability could well be laid. Take
the example of the universally-designed classroom described toward the end of the last
chapter: A more participatory socially-inclusive design to add to the existing
performative universally-designed classroom would focus first and foremost on the end
goal of social sustainability. Granted, the example may have ensured some form of an
equitable or parallel way of people with disabilities to function in the classroom, but this
goal would not automatically provide for actual social inclusion. The designer has to
consider all of the transinclusive learning dimensions and related parked components
toward the final socially sustainable goal. The temporal component of planning for such
a goal from the conceptual plans throughout the planning and building processes must,
for example be fully implemented. Retrofitting in either a barrier-free prescriptive or
even a more universally-performative way would not necessarily ensure an end point of
social interaction, inclusion and related social sustainability.
Potentials for Creative Inclusive Design Instruction
This study has not explored exactly how and under what learning conditions or
curriculum development, the new Transinclusive Learning Theoretical Approach may be
instructed. There are no presumptions as to how many skilled universal or inclusive
design instructors within design schools may wish to experiment with the new theoretical
approach. Some instructors may wish to take a more formal learning direction within
their classes, while others may take an informal and formal mixed direction. What will
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be essential is to ensure maintaining the complete approach, and applying the foundation
that has been discussed with the description of the framework within the last chapter.
General Utility of the Theoretical Approach
The newly derived Transinclusive Learning Theoretical Approach Framework
could be applied in a myriad of ways, and would be malleable enough to serve not only
as an instructional tool, but as a potential catalyst for a design school cultural shift.
There would be great benefit to encourage the introduction of the overall foundational
framework of the new theoretical approach across the instructional base in any design
institution. In other words, not only could specific universal or inclusive design course
instruction include the philosophies of the new Transinclusive Learning Theoretical
Approach, but this more fluid, holistic, complex and human-participatory-centered form
of design school culture could be included in all design school curriculum development.
The new theoretical approach, if recognized through publications and colloquia could
even have the potential to have wider cultural influences to fully complement or further
develop both the universal and inclusive design paradigms. Exactly how the theoretical
approach could be applied or experimented within the foregoing contexts, however, is not
to be presumed in this dissertation.
The following are a few examples of where and how this new theoretical approach might
be applied:
•

Design school courses on universal or inclusive design;

•

Design school curricula development, influencing the general educational culture
within the institution;

•

Design guides and standards evolution and development;
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•

Professional associations colloquia and overall cultural parameters;

•

Design projects that are founded on welcoming accessibility and social inclusion
of diverse populations.
Recommendations
Five final recommendations have emerged from the research, syntheses, and

writings in this dissertation. These recommendations are not presented in any particular
order but the first recommendation is qualified by the conceptualization and presentation
of the last four recommendations.
Testing the Transinclusive Learning Theoretical Approach
Experimenting with where, when, and how the Transinclusive learning theoretical
approach framework might be applied is an obvious next step toward the implementation
of this newly discovered design-learning tool. This may be easier said than done,
however, as which design school wants to expend the necessary fiscal and instructional
resources and dedicate elective course time into a curricula? The factors that will
influence the way designers learn about inclusive forms of design include:
•

Synchronicity in terms of cultural growth and shifts;

•

More-diverse, holistic, and functional approaches to access design;

•

An awareness of aging populations’ increasing requirements for more accessible
and functional daily living environments (demographics and the grey movement);

•

The incrementally accelerating shifts toward accessible technology supporting
increased social inclusion; and

•

Transdisciplinary perspectives that have an increasing impact upon ways salient
professions perceive and work with access issues.
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Such synchronistic influences may well form a foundation for more fiscal, instructional,
and simple resources and energy in experimenting with transinclusive learning.
The more formal foundations of learning aside, transinclusive learning could well
be experimented with through informal learning contexts. Simply presenting the concept
to professional associations, or locating design projects where multidisciplinary teams
already exist, can provide excellent environments to introduce this new learning
approach.
Resulting recommendation. Any trial of the transinclusive learning framework
could be undertaken in formal and informal learning contexts. This trial may require the
promoting of the newly discovered learning approach in design schools and in some
high-profile design construction projects in North America. Design school instructors
should feel free to experiment with this new theoretical approach.
Multi-pronged Approach Toward Transinclusive Learning
Introducing and reinforcing transinclusive learning will require strategizing a
number of entry points in North American society for such learning foundations. Some
examples are: (a) legislative mechanisms, (b) school curricula, reinforcing the approach
in a design-education program, not limiting the concept of transinclusive learning to one
course, but facilitating it in the culture of a design-education program and degree.
Another example is: (a) the involvement of professional associations and codes of
practice and certification that embrace the foundation of such learning. There must be
encouragement of both the learner and the instructor to understand the foundation,
dimensions, and philosophical basis (value and principles) behind the learning.
Consistent with transdisciplinarity, educating disability-population professionals and
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those with lived experience in transinclusive learning, alongside designers, would be
highly encouraged.
Resulting recommendation. Any experimentation with the transinclusivelearning framework must involve all four dimensions in conjunction with the selfdirected learning foundation. No prevarication or partial experimentation and
implementation of the framework would do justice to, or even allow the framework to
function, in any transinclusive learning way. The four dimension multipronged approach,
in conjunction with exploring a wide range of entry points for the learning approach in
various environmental design professional realms, would best serve the implementation
of this learning framework.
Influencing Environmental Design Professional Culture
Exploring the means to influence and maintain transinclusive learning for
designers in their respective professional associations would be a sound contribution to a
professional cultural shift. The focus on universal designs has been important since the
mid-1980s; however, the universal focus may have been too broad and did not emphasize
social inclusiveness as the primary goal. Exploring a means toward the social
sustainability of diverse populations in this study would form the basis for social
inclusionary processes, and take the design culture beyond universal performance to the
societal goals designs now require.
Resulting recommendation. The transinclusive-learning framework should,
ideally, be promoted and discussed with professional associations of design professionals.
Modifying design-school curricula would not suffice for the professional cultural shift of
designers toward inclusive design considerations and outcomes.
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Such means for influences could occur through: (a) ensuring the transinclusivelearning framework be incorporated into design-school curricula and culture; (b) ensuring
professional associations for designers to understand, work with, and incorporate
transinclusive learning for various forms of certification and professional upgrading; (c)
promoting conferences, symposia and colloquia that involve the transinclusive-learning
framework.
Symbiosis Between Formal and Informal Learning
Relying upon either formal or informal learning processes would not be adequate
to found the transinclusive-learning process in inclusive design. The first
recommendation, listed above, implies a balance between formal and informal learning
for the implementation of the framework, but it should be noted that there is a symbiosis
between the formal and informal learning approaches when implementing the
transinclusive-learning framework. This study has illustrated that the four transinclusive
dimensions rely heavily upon self-directed, somatic, lived experience, socially
sustainable learning mechanisms, and related outcomes. Such processes are heavily
embedded in informal learning contexts. Yet, on the other hand, there must be
scaffoldings for any environmental designer to form his or her own structures in order to
learn. Such scaffolding relies upon basic design-school curricula, with an underlying
professional culture that includes inclusive design principles and associated
understanding.
Resulting recommendation. Any formal means of transinclusive-learning
implementation should be accompanied by informal means of learning. This may involve
field trips or lectures on what constitutes social inclusion of people with lived experience,
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but transinclusive learning takes such informal approaches one step further, encouraging
embodied means of learning and having designers seek out the daily built environment
functioning of people with disabilities using a self-directed learning approach.
An Emphasis on Social Sustainability
The term “sustainability” in relation to environmental design is related to
inclusive forms of design. It has come to denote “environmental sustainability”
(Heylighen, 2008). There have been more recent examinations and dialogue on a balance
between fiscal, environmental, and social sustainability, as in Szenasy’s (2011) work
Toward Social, Economic and Environmental Sustainability. Szenasy provided a
balanced consideration of these vital concepts. Current discourses on more-inclusive
design understandings may have to discuss for the moment social forms of sustainability.
The social aspects of sustainability have not been well entrenched in more inclusive
design. It is exploration such as Wolbring and Rybchinski’s (2013) Social Sustainability
and its Indicators Through a Disability Studies and Ability Studies Lens where the social
inclusion of people with disabilities and related design learning will come to fruition.
Indeed, this is the primary rationale for the fourth transinclusive-learning dimension in
the derived framework of this study, identified as social sustainability and not as “fiscal,
environmental, and social sustainability.”
Resulting recommendation. Any future experimentation with the transinclusivelearning framework, its teachings and its implementation should emphasize the social
aspects of sustainability, while having only secondary acknowledgement and associations
with the other two types of sustainability.
Conclusion
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A dissertation traditionally finishes with a summary of the research and its related
benefits. This conclusion begins with a question: “What would have occurred had the
study and related dissertation not have been carried out?” Would North American society
with its built environments and professionals who are committed to planning and
constructing these great environments evolve toward socially inclusive designing? A
resounding “YES” is presented here, without any reservation. What has transpired
through the academic work and what will transpire in the future are the following points:
•

Without this explorative study, designers and related professionals might have
examined only one or two of the four dimensions proposed in the transinclusivelearning framework. To examine embodied ways of knowing without drawing in
transdisciplinarity or even the broader social sustainability would miss working
with some essential variables. Conversely, if designers learn about social
sustainability without studying embodied epistemology and learning about how
those with disabilities function in their daily environment (lived experience in
environment), this would eliminate the learning processes and variables that are
so important. In short, a true equilibrium must be achieved by learning with all
four transinclusive learning dimensions.

•

Without the conceptualization and implementation of this study, six seemingly
disparate disciplines with some experienced and reputable representatives from
each discipline would not have profoundly mused about how designers might
learn to achieve inclusive designing through a transdisciplinary approach. The
mere exercise in transdisciplinarity in association with learning about inclusive
designing was an accomplishment in itself.
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•

If this study had not been conceptualized and implemented, the traditional way
our North American society automatically associates universal design with
inclusive designing may well have continued. Knowledgeable and experienced
universal-design gurus such as Maisel, Steinfeld, Preiser, Ostroff, or Smith may
have continued to reach toward more universal design and its inclusive
associations. This study has differentiated between universal and inclusive
designing. It is hoped the more socially sustainable aspects of true inclusive
design will shine in the future, at least partially as a result of this study.
We have unmasked the real way we learn about more-inclusive design, and the

way our society could excite a general cultural shift toward inclusive design
environments. Simply by continuing the unmasking we are building upon this learning
process. Since we unconsciously built upon an intrinsic way of knowing, we can now
build upon an extrinsic epistemology. An exciting exposé of learning will prompt
designers and others to think and act in a transdisciplinary way, an embodied way, and in
a socially sustainable way in relation to our built environment for decades to come. The
transfer of more inclusive design knowledge through standards, guides, best practices,
principle frameworks, and foundations, etc., has not ensured more amenable learning
processes for designers. The transinclusive-learning process will nurture such a learning
environment, with much-needed transdisciplinarity and a shift in professional culture in
design school.
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Appendix A
Research Participant Interview Guide
and related Interview Questions
Interview Questions Round One (note: the following guide and related questions for the
initial interviews was prepared and presented prior to the study’s commencement. This was
approved through the CFREB application process)

Introductory script:
Thank you very much for agreeing to meet with me today. As you are aware from
my letter of invitation, my study deals with developing a theory for an inclusive-design
educational practice for environmental designers. The study is my PhD dissertation. I
have a few initial questions to commence the series of interviews over the next
approximate year.
Before we begin I require your permission to conduct this interview (informed
consent - confirm signed consent form is completed).
Central Question: The central research question for my study is: How do environmental
designers learn and implement inclusive designs to built environments for people with
disabilities?
Sub-questions:
How do designers learn to think and practise creatively?
How do designers work with transdisciplinary in relation to more inclusive designing?
What motivates designers to integrate bases of inclusive design processes within their
core functions and practice values?
What inclusive-design-education theoretical approach might influence the current
environmental design community of practice?
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Environmental Designers/Educators Initial Questions (note: not all questions may
be necessary, and these are only used as initial questions to stimulate reflexivity
within each respondent).
Would you please describe your background and how you became interested and
motivated to work with inclusive design?
What learning processes did you find beneficial with your initial learnings of inclusive
design; and what learning processes presented difficulties or even barriers? If you taught
(or if you are currently teaching) designers an entire program of study in inclusive design,
what basics would you concentrate upon for such a program?
What are your belief and value systems in terms of how environmental designers learn
about inclusive forms of design?
Have you worked closely and conjunctively with professionals from other disciplines
and/or other practices, and expand upon both your learnings from them and their
learnings from you.
As a professional who currently conducts, or has conducted, education of environmental
designers, could you please share one or two of your perspectives from your dual
responsibilities as a design practitioner, in conjunction with your education work.
Do you have any initial perspectives to share about a potential inclusive-design
educational theory for environmental designers that may emerge from the impending
study?
Disability Studies Practitioners/Educators Initial Questions (note: not all questions
may be necessary, and these are only used as initial questions to stimulate reflexivity
within each respondent).
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Would you please describe your background and how you became interested and
motivated to work with people having disabilities?
What learning processes did you find beneficial with your initial learnings; and what
learning processes presented difficulties or even barriers?
What are your belief and value systems in terms of how one learns about disability life
issues?
Have you worked closely and conjunctively with professionals from other disciplines
and/or other practices, and expand upon both your learnings from them and their
learnings from you.
As a professional who currently conducts, or has conducted, education within the
disability studies realm, and as a practitioner/researcher, could you please share one or
two of your experiences with such a dual role.
Do you have any initial perspectives to share about a potential inclusive-design
educational theory for environmental designers that may emerge from the impending
study?
Occupational Therapists Initial Questions (note: not all questions may be necessary,
and these are only used as initial questions to stimulate reflexivity within each
respondent).
Would you please describe your background and how you became interested and
motivated to study (and/or teach) occupational therapy?
What learning processes did you find beneficial with your initial occupational-therapy
learnings; and what learning processes presented difficulties or even barriers?
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What are your belief and value systems in terms of how one learns about disability life
issues?
Have you worked closely and conjunctively with professionals from other disciplines
and/or other practices, and expand upon both your learnings from them and their
learnings from you.
As a professional who currently conducts, or has conducted, education within the
Occupational-therapy realm, and as a practitioner/researcher, could you please share one
or two of your experiences with such a dual role.
Do you have any initial perspectives to share about a potential inclusive-design
educational theory for environmental designers that may emerge from the impending
study?
Orientation and Mobility Instructors/Educators Initial Questions (note: not all
questions may be necessary, and these are only used as initial questions to stimulate
reflexivity within each respondent).
Would you please describe your background and how you became interested and
motivated to work with people having visual disabilities (and/or the instruction of O & M
Instructors)?
What learning processes – as an initial practitioner and/or as a teacher of practitioners –
did you find beneficial with your initial learnings; and what learning processes presented
difficulties or even barriers?
What are your belief and value systems in terms of how one learns about visual-disability
life issues?
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Have you worked closely and conjunctively with professionals from other disciplines
and/or other practices, and expand upon both your learnings from them and their
learnings from you.
As a professional who currently conducts, or has conducted, education within the
orientation and mobility realm (and/or as a current O & M practitioner), could you please
share one or two of your experiences with such a dual role.
Do you have any initial perspectives to share about a potential inclusive-design
educational theory for environmental designers that may emerge from the impending
study?
Social Workers Initial Questions (note: not all questions may be necessary, and
these are only used as initial questions to stimulate reflexivity within each
respondent).
Would you please describe your background and how you became interested and
motivated to work with people having disabilities.
What learning processes did you find beneficial with your initial learnings; and what
learning processes presented difficulties or even barriers?
What are your belief and value systems in terms of how one learns about disability life
issues?
Have you worked closely and conjunctively with professionals from other disciplines
and/or other practices, and expand upon both your learnings from them and their
learnings from you.
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As a professional who currently conducts, or has conducted, education within the social
work and disability-related realms, and as a practitioner/researcher, could you please
share one or two of your experiences with such a dual role.
Do you have any initial perspectives to share about a potential inclusive-design
educational theory for environmental designers that may emerge from the impending
study?
People with Lived Experience Initial Questions (note: not all questions may be
necessary, and these are only used as initial questions to stimulate reflexivity within
each respondent).
Would you please describe your background about your disability and a couple of
examples of how you access built environments?
What experiences have you had with regard to the education of designers of built
environments, and how did you influence their learnings about inclusive design?
What are your belief and value systems in terms of how one learns about disability life
issues?
Have you worked closely and conjunctively with professionals from other disciplines
and/or other practices, and expand upon both your learnings from them and their
learnings from you.
As a person with a dual disability (visual and physical) would you please share your
experiences from such a dual perspective in how you access environments; and how
might such usage knowledge or experiences influence built-environment designers.
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Do you have any initial perspectives to share about a potential inclusive-design
educational theory for environmental designers that may emerge from the Impending
study?
Interview Questions Round Two (conceived from responses to round one questions)
Are you aware of any social policies or standards and regulatory practices that support or directly
impact inclusive design education of designers? What are your perspectives on any potentially
related policies?
What role, if any, does leadership take in terms of the inclusive design education of
environmental designers? That is, are there specific people or disciplines that should take the lead
and be a catalyst and coordinating body or does this depend upon various factors?
How much is the overall professional culture of environmental design involved here – do we need
to encourage shifting the culture of the environmental design practice specifically or is it the
overall culture of our society that should be focused upon?
How do incremental (progressive) changes in both learning about and applying more inclusive
designs play out in our society. Relatedly, what is our overall vision of where and how society
should progress for more inclusive designing?
Do we need to basically and only effectively market inclusive design education through
inducements to learn this vital topic, or do we require more (such as legislative requirements,
enforcement of standards and codes, insurance of inclusive design curricula in design programs
and schools etc.)?
Interview Questions Round Three (responses to initial conception of theoretical approach
foundation)
Do you feel the four dimensions and the learning base are appropriate and does the overall
orientation/design of the model make sense?
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Do you feel the categorization of all of the various focused codes (that is, the subheadings as
listed under each of the four clear disc headings) are properly situated and that such sub
categorization makes sense?
Do you have any other comments or suggestions for this overall theoretical approach model?
Interview Questions Round Three (background presented to all participants prior to
conducting round three interview)

Please visualize five organic and malleable general constituent parts of a model that will
be physically symbolized by a rectangular wooden base with four separate grooves (dado
cuts) holding four clear discs – each disc, situated in a vertical manner, and being able to
roll back and forth, independently, within each of these grooves. Hence, when viewing
these discs and wooden base from a frontal view point, one will be able to note a
kaleidoscope of varying degrees and depths of interplay between these discs while the
various degrees of overlap occur between all four of them (representing either degrees of
melding together or – simultaneously and correspondingly – varying degrees of
separation with the rolling interplay of the discs).
The physical model. The following describes what is comprised within these five
separate-but-constantly-interacting constituent parts of the model:
Opaque brown rectangular base (representing a foundation of Self-directed
Learning. The primary learning theory that has consistently presented itself throughout
the research has been Self-directed Learning, but with underpinnings of other learning
theories modes and practices listed as: Experiential Learning; Lifelong Learning; Formal
and Informal Learning; Emancipatory and Transformational Learning; Heuristic
Learning; Receptivity to learn; Relationships between theory and practice; differences in
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learning about public versus private environments; Inquiry-based learning; and
Synchronicity in learning.
The following subcategories derived from the interviews and feedback from our research
participants for this specific dimension disc are:
•

Balance between formal and informal learning

•

Differences in learning about access to public versus private environments

•

Experiential learning

•

Heuristic learning

•

Inquiry-based learning

•

Lifelong learning and building tacit knowledge

•

Receptivity to learn

•

Relationships between theory and practice

•

Synchronicity in learning

•

Transformational and emancipatory learning

Clear Disc (representing one of the four dimensions): Embodiment. The
following subcategories derived from the interviews and feedback from our research
participants for this specific dimension disc are:
•

Creative/critical tension between adapting a person for their environments versus
adapting the environment for the person

•

Lived experience

•

Understanding contradictions as well as commonalities between disability
populations
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Yellow-tinted Disc (representing another of the four dimensions): Lived
Experience in Environment. The following subcategory derived from the interviews and
feedback from our research participants for this specific dimension disc is:
Combining lived experience with field research (shadowing a person with lived
experience within their daily environments)
•

Combining lived experience with field research: Techné (shadowing a person
with lived experience within their daily environments)

Blue-tinted Disc (representing another of the four dimensions):
Transdisciplinarity. The following subcategories derived from the interviews and
feedback from our research participants for this specific dimension disc is:
Interdisciplinarity and transdisciplinarity
•

Designing as a quality of problem solving

•

Disciplines or mediators/facilitators functioning as bridges for learning
between environment users with disabilities and designers

•

Interdisciplinarity and transdisciplinarity

•

Professionals, disciplines and people with lived experience

•

Universal Design standards and evolution toward Inclusive Design

Red-tinted Disc (representing another of the four dimensions): Social
Sustainability. The following subcategories derived from the interviews and feedback
from our research participants for this specific dimension disc are:
•

Ableism
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•

Advocacy

•

Community and individual capacity

•

Cultural evolution

•

Economic, environmental and social sustainability

•

Effecting change (recognizing transformational change and transitional
change such as incremental progress; functioning as change agents, but also
acknowledging and working with both transitional and transformational
changes in environment and with people and their access requirements)

•

Independent Living (movement and cross-disability philosophies)

•

Influences of technology

•

Integration into community

•

Leadership for inclusive design education

•

Marketing inclusive design

•

Mentorship

•

Multiculturalism and pluralism

•

Power relations

•

Preferred holistic and organic thinking and behaving

•

Social policies

•

Socio-cultural paradigmatic shifts and cultural evolution

•

Temporal influences

•

Visioning (conceiving of and reaching for an eventual vision for more
inclusive design

•

Working with and influencing professional cultures
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Appendix B
Inclusive Design Education of Environmental Designers, a Transdisciplinary Approach
Researcher’s Reflexive Bracketing
The following ten categories of reflexive considerations for the researcher’s
effective introspection and associated bracketing were derived from a 1999 Qualitative
Health Research journal article entitled Ten Tips for Reflexive Bracketing, by Ahern.
1. Identify interests you might take for granted, and list any major biases you might
retain due to such interests or social position.
•

Working toward a PhD in Interdisciplinary Studies through the University of
Calgary, with a focus on disability-life issues.

•

Immediate past Chair of Alberta Safety Codes Council’s Barrier Free Council
under Safety Codes Council (dealing with barrier-free access regulation and
conceiving regulation for Section 3.8 of each upcoming Alberta Building Code).

•

Current member of the Advisory Committee on Accessibility, under the Standing
Policy Committee on Community and Protective Services under Calgary City
Council (a cross-disability committee consistently advising City of Calgary
Administration on transportation and built-environment design and maintenance).

•

Continued interests in equitable access for people with disabilities, partly due to
my retaining a visual disability.

2. Clarifying the researcher’s personal value systems, and how they might influence the
researcher’s critically reflective stance.
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•

As a male born into a middle class family in the mid-20th century, I retain
meaning schemes that relate to such socio-economic status in our western North
American cultural milieu (raised with a one-income family, having a mother at
home, with a younger brother and a father who raised the income for the family).

•

Reared in a community with somewhat of a cultural mix, but generally a WhiteAnglo-Saxon-Protestant dominant environment.

•

Consistently influenced by the dominant American culture of the mid-to-late 20th
century North American values (promoting independent thought, freedom of
speech, civil rights and social justice).

•

Raised as the son of a mother with a visual disability, who spoke out about
equitable social involvement of people with disabilities, and being welcomed into
the workforce and leisure or recreational events alongside peers without
disabilities.

•

Raised as the son of a father who was a skilled architectural draftsman from the
late 1940s onward (and where I, as his son, was exposed to my father’s drafting,
blueprints, planning and designing, prior to my first grade of schooling).

•

Knowing there are times when the individual takes precedence over our mass
population of those with the most common or dominant discourses; and knowing
when societal interests and general altruistic goals take precedence over the
individual. I had specified such a differentiation in a presentation to a
subcommittee of Calgary City Council during the fall of 2005:
The cliché “the needs of the many outweigh the needs of the few” is a fallacy,
for it is the needs of the collective groups of “the few” that both constitute and
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—in complex ways—affect the needs of “the many.” Any small group’s needs
are intricately connected and mutually influential upon the needs of the vast
majority. One paradox of true diversity is to listen to and respect each
individual or small group while simultaneously listening to the majority or our
“collective whole.” More than “listen” to these minorities, however, but to
actually examine, interpret, strain to understand and effectively respond to the
needs of the few. This does not mean to embrace one small group over
another, or to create a hierarchy between marginalized-minority groups
(giving priority to the larger disability-group populations and creating a
hierarchy through numbers just as one example), or to recognize only the
“loudest voice” of those marginalized populations; but rather to come to an
actual consensus with all voices in our society. It is vital we seek out all
voices for our continued dialogues, which, by the way, often include
necessary dialectical discussions. (Iantkow, 2005)
•

Understanding the three overarching categories of ethics and their interplay in our
North American society (ethical egoism; ethical utilitarianism and ethical altruism).

•

The importance of ensuring a foundation of equity for marginalized people in society.

•

Working with equal opportunity and knowing the difference between what equality
provides as compared to equity in our society.

•

Understanding the differences between what constitutes accommodation for people
with disabilities as compared to what constitutes actual inclusion in society.
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•

Growing away from the well-entrenched concepts of reductionistic and positivistic
thinking and acknowledging how we all live in a complex, dynamic, paradoxical and
often unpredictable world.

•

Acknowledging how we all need to reinforce the dignity of all, which was outlined as
follows in a presentation I had conducted for the International Day of Persons with
Disabilities in 2006:
•

Freely and invitingly reaching out to others

•

Speaking out when needed, despite what is politically popular or what others
might think

•

Knowing one has more than a right, but an obligation to take educated risks in
life (dignity of risk)

•

Allowing ourselves to shine as thinking/loving/creative creatures of this earth;
despite how others might feel uncomfortable, embarrassed, insecure or
perhaps sometimes intimidated by our shining

•

Being compassionate of others, while exercising appropriate empathy

•

Maintaining a sense of humour in the face of adversity

•

Providing help to others when needed, yet being able and comfortable in
asking for help when we individually need it

•

Knowing and respecting our greatly-varied needs within our diverse disability
populations, despite how such differences might or might not be
acknowledged or perceived
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•

Being able to embrace life, despite how – in order for us to live on - we feel
we have stretched every last muscle, exercised every last thought and exerted
every last spiritual or emotional part of our being. (Iantkow, 2006)

•

Allowing ourselves to accept and respect our own inadequacies, just as we
accept and respect the inadequacies of others.

3. Areas of potential role conflict
•

One major role conflict was recognized in relation to the study, and that was my
chairing a provincial committee on barrier-free input for the Alberta Building Code.
This brought a certain regulatory and related policy perspective on access issues, and
could have affected my approach to the overall research. My chairmanship and
general membership concluded as of January 2014 however.

•

While I continue to be a member of the Advisory Committee on Accessibility, under
the City Council in Calgary, this does not present any role conflict with the study.

4. Gatekeepers’ interests and their favourable dispositions related to the study
While there are a few primary stakeholders who are serving as research
participants for the related study and said participants are interested/committed to the
study, such participants have not held a totally consistent or identical approach or
perspective on the subject at hand. These research participants, also, have not had an
overall consistent influence upon the education practices of inclusive design. In fact, they
all have had a wide ranging influence on such potential education and with exception of
two of the participants, they have not held any direct influence upon educational
programs for environmental designers. There were some common patterns in responses
from such participants, but there was also a wide range of creative perspectives with
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which to analyse. Similarly, such participants have been well aware of the overall
gatekeepers in our society who continue to reinforce their overarching habits and
perspectives.
5. Feelings that could indicate a lack of neutrality
•

Retaining a visual disability can evoke feelings of inadequacy and perceiving
inequities that others may not necessarily note (even if such latter outlooks may
not always be entirely accurate, for what one considers as a lack of equity, others
may not; very subjective notions and perspectives).

•

My role as a caregiver for two aging people who have forms of disability
themselves can bring feelings of frustration with the overall lack of adequate
supports for seniors and people with disabilities in society.

•

As one who has both studied and been fully immersed into social policies dealing
with disability life issues, there can be negative feelings toward policy makers and
how such policies can be prevaricated into what is not originally intended as
forms of equity or equality in society.

6. Anything new in the researcher’s data collection (any surprises)?
Two surprises emerged within some specific responses from research participants
in the environmental design category: 1) one of the participants with a strong background
in universal design stressed marketing the concept of UD and building or demonstrating
good business practices well beyond stressing human rights or legislated forms of
encouraging more inclusive designs; and 2) this same participant felt the concept of
universal design has been amply addressing forms of true social inclusion and that there
is little or no difference between universal design and inclusive design. While there was
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an approximate 50/50 split with the first concept (stressing marketing universal design
over and above legislative mechanisms and catalysts) between all 19 participants, the
study supported the need to more fully differentiate between the implicit social concepts
of more inclusion through universal design and how more explicit forms of true inclusive
designing may be stressed, illustrated, monitored and further explored. In other words,
the mutuality of both marketing and effective legislation were stressed through the study
for point number one, and the need for more differentiation between universal design and
inclusive design were stressed by the study for point number two.
7. When blocks occur in the research, reframe the questions and methods.
No substantive blocks occurred with the progress of the data collection or the
overall study. This is not to say member checking and verifying or clarifying responses to
help with the synthesis and refinement of data were not necessary, but that there were no
stumbling blocks with the progress of the research.
8. Even after the analysis stage, consider how one writes up the account (looking for
patterns in the number and types of responses that may be reflected in the analysis for
instance).
Compiling the findings and the related theoretical approach outcome was not
skewed in any one disciplinary or research participant direction. This transdisciplinary
study, in fact, heavily relied upon all participant voices and this was fully reflected in the
findings writings/compilations.
9. Literature review following analysis.
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The literature review was conducted as an ongoing effort, and sources of literature
were incorporated from both participants and from professionals outside the study who
provided information on access topics as time progressed.
10. A significant aspect of resolving bias is the acknowledgment of its outcomes (hence,
a researcher may have to revisit an interview or re-conduct an interview if bias has
been acknowledged.
While consistent member checking took place throughout the study, there was no specific
need to return to participants after each stage of analyses and overall research due to bias
issues.
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Appendix C

Table 3
Table 3
Initial Coding from Raw Data to Deriving Focused Codes
(A synopsis through a sampling of interview responses)
Research Participant Listing
Disability Studies Participants (A1, A2)
Environmental Design Participants (B1, B2, B3, B4, B5)
Lived Experience Participants (C1, C2, C3)
Occupational Therapy Participants (D1, D2, D3)
Orientation and Mobility Participants (E1, E2, E3)
Social Work Participants (F1, F2, F3)
Initial Coding Citations
(initial interview questions,
round one)

Interpretation of Initial
Coded Data
(initial interview questions,
round one)

Derived Focused Coding
(initial interview questions,
round one)

Note 1: the following
individual research
participant responses to the
first round of interview
questions are only a small
synopsis of each of their
responses, and should not
be considered as a
comprehensive review by
any means.
Note 2: the focused codes
listed relate only the final
refined codes that were
eventually derived from all
initial code analysis for both
rounds one and two
interviews.
Note 3: the cited responses
are listed in the same order
as how the interview
questions were presented
for the various participant
categories - this being the
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environmental design
firstly, the other
professional realms
secondly, and the lived
experience realm thirdly.
Question 1, round one, for
environmental design realm
and design instructor
participants: Would you
please describe your
background and how you
became interested and
motivated to work with
inclusive design?
• “My professional
background is working
as a building
technologist, so I am not
a designer per se, but
work closely with
designers and have an
in-depth understanding
of both the design and
construction industries. .
. . Although I have not
worked directly with
inclusive design, I have
in recent years become
acquainted with
building designers with
such knowledge, and
have become very
connected with building
users who have varied
disabilities.” (B-1)
• “My background
involves degrees in,
originally, art history,
and later interior design,
with teaching universal
design at an
undergraduate level for
interior design students.
. . . I have become very
connected with, and
knowledgeable about –

The five participants from
the environmental design
realm have a range of
knowledge levels and
practices related to
universal and inclusive
design. Three have
extensive experience with
universal design consulting,
teaching and related design
practices, while the other
two have more limited
exposure and experience
(yet the latter two retain a
great deal of interest in
more inclusive ways of
designing).
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•

•

•

built environment users
having different types
and levels of
disabilities.” (B-2)
“I am an occupational
therapist with my
original post-secondary
education, but became
very interested and
committed to barrierfree design and then
universal design during
the 1980s and
throughout the 1990s
and into the first decade
of our new millennium.
. . . I have administered
a couple of centres
specializing in universal
design, and I have
retained a physical
disability myself since
my early adulthood.”
(B-3)
“I am a Registered
Architect who has
worked in various
designing professional
environments over the
past eight years and as a
Safety Codes Officer
over the past five years.
. . . I became interested
and involved with
inclusive forms of
design through a civic
government advisory
group, consulting with
public representatives
from a number of
disability populations.”
(B-4)
“I am a practising
Registered Architect
who specializes in
barrier-free/universal
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design. . . . I continue to
instruct universal design
to interior design and
occupational therapist
students. . . . I became
interested with such
specialized designing
due to growing up with
a family member, who
had a physical
disability, and I have
learned much about a
wide range of other
disabilities through my
work and my
volunteerism on a range
of committees
committed to universal
design and disabilitylife issues.” (B-5)
Question 1, round one, for
participants from other
professional backgrounds:
Would you please describe
your background and how
you became interested and
motivated to work with
people having disabilities.
• “I am a person who has
been registered as
legally blind since my
childhood, and have
worked in a myriad of
professional realms
ranging from private
industry to a federal
government department
to a non-profit
organization advocating
for people with crossdisabilities (pandisability perspectives),
and have worked in an
academic realm,
advising and supporting
post-secondary students

•

Both of the disability
studies participants have
extensive knowledge
and experience around a
wide range of disability
populations, and have
built both tacit
knowledge/understandin
gs as well as being
formally educated in
disability and diversity
studies.
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•

•

with disabilities. . . .
While I have not
worked directly with
designers on universal
design projects or
related universal-design
studies, I continue to
work in the disabilitystudies realm, and
occasionally consult
with professionals
committed to universal
design.” (A-1)
“I have worked in the
disability studies
professional area since
the late 1980s, currently
working for an
organization serving
people having physical
disabilities, but I also
have a side business that
conducts access audits
(from a cross-disability
perspective) for
structures or facilities. .
. . I am a quadriplegic as
a result of a spinal cord
injury during the 1970s,
and this traumatic
change in my life
shifted my career and
professional as well as
personal interests.” (A2)
“I have a Master’s
Degree in Occupational
Therapy, specializing in
Low Vision
Rehabilitation. . . . I
became interested in OT
during high school,
while I was very close
to my grandparents who
had a number of
debilitating conditions. .
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•

•

. . I have not consulted
extensively with
designers on an ongoing
basis, but I had some
fascinating experiences
with the designers of a
specialized playground
designed for children
and youth with varied
levels of vision loss.”
(D-1)
“I have always wanted
to help people and work
in a people-oriented
profession – many of
my siblings and my Dad
work in engineering, so
I have simultaneously
been exposed to the
design and construction
industries as well. . . .
With my education as
an OT, along with my
•
family’s involvement in
engineering, I have
almost naturally become
involved with barrierfree access to buildings
and have consequently
been educating different
audiences in universal
forms of design.” (D-2)
“Ever since high school
I knew I would work
toward a career in
kinesiology or sports
medicine or something
similar. . . . OT fits me
perfectly since it is a
very broad/generalist
type of occupation, yet
allows me to specialized
to some extent (mainly
consulting with
insurance claims, with
my strategizing on the

Two of the
Occupational Therapists
have good knowledge
and experience in
universal design, with
the third one having
limited exposure to both
this design paradigm
and to designers
generally – the third OT
who also specializes in
low vision
rehabilitation, however,
brings a good balance
with the three OT
research participants
(the other two,
specializing more in
physical disability
rehabilitation).
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•

•

rehabilitation of people
with physical
disabilities). . . . I have
consulted with both
clients retaining
different physical
limitations and with
designers who have
been contracted to
design home settings for
my clients.” (D-3)
“I have a background in
recreational therapy
since just following
high school, but became
interested in working
with seniors who had
vision loss; I then
applied to work with
CNIB and studies to
become an Orientation
and Mobility Specialist
in the 1980s. . . . I have
advised on a number of
facilities from the
access design for
building users with
visual disabilities, and I
continue to volunteer on
a civic committee
concentrating on access
to city-owned or
operated structures.” (E1)
“My Mother has always
been hard of hearing,
and during my
secondary school
education, I became
interested in working
with the deafblind
population, so I
eventually enrolled in
an Intervenor training
program, and began
working with CNIB
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•

deafblind clients. . . . A
few years with such
work made me think of
the potential to become
an O & M Instructor,
and after related training
at Mohawk College, I
became certified as an O
& M Instructor and
continue to work in this
profession since 2005. .
. . While I have not had
a lot of exposure to the
design profession, there
have been instances
where I have provided
advice to either planners
or designers (e.g. a
transportation planner
who wanted to become
knowledgeable about
access for pedestrians
with vision loss).” (E-2)
“My educational
background is originally
in psychology, but after
some years in working
with the Red Cross and
with Veterans in long
term care, I ended up
taking the O & M
training at Mohawk
College and have
•
worked as an O & M
Specialist since – much
of my interest in O & M
and accessibility
generally came from my
experiences with the
veterans I have served,
and with some of my
family members who
have visual disabilities. .
. . I do not consistently
advise or consult with
designers, but have had

The three O & M
Specialist research
participants have
different foundations for
interests in becoming
instructors, with one of
the specialists having
three decades of history
in the practice, while the
other two are more
recent graduates of the
Mohawk College
program (Canada’s only
education facility for O
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•

•

some interesting
experiences on some
pan-disability
committees that have
concentrated on barrierfree design projects.”
(E-3)
•
“I happen to be a blind
individual who has
studied and worked with
people having different
disabilities for all of my
work life; my first
degree was in social
work and I have a
graduate degree as a
Registered Psychologist
who has concentrated
on using the concept of
‘hope’ as a tool for
people to reduce their
daily-living burdens. . . .
I have not really worked
closely with designers
over the years, but have
been exposed to some
design students as they
have toured the CNIB in
the past, or have
conducted research
around access design.”
(F-1)
“Following high school,
my aim was to work
with youth having
autism, but partly due to
my own physical
disability, I was side
tracked into just trying
to obtain some form of
meaningful work – I
ended up with an
undergraduate degree in
Social Work after many
years of studying at
night school while I

& M instructors until
very recently).

The three Social Work
research participants
have a balance between
both the physical and
the visual disability
perspectives (with one
who is both blind and
who has worked
extensively with people
who are blind; and with
the other two having
physical disabilities,
with the latter two
working with crossdisability populations).

263

•

worked for a crossdisability organization. .
. . I have had some
experience in advising
on design issues, but
this has been ado;
however, I always have
my perspectives on how
buildings could be
better designed for us,
as people with
disabilities.” (F-2)
“I have always
respected the lived
experience of people
with disabilities, and
quickly became tired of
the various theories and
movements surrounding
people with disabilities,
since many of them are
either inaccurate
ineffectual. . . . I have a
Master’s in Social Work
(clinical), and have a
slowly deteriorating rare
physical condition that
has now required me to
use a manual wheelchair
for my mobility. . . . I
have advised designers
on occasion, and always
have my own
perspectives on how
structures can become
more accessible . . .
have also become well
sensitized about a
number of different
disability populations.”
(F-3)
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Question 1, round one, for
participants with lived
experience: Would you
please describe your
background about your
disability and a couple of
examples of how you access
built environments.
• “I am a man with a dual
disability (totally blind
with paraplegia); both
of these disabilities
were due to a motor
vehicle accident when I
was in my early 20s. . . .
I have not had a lot of
experience with
designers, but I have
advised with designs for
accessing some public
environments, and have
some personal
experience in adapting
my own home.” (C-1)
• “I am a woman with
cerebral palsy, who has
matured with such a
condition over the years
– I have always used a
motorized wheelchair
for my mobility. . . . I
have always been
interested in how to
make structures more
accessible for people
with disabilities, and
have advised on many
projects throughout my

The three participants with
lived experience were
selected for a true balance
of their impairments and
three varied disability life
experiences – one retains a
physical disability only; one
retains a dual disability
(visual and physical) and
the third retains only a
visual disability. While all
three maintain different
occupations and have
professional perspectives
associated with disability,
they were asked to focus on
their life experiences with
regard to each of their own
impairments and
disabilities.
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adult life. . . . I continue
to serve on a number of
advisory committees
and boards dealing with
disability.” (C-2)
“My vision loss is a
result of my having
glaucoma at a very
young age, and I have
been totally blind since
that time. . . . I have had
some experience in
advising designers
regarding my personal
living settings and for
some public structures,
such as schools. . . . I
have worked within
social services for
decades, with some
post-secondary
education in mental
health.” (C-3)

Question 2. round one, for
environmental design realm
and design instructor
participants: What learning
processes did you find
beneficial with your initial
learnings of inclusive
design; and what learning
processes presented
difficulties or even barriers?
If you taught (or if you are
currently teaching)
designers an entire program
of study in inclusive design,
what basics would you
concentrate upon for such a
program?
• “I believe in learning
•
more from a mentorship
mode, that is, learning
from the experience of
people with disabilities

All five Environmental
Design research
participants have
stressed the importance
of experiential learning

•

Combining lived
experience with field
research (shadowing a
person with lived
experience within their
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•

as compared to learning
from models or books or
codes (the transmission
of knowledge and
experience is not
enough, unless such
transmission is provided
from lived experience,
but even then, we as an
audience would not
necessarily identify with
the person’s experience)
– I have made some
excellent contacts with
people having either a
physical or a visual
disability over recent
years and their truly
experiential reflections
have helped me learn
about more inclusive
forms of design.” (B-1)
“I often learn through
narratives (storytelling,
providing genuine
examples of theory and
not simply the theory
provided in and of
itself). . . . My
experiences with one of
my grandparent’s and
with a simulation
exercise both had a huge
impact upon my relating
to disability-life topics. .
. . In short, one cannot
understand the
complexities of
universal design without
tapping into some
experiential way of
knowing.” (B-2)
“Going further than
coming to know my
own disabling
condition, I have

– granted, these
reflections on such
•
learning have come
•
from different contexts
•
and the processes or
means of such
experiential learning has
greatly varied from each
of these participants.
What has seemed
consistent, however, is
the desire to learn from
lived experiences of
people with disabilities
through observing how
the latter people
physically or sensorially
access such
environments.

daily environments)
Experiential learning
Mentorship
Lived experience

267

•

•

learned so much from a
variety of people with
lived experience – all
having different types
and levels of disability. .
. . I believe it to be
important how designers
should come to learn
more inclusive kinds of
design by consulting
with people having
many various forms and
level of disability. . . .
Interestingly, the codes,
standards, regulations
and guidelines on
universal design have
been based upon a
spectrum of people with
varied disabilities and
varied kinds of lived
experience.” (B-3)
“The most helpful
means of my learning
about universal design
has been to follow
people with lived
experiences around their
own disability within a
built environment; not
just listening to their
concerns and advice on
access, but actually
watching how they
physically use such
environments. . . . I
have always been
fascinated with how
even two people with
the same kind of
impairment can observe
and use the same
environment in different
ways.” (B-4)
“With the classes in
universal design I teach,
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I often commence such
classes with one or two
or more guest speakers,
all having different
disabilities. . . . In past
years, and with the
architectural courses I
attended for my degree,
there was little focus on
human factors, and the
barrier-free access
considerations were
taught from simply a
building code/regulatory
base – direct
observations of those
with lived experiences
in built environments
are much preferred.” (B5)
Question 2, round one, for
participants from other
professional backgrounds:
What learning processes did
you find beneficial with
your initial professional
learnings, and what learning
processes presented
difficulties or even barriers?
• “Considering my own
•
visual impairment that
has slowly deteriorated
over the years, and
having grown up with
people having a number
of different disabilities,
it is my belief we still
have to overcome many
misconceptions about
all disabilities (and we
constantly strive to
educate and advocate to
deal with
misconceptions and to
overcome barriers). . . .
Technologies have also

The professionals from
other disciplines have
all emphasized the
importance of observing
people and how they
interact with their
environments; the
majority have also
stressed how using a
combination of formal
and informal modes of
learning are helpful;
some participants have
also either stated or
implied there must be
some good receptivity
to learn about any

•
•

•

Advocacy
Affecting change
(recognizing
transformational change
and transitional change
such as incremental
progress; functioning as
change agents, but also
acknowledging and
working with both
transitional and
transformational
changes in environment
and with people and
their access
requirements)
Balance between formal
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improved, and how I
learned to adapt to my
environments and to use
my environments as a
child are quite different
to how I learn and use
my environments with
technologies of today
(e.g. audible pedestrian
signals and
scanning/verbal reading
devices of today,
compared to volunteer
readers and sighted
guides in the past). . . .
Exposure to these
people who continue to
experience these
barriers and how they
overcome such barriers
is vital for the learning
process.” (A-1)
“People with newlyacquired disabilities are
forced to deal with
imminent change, and
this often takes much
imagination and
strength. . . . One is
thrust into a way of
constantly educating
others, and this is not
always easy. . . . There
is also much trial and
error with designing for
access, as every
environment and the
related people who use
the building can vary
greatly. . . . With my
years of consulting with
access audits, it is my
view how important the
lived experiences of
people with differing
disabilities are vital.”

subject at hand. Life
experiences and
exposure to different
life situations (i.e.,
employment and social
experiences) have also
been stressed as
important for enhancing
one’s learnings as well.

•

•
•
•
•
•

and informal learning
Combining lived
experience with field
research (shadowing a
person with lived
experience within their
daily environments)
Experiential learning
Heuristic learning
Self-directed learning
Transformational and
emancipatory learning
Varied modes of
learning (range of
learning styles)
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(A-2)
“I have found much of
my learning with regard
to people with visual
disabilities has related
to the application of
theory (that is, theories
around working with
people having low
vision) rather than
learning about the
theory in and of itself –
actually working in the
field and having direct
contact with people who
have vision lost and
seeing them operate in
their living settings is
how I have gained such
vital tacit knowledge in
my OT field of work . . .
. Learning from
simulations has also
helped, but what is more
important than the
simulation (e.g.
blindfolds and using a
white cane) is
debriefing such
simulations with
colleagues and with
people who have lived
experience with vision
loss themselves.” (D-1)
“During my OT
Program and courses, I
have learned best from
guest speakers with
lived experiences; I also
learn well in group
settings, with immediate
feedback from my
colleagues and from my
instructor. . . . I have
also learned and
developed or honed my
271

•

profession with working
in the field – some true
trial and error here, but
trial and error with some
professional educational
base. . . . I have never
simply learned from text
books or from viewing a
video or even from
simply and only
listening to lectures.”
(D-2)
“I have based much of
my learnings and related
practice e on two
theoretical models: the
‘Canadian Occupational
Performance Model’
and the ‘Canadian
Model of Occupational
Performance’ – these
have given me a firm
foundation to grow from
within my private
practice of OT. . . . I am
committed to work with
each and every client
from a holistic point of
view – it is not enough
simply to consider one’s
physical attributes and
limitations, but it is vital
to understand one’s
spiritual connections
and feelings, one’s
family and friend
situations, one’s
vocational and
avocational interests etc.
. . . I am truly client
focused and rely upon
their life experiences
and what goals they
may or may not
continue to have
following a traumatic
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life incident.” (D-3)
“I have found I have
learned about teaching
O & M best through
simulating eye
conditions, through
coming to know the
environments where
people with vision loss
may become more
confused and concerned
about their safety,
through coming to know
and work with adaptive
pieces of equipment
(e.g. white canes, other
alternative sensory
adaptive devices, guide
dogs etc.), and through
following those people
who have a vision loss
in their own familiar
environments. . . . I find
the informal learning,
after my formal O & M
program, is what I have
highly relied upon – we
must never
underestimate the
informal ways of
learning (on the job,
through talking with
colleagues, through
observing our
environments and how
people interact with
them).” (E-1)
“I have valued the
simulations of vision
loss to be most useful
for my learnings, with
the caution that such
exercises must be
carefully planned and
given with some
structure and overall
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•

goal in mind. . . . I have
found learning about the
wide spectrum of vision
loss and visual
conditions to be the
most difficult thing to
get my professional
head around. . . . I have
learned the most from
just working with
people having different
levels and types of
vision loss.” (E-2)
“The hands on training I
took at Mohawk
College was extremely
beneficial, and I picked
up many of the
instructional techniques
through my own use of
adaptive devices (white
canes) through my own
simulations and through
‘trading off’ with my
fellow students (trading
off with blindfolding
one another, and each of
us taking turns as
sighted guides). . . .
What surprised me the
most was how there is
such a difference
between different eye
conditions, and how
being totally blind is
actually a rarity, since
most of my clients has
some form or degree of
residual vision.” (E-3)
“Even though I have my
own ideas as to how we
might learn within our
own discipline, since I
was born with a visual
impairment, I was
immediately forced to
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learn in some of my
own ways (e.g. since I
could not visually
perceive objects, I had
to rely upon tactile
means, or relying upon
my parents to bring
objects to me, compared
to my perceiving them
from a distance). . . . We
all have our preferences
for how we learn, and
this often comes from
our own life experiences
and trials and
tribulations.” (F-1)
“The learning processes
I have come to value
over the years are the
more informal kinds of
learning – I was pushed
into post-secondary
studies by vocational
counsellors who saw my
physical disability
firstly, and they insisted
I choose a career that
might not involve a lot
of public exposure and
the social sciences
(partly due to my speech
difficulties related to my
cerebral palsy) – after
attempting the
accounting studies, I
learned much about
advocating for myself
and became truly selfactualized – I ended up
studying social work
and eventually obtained
an undergraduate degree
in social work. . . . The
informal means of
learning, often as a
result of my having to
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steadfastly insist in
exploring my own
career aspirations and
interests were truly
emancipatory for me. . .
. I have come to believe
in the importance of
self-advocacy and to
speak out and educate
others about my own
life experiences and
how I can be of value in
our society.” (F-2)
“Learning from
individuals in a fluid
and organic manner
(that is, not out of a text
book and not going
from step one to two to
three, but interviewing
people, then interacting
with them individually
in their living habitats
and taking time to muse
about these interviews
and interactions are the
way I learn about others
and about myself in
many good ways). . . . I
highly regard personenvironment
psychology, where we
must explore not the
person in and of neither
themselves, nor just
assessing our overall
cultures or social groups
in and of themselves,
but examining both the
individual and how they
learn in their living and
work and social settings.
. . . People with
disabilities are a large
part of our society and
how we fit in can be
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influenced by both the
person with the
disability and how they
are responded to by
groups or social systems
generally.” (F-3)
Question 2, round one, for
participants with lived
experience: What
experiences have you had
with regard to the education
of designers of built
environments, and how did
you influence their
learnings about inclusive
design?
• “With my past
•
experience with
construction and
mechanical work in my
farming in my youth,
and with my wife and I
purchasing a home that
had to be adapted for
my dual disability, I
have found it to be
important how designers
and contractors must
first be receptive to
learning about disability
life issues and how such
adaptations can be
made. . . . I believe it is
also important how we
all look at design as a
form of problem
solving, particularly
when it comes to
designing for a
homeowner who has a
disability.” (C-1)
• “I believe designers not
only have to learn from
people who have
disabilities (and who
use their own facilities)

The three participants
with lived experience
vocalized some more
introspective and
reflexive modes of
learning (being
receptive to learning;
conducting simulations
but with some specific
objectives in mind;
acknowledging how
both building users with
disabilities must take
some responsibilities to
adapt to their
environment, while
there must be some
universal environmental
designs being conceived
and practiced as well).

•

•
•

•

Creative/critical tension
between adapting a
person for their
environments versus
adapting the
environment for the
person
Designing as a quality
of problem solving
Differences in learning
about access to public
versus private
environments
Receptivity to learn
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but I also believe such
designers have to want
to learn about how
things actually become
accessible and how each
person has his or her
own adaptive needs. . . .
Also, any person with
any kind of impairment
is almost forced into
advocating for their own
adaptations – this does
not come easy.” (C-2)
“Different people with
even the same disability
may use their
environment differently
– as a guide dog user, I
do not access my
environment through
tactile means, as my dog
does this for me, but
there are those who are
blind that use other
adaptive techniques or
devices to use
pedestrian paths of
travel in different ways.
. . . It is a shared
responsibility for both
us (as people with
disabilities) to adapt
ourselves to our
environment, yet at the
same time our society
could consider how
there could be more
universal ways of
designing for diverse
populations. . . .
Simulations can help
when it comes to
learning about
disabilities but one has
to be very careful, since
we do not want to incite
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‘fear of a disability’
through the shock
treatment of having to
use a blind fold and
experiment without any
specific objective
learning goal in mind.”
(C-3)
Question 3, round one, for
environmental design realm
and design instructor
participants: What are your
belief and value systems in
terms of how environmental
designers learn about
inclusive forms of design?
• “I believe designing is a
quality of problem
solving. . . If we do not
understand the
intricacies and
foundations of a subject
at hand, then we cannot
effectively design. . .
There are times the
function of designing
has become much too
prescriptive; designing
should be creative and
be focused on the
overall goal or objective
toward the ideal design
for a specific project
(and this applies to
access to built
environments as well).”
(B-1)
• “It is important
designers learn about
universal design not
only through books or
lectures or even specific
courses in such
designing UT it is
important such a mode
of designing be

•

All five environmental
design participants have
stressed a creative base
for designing, as
compared to being
prescriptive, yet they
have also emphasized
the importance of
understanding how
people with disabilities
access and utilize a built
environment, hence,
there has to be some
attention given to
learning about the
building user with a
disability in the first
place. The five
environmental design
participants also either
directly referenced or
implied an overall
professional cultural
shift toward more
inclusive forms of
designing may be what
is required before our
society witnesses true
transformational
changes toward building

•

•
•

•
•
•
•

Affecting change
(recognizing
transformational change
and transitional change
such as incremental
progress; functioning as
change agents, but also
acknowledging and
working with both
transitional and
transformational
changes in environment
and with people and
their access
requirements)
Balance between formal
and informal learning
Combining lived
experience with field
research (shadowing a
person with lived
experience within their
daily environments)
Designing is a quality of
problem solving
Experiential learning
Integration into
community
Relationships between
theory and practice
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incorporated into one’s
daily practice. . . . The
foundations and
principles of universal
design should be
incorporated into the
overall curricula of a
design school and not
only delivered in one
course on barrier free or
universal design.” (B-2)
“Universal design must
be viewed as designing
for everyone and not
just an add on or a form
of designing for small or
‘special’ populations. . .
The lived experiences of
diverse populations who
use built environments
are vital here, and
visually observing how
such diverse building
users access their
surroundings is also
important.” (B-3)
“One of my primary
beliefs regarding
learning about more
inclusive designing is
the importance of
experiences – this can
be by observing the
experiences of those
with lived experiences
or by using some
simulations or by
shadowing people with
disabilities in structures.
. . . Transmitting
knowledge through
courses or lectures, or
even some field
experience without
observing those with
lived experience is not

structure inclusive
designs – even some
curricula shifts in
schools of design may
not be enough.

•
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enough.” (B-4)
• “I appreciate and refer
to lived experiences of
people with disabilities
in their environments,
but this knowledge in
and of it is not sufficient
for a designer to learn
about inclusive design,
one has to observe such
lived experiences
through observation and
also come to understand
the principles of
universal design. . . .
The more dialogue that
is encouraged on the
topic of universal
design, the more the
professional culture will
shift toward more
universality and related
functionality.” (B-5)
Question 3, round one, for
participants from other
professional backgrounds:
What are your belief and
value systems in terms of
how one learns about
disability life issues?
• “I believe multiple
•
strategies and even
some different
paradigms related to
disability studies are
necessary for our
society to grow closer to
actual social inclusion –
these could definitely
include the Independent
Living movement and
philosophies,
recognition of human
rights and appropriate
application of same and
understanding and

The participants from
other professional
realms have taken a
more holistic and
socially-oriented
approach to answering
question 3; they have all
stressed the importance
of one’s learning
environments and how
one is raised and in
what way our society
influences our values
and goals in life. Just as
these respondents have
stressed societal

•
•
•
•
•
•
•
•
•

Community and
individual capacity
Designing as a quality
of problem solving
Experiential learning
Heuristic learning
Independent Living
movement and cross
disability philosophies
Influences of
technologies
Inquiry based learning
Interdisciplinarity and
transdisciplinarity
Integration into
community
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applying universal
design.” (A-1)
“Encourage those who
are ignorant about
disability life issues to
ask questions and learn
from our populations. . .
I believe that people
with disabilities have
the right to be as
independent as they
wish. . . . People with
disabilities should be
socially included in
society, but there are
times when we need to
recognize how such
people require specific
accommodations to live
as independently as
possible – there are
contradictions to be
noted here.” (A-2)
“Different people have
different preferences for
their learning (different
learning styles). . . . One
is often influenced by
the culture with which
they have been born into
and the surroundings
they have been reared
in, and this also
influences how one
learns and develops. . . .
Different professional
associations and
affiliations influence our
values and how we learn
as well.” (D-1)
“I strongly believe in
respecting different
points of view and not
focusing on one
perspective to guide
how we work with our

involvement and norms
related to disability life
issues, they have also
stated how individuals
can influence change
and determine their own
destinies in many ways.

•
•
•
•
•
•
•

•
•

Lifelong learning and
building tacit
knowledge
Multi-culturalism and
pluralism
Power relations
Preferred holistic and
organic thinking and
behaving
Receptivity to learn
Relationships between
theory and practice
Understanding
contradictions as well as
commonalities between
diverse populations
Universal Design
standards and evolution
there of
Varied modes of
learning (range of
learning styles)
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world. . . . I have seen
some professionals who
believe their
disciplinary theories are
the way we all operate
and that such theories
are the only appropriate
way to work with
disability life topics. . . .
I think the best way to
learn about a subject at
hand it to experience the
subject in different
ways.” (D-2)
“I believe and value
problem-based learning,
that is, to look at how
one with a newly
acquired disability can
adapt to their settings as
a problem to be
examined and solved
through exploring
different proven
solutions. . . . I also
value lifelong learning,
and have noted how
some clients with more
life experience have a
number of ‘tools’ to
draw upon compared to
one that might be
younger.” (D-3)
“I value learning from
both proven theory and
from working in the
field – practice is as
important as theory. . . .
There are always
compromises to be
made between different
interests (both from
different client
perspectives, from
various professionals
and from what social
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•

•

influences there might
be).” (E-1)
“I strongly believe in
examining facts about
people and how they
function in life, and do
my best not to assume
how each individual
operates. . . . People
should be allowed to
determine their own
life’s pathway, and we –
as professionals – need
to listen to their
individual points of
view and respect their
own desires and goals.”
(E-2)
“It is important to have
some form of
experience around
disability if one wants to
truly understand
inclusive forms of
designing (and only
blindfolding a person is
not enough, as there has
to be some interaction
with a building while
one is blindfolded).” (E3)
“People need time and
exposure to different
life situations to learn
effectively. . . . There
are growing means of
more universal design
that are now included in
technologies and
systems – take the
iPhone technology as an
example where truly
accessible means of
communications and
functionality are built
into the hardware and
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software (e.g.
communicating either
vocally or through
tactile means and not
only communicating
visually).” (F-1)
• “One has to want to
learn in order to truly
learn. . . . I believe in
viewing disability life
from a cross-disability
way (focusing on one
disability group is not
enough since there are
great differences as to
how a person with one
disability functions
compared to another).”
(F-2)
• “Experiential learning is
vital to me – one has to
go beyond book
learning or lectures. . . .
I am a great believer in
respecting one’s way of
learning is very personal
and may be the best for
them; we cannot assume
or dictate how one can
learn about anything.”
(F-3)
Question 3, round one, for
participants with lived
experience: What are your
belief and value systems in
terms of how one learns
about disability life issues?
• “I believe it is important •
to have a balance
between formal and
informal means of
education to learn about
inclusive designing; and
I believe there must be a
receptivity to learn
about such forms of

The participants with
lived experience
responded to question 3
with stressing the
importance of balancing
the responsibilities of
people with disabilities
to educate others, while
designers must also be

•
•
•
•
•

Balance between formal
and informal learning
Community and
individual capacity
Independent Living
(movement and crossdisability philosophies)
Lifelong learning
Lived experience
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designing. . . . I am still
a risk taker, and also
believe I have a
responsibility to help
educate people without
disabilities I come into
contact with.” (C-1)
• “I strongly believe in
‘nothing about us
without us’ since people
with disabilities should
have full say and
involvement with their
own life supports. . . . I
am also a believer in
cross-disability peer
support and in
independent living of
people with all kinds of
disabilities.” (C-2)
• “The contradictions in
how one disability
group is designed for,
does not necessarily
mean this same design
fits all disability groups
must be recognized up
front. . . . There must be
respect given to the
various cultural
influences, not only
with regard to the
‘disability culture’ but
also with regard to how
all cultures deal with the
concept of disability.”
(C-3)
Question 4, round one, for
all participants: Have you
worked closely and
conjunctively with
professionals from other
disciplines and/or other
practices, and expand upon
both your learnings from
them and their learnings

receptive to learn about
disability life issues.
Similar to other
professional group
responses, those with
lived experience also
underlined societal
norms with
corresponding ways
individual members of
society could become
more involved in
inclusive design
education.

•
•
•
•

Multi-culturalism and
pluralism
Preferred holistic and
organic thinking and
behaving
Receptivity to learn
Relationships between
theory and practice
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from you.
• “I have worked (and
•
continue to work) with
various professionals –
these include
professionals from both
the design and
construction realms, but
also from the regulatory
and non-profit sector
having to do with
•
building and design. . . .
I have also come to
consult with building
users having disabilities,
and they bring a
perspective that is not
always consistent with
the design or
construction realm
(different perspectives
and problems with
which to attend to, and
these problems have not
always been addressed
or even conceived in the
current design realm). . . •
. I have learned from all
of these professional
forms of connection and
association, including
people with disabilities
that seem to parallel the
other disciplinary
perspectives.” (B-1)
• “I have worked
alongside many
different professionals
from a range of
disciplines, and have
learned much from them
(including disability
studies and people with
lived experience in
disability). . . . One
concern I have is how I

The research
participants generally
value interdisciplinarity
and their involvement
with same, yet they
point out different
dilemmas and different
values placed upon
interdisciplinarity.
There is a range of
opinion on how and
under what
circumstances
interdisciplinarity may
help to promote or to
educate around more
inclusive designing –
some participants stress
how such shifts in
professional culture
could include social
policy, while others
stress shifts in how
universal design may
evolve naturally.
Most of the participants
view the interactions
between disciplines to
be most important, and
yet they stress how each
discipline has its own
core principles and
values that may or may
not relate well with such
interactions.

•
•

•
•

•

•

•
•
•
•
•
•
•
•

Advocacy
Combining lived
experience with field
research (shadowing a
person with lived
experience within their
daily environments)
Designing as a quality
of problem solving
Creative/critical tension
between adapting a
person for their
environments versus
adapting the
environment for the
person
Differences in learning
about access to public
versus private
environments
Disciplines or
mediators/facilitators
functioning as bridges
for learning between
professionals,
disciplines and people
with lived experience
Economic,
environmental and
social sustainability
Influences of
technology
Interdisciplinarity and
transdisciplinarity
Leadership for inclusive
design education
Lifelong learning and
building tacit
knowledge
Lived experience
Marketing inclusive
design (inducements as
compared to coercion)
Preferred holistic and
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have noted how
professionals designing
and applying adaptive
equipment for people
with disabilities do not
connect or consult
enough with other
environmental
designers.” (B-2)
“I have seen, and on
occasion helped to
create, courses on
universal design that
have involved students
from various
occupations and
disciplines – the result is
a much richer learning
environment and
learning outcome than if
the various voices were
not present. . . . Even
though I respect
interdisciplinarity,
exploring the diverse
sectors of society in
different ways that goes
far beyond looking
through disciplinary
lenses is much more
important, that is, how
we see and use our
environment as diverse
peoples comes first, and
the discipline education
comes second. . . . I
have found that the
private sector is rarely
interested in human
rights or legislated
mechanisms to enforce
access, but if we can
show how universal
design can stimulate a
good marketing strategy
and be good for

•
•
•
•
•

•

•

organic thinking and
behaving
Receptivity to learn
Social policy
Socio-cultural
paradigmatic shifts and
cultural evolution
Transformational and
emancipatory learning
Understanding
contradictions as well as
commonalities between
diverse populations
Understanding
contradictions as well as
commonalities between
diverse populations
Universal Design
standards and evolution
there of

288

•

•

business, then the
private sector may get
the message.” (B-3)
“I have found there is
often moral support and
genuine sympathy for
the application of more
universal designing, but
the practicability and
fiscal bases for such
designing often
overshadows such
morality. . . . The
exchanges between
disciplines on the topic
of more inclusive ways
to design has been very
beneficial, and I have
learned a lot from the
diverse voices who sit
on the access and
building code
committees with which
I continue to serve. . . .
Actually listening to the
diverse voices on these
committees has helped
to lead toward a
common language
between the different
disciplines, and one
example is how our
municipality developed
some access standards
to reinforce this
common language.” (B4)
“Even today, I do not
note a lot of architects
who specialize in b
arriver free or universal
design – part of this is
due to design trends and
what has come to be
recognized as important
in society (e.g.
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environmental
sustainability has
become a hot topic but
even this has faded in its
impact recently). . . .
One discipline that
seems to have embraced
more inclusive
designing has been
occupational therapy,
and I have supported
teaching UD to OTs
over recent years. . . .
One relevant question is
‘who do designers
design for?” and the
answer is they design
for those with whom
they come into direct
contact, or they design
for the population with
which they have
become involved – an
example of how this
works is with Michael
Graves, who is an
Architect who became
disabled after he learned
his practice and was in
practice for some time –
now he views the world
as a designer who has a
physical disability.” (B5)
“I have worked and
studied with
interdisciplinary teams,
and have found those
disciplines based in the
natural sciences are still
very reductionistic and
linear – had tried to
relate a more
postmodern
philosophical
understanding with such
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professionals, without
much success. . . . I
have always admired
and fully worked with
the Independent Living
philosophy and
movement due to its
very holistic foundation,
and it works well with
interdisciplinarity as
well (probably since
people with disabilities
come from all sorts of
sectors in society, and
there are many
disciplines involved to
ensure an independent
living foundation in
life). . . . I have found
cultural shifts forward a
more holistic
perspective of disability
to be very slow, but the
paradigm is shifting in
some ways; I consider
myself to be a change
agent now, whereas, in
the past, I was certainly
more of an advocate.”
(A-1)
“There is not enough
sharing of information
and perspectives
between different
professional groups;
networking with diverse
disciplines is vital but
not conducted enough. .
. . Having a common
goal that is consistent
between disciplines is
not always easy, even
when these disciplines
are dealing with one
group or sector in
society. . . . Being
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malleable and truly
listening or reaching out
to understand others’
points of view are of the
utmost importance.” (A2)
“When a person first
communicates with
professionals from other
disciplines, one muses
about how that
discipline may or may
not fit with your own
perspectives, and how
such communications
might be useful. . . .
There can be opposing
viewpoints and
challenges to how one
works with a client
when we sit down to
discuss dealing with
particular problems, but
these opposing points of
view can be dealt with
through ongoing or
expanding
communications. . . . On
the whole, it is
beneficial to look at
issues from a number of
points of view, so
multiple discipline
considerations always
help.” (D-1)
“I have worked with a
real range of disciplines
from health
professionals to builders
and designers . . . it is
usually hard to
understand or work with
some diverse
perspectives, but can be
useful in the long run. . .
. The important thing is
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to focus on the specific
problem at hand, and
each representative from
different professions
brings a new light on
the very same subject
(e.g. if there is a piano
present in a large vacant
room, the musician will
view the piano in a
different light than the
interior designer or even
differently than a piano
tuner).” (D-2)
“I continually work with
a real variety of
professionals, from
social workers to
physiotherapists, to
insurance
representatives to
designers and builders. .
. . As an OT, I note how
some disciplines are
more holistic than
others and how our
models of occupational
therapy can apply to
many other holistic
models that other
disciplines apply (at the
same time, our OT
model can be
misinterpreted or
misapplied in other
disciplinary contexts). . .
. I have often functioned
as a third-party-liaison
between my client and a
designer, for often the
client cannot quite
express their needs and
quite often the designer
cannot always
communicate how
adapting (or not
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adapting) a particular
access design concept
would or would not
work.” (D-3)
“I have consulted with
designers on
interdisciplinary
projects from time to
time, and note how,
what some professionals
understand and work
with are not always
passed along or
understood by a
different professional
realm. . . . Designers
should understand that
adaptive equipment and
technologies of the day
do not solve all the
orientation and mobility
needs of pedestrians
with vision loss; some
good basic access
design of environments
is necessary and this
means looking at things
from more than one
discipline.” (E-1)
“I have worked and
consulted with
multidisciplinary teams
when trying to solve an
access or service
support issue for a client
with vision loss. . . . I
have always found great
benefits of discussions
from multidisciplinary
contexts – it always
surprises me how I
consistently learn
another point of view
and how such diverse
views can problem
solve for the client.” (E294
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2)
“I have been involved
with multidisciplinary
teams and related
projects from time to
time. . . . When such
projects are underway, I
often note how
designing for one
disability population
does not guarantee good
design for another
disability group, and
this takes much
discussion for all of the
professionals at the
table to understand
these design dilemmas. .
. . Not only is it
important to sit down
and discuss designing
from different
professional points of
view, but it is also vital
to conduct walkthroughs with all such
professionals
(understanding how to
apply what has been
discussed).” (E-3)
“I have worked as a
generalist in past
positions, and have
consequently liaised or
advised on many
multidisciplinary teams.
. . . One thing I have
found is how even today
most professionals are
specialists and the
generalist position is not
often valued or
understood, but it is
important to look at
projects or subjects
from more than one
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professional or
disciplinary
perspective.” (F-1)
“My current work is
heavily involved with
multidisciplinarity – I
consult with anything
from social workers to
health care professionals
to personal care
attendants to public
guardians. . . . I have
learned much from
these teams that serve
my clients well from a
number of professional
dealings, and believe the
benefits of such teams
are not always
appreciated.” (F-2)
“I have always enjoyed
discussions with other
professional groups and
these have often
involved opposing ideas
or points of view. . . . I
find it interesting how
one professional group
might define a problem
with the subject at hand
to be quite different than
the problem identified
by another profession,
and hence how the
problem might be
solved takes much time
and discussion.” (F-3)
“I had to deal with two
national organizations
and the health/medical
care systems in our
province just after my
accident (this involved a
national organization
working with blindness,
and the other one
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dealing with physical
disabilities). . . . I found
the professionals from
all three of these sectors
could rarely agree on
any approach and it was
often left up to me – as
the client – to negotiate,
liaise and creatively
overcome barriers. . . .
The upside is how, with
my consulting with all
three of these sectors,
my life has turned
around, with some
creative solutions and
activities that no one
else would have even
remotely considered.”
(C-1)
“I have served on
several Joshua
Committee
(multidisciplinary
committees to provide
support for people with
disabilities seeking a
more independent
lifestyle) over the years.
. . . The
interdisciplinarity of
these committees is
important but I think it
is the true understanding
of how a person with a
disability actually lives
(or can live) that is more
important (seeking to
understand the
functioning of the
individual).” (C-2)
“There have been rare
occasions for me to
communicate with
different professionals. .
. . I believe the first
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thing to understand is
how a person with a
disability fits in our
society and what is
realistic for us to expect
in terms of how we
adapted to our
environment, compared
to how the environment
can accommodate us.”
(C-3)
Question 5, round one, for
the environmental design
realm and design instructor
participants: As a
professional who currently
conducts, or has conducted,
education of environmental
designers, could you please
share one or two of your
perspectives from your dual
responsibilities as a design
practitioner, in conjunction
with your education work.
• “Since I do not teach
universal or inclusive
design, I cannot
comment on this
duality; however, I have
experienced the duality
of being a mentor in
sometimes advocating
for more accessible
designing while I work
as a professional
building technologist
(there can be push back
from industry in
accessible forms of
designing on occasion).
. . . What is more
important than this
duality, however, is to
focus on overall
designing as problem
solving, and such

•

•

•

The five environmental
design participants have
gone beyond reflecting
about teaching and
practicing inclusive
design as a duality –
they have addressed
some complexities of
advocating for access
while dealing with
environmental, political
and economic realities.
The five respondents
have also underlined the
importance of relating
theory to practice and
the reverse.
These five participants
have also implicitly
emphasized how they
do not only have dual
roles but take on many

•
•
•
•
•
•
•
•
•

Balance between formal
and informal learning
Designing as a quality
of problem solving
Lifelong learning and
building tacit
knowledge
Lived experience
Mentorship
Power relations
Preferred holistic and
organic thinking and
behaving
Relationships between
theory and practice
Sociocultural
paradigmatic shifts and
cultural evolution

298

•

•

•

genuine problem
solving should not be
limited to the standard
population but consider
all diverse populations.”
(B-1)
•
“I am a full-time
instructor in universal
design, but have past
experience as an interior
designer as well. . . .
There should always
been a good relationship
between theory and
practice – theory can
influence practice but I
also believe one can
draw theory from
practice as well.” (B-2)
“I have learned so much
through my roles as
administrator, as past
practitioner of OT, as
advocate for universal
design and a number of
my other roles, but with
my instructing universal
design, this has
enhanced both my
learning and enhanced
ways I could influence
others with a more
holistic way of
approaching design (I
believe the teacher
learns alongside the
student as well).” (B-3)
“I have never taught
universal design, but
have some respect for
both practicing design
and how we learn from
both formal instruction
and from our practical
knowledge that is built
over the years. . . .

roles in society, and
how our society is
grappling with such
multiplicity of roles as
well.
Focusing on the topic of
a dual role as teacher
and a practicing
designer, however, is
how both teachers and
students learn and
develop from one
another (we are all
knowers, teachers and
learners).
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There is an ongoing
need to effectively
instruct universal
design, but tap into the
lived experience of
people (and this
includes the lived
experiences of
designers).” (B-4)
“The dual role of
instructor and
practitioner has helped
me immensely to
understand both the
client (building owner
or whom I am designing
for) and the
design/construction
industry (and one’s
needs do not always
complement the other’s
needs). . . . I see slow
cultural shifts around
universal design and I
take advantage of
teaching in both formal
and informal ways.” (B5)
Question 5, round one, for
participants from other
professional backgrounds:
As a professional who
currently conducts, or has
conducted, education within
the (list specific disciplinary
realm), and as a
practitioner/researcher,
could you please share one
or two of your experiences
with such a dual role.
• “I continue to deal with •
dualities in my
profession, from being a
professional who is part
of the Independent
Living movement as a

Some of the
professionals from other
realms have shown how
their dual roles as
instructor and as
practitioner have been

•
•

Advocacy
Affecting change
(recognizing
transformational change
and transitional change
such as incremental
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person with a disability
with the dual role of an
advisor and change
agent with such a social
philosophy. . . . There is
a duality in how people
with disabilities deal
with their own
adaptations to life, while
advocating for their
overall social inclusion
•
as well. . . . A more
universal way of
thinking about people
and how we function in
our daily living is
gradually evolving in
North America, and
there is a duality here as
well, with ensuring
people with disabilities
are responsible for our
own lives, while
continually monitoring
and functioning as
catalysts for appropriate
equitable life
accommodations for us
in society at large.” (A1)
“I suppose my most
prevalent dual role is
that of a rehabilitation
practitioner and an
access audit
professional on the side;
and yet, I am also a
person with a physical
disability and work as a
professional in the field
of rehab while being a
quadriplegic as well. . . .
The lived experiences
have certainly
influenced how I work
in both my business and

contradictory in their
experiences, while
others have generally
expressed how such a
dual role has fully
complemented and
nurtured their learnings
of their profession (both
formal and informal
modes of learning).
Some of the participants
have stressed how they
not only deal with dual
roles, but with multiple
roles, and such
generalist work has
given them some ideas
on how designers may
become more well
sensitized to more
inclusive forms of
design (e.g. simulations,
shadowing people with
disabilities etc.).

•
•

•
•
•
•
•
•
•
•
•

progress; functioning as
change agents, but also
acknowledging and
working with both
transitional and
transformational
changes in environment
and with people and
their access
requirements)
Balance between formal
and informal learning
Combining lived
experience with field
research (shadowing a
person with lived
experience within their
daily environments)
Experiential learning
Independent Living
(movement and crossdisability philosophies)
Influences of
technology
Lived experience
Power relations
Relationships between
theory and practice
Self-directed learning
Socio-cultural
paradigmatic shifts and
cultural evolution
Understanding
contradictions as well as
commonalities between
diverse populations
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within the rehab field,
and there are times
when my work does not
always jive with my
personal ideas or
experiences.” (A-2)
“I appreciate the dual
role as both instructor to
clients as well as other
professionals on OT
issues concentrating on
vision loss. . . . There is
not a lot of OTs with
good knowledge around
visual-disability daily
living skills and
functionality, so there is
a dual role for me here
as well: both as an OT
and as an OT with a
specialization in vision
loss. . . . Sometimes the
duality is not
understood to be
important, and I have
parents of my clients
sometimes ask: ‘why do
I need two OTs working
with us?’ with their not
realizing my area of
expertise.” (D-1)
“The dual role as
teacher and practitioner
of occupational therapy
has actually melded
within my professional
being - I feel one
responsibility
complements and
nurtures the other. . . .
Some practical
knowledge of how a
profession is applied is
quite necessary to
ensure how one can
effectively teach; and
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this also supports a good
balance between formal
and informal modes of
learning.” (D-2)
“My dual
responsibilities often lie
between the (often)
insurance agency or
governmental
organization that
contracts with me, as
compared to the needs
and issues of the client
(person with the
disability); however, I
do my best to be client
focused and respond to
their needs above all
else.” (D-3)
“My role as a teacher is
consistently there with
my everyday instruction
of new clients with
vision loss, yet I also
advise with levels of
government and with
organizations that deal
with employees or
clients who have vision
loss. . . . There are times
when my mission as an
O & M Instructor with
clients is not consistent
with what organizations
feel I should be doing or
should be concentrating
on (e.g. accessible
pedestrian signals are
dearly needed on urban
street intersections but
there is rarely a budget
for this, hence I have to
place the burden of safe
O & M travel on the
shoulders of my
clients).” (E-1)
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“I function in many
roles as an O & M
Instructor, from teacher
to advocate to advisor to
bureaucrat. . . . These
multiple roles have
given me a
general/holistic view of
how things could be
designed more
effectively for my
clients, and I think there
are ways of sensitizing
designers on access for
people with vision loss
(e.g. simulation
exercises and tours of
facilities that have good
access design).” (E-2)
“I have not thought a lot
of how my dual role of
instructor and as
practitioner has
unfolded in my career,
but believe these two
roles have supported
and nurtured one
another in a number of
ways (even my
instruction techniques
have been built upon
how I have worked in
the social work and
psychology
professions). . . . I think
individual personals
have to take some good
responsibility for their
own learning and come
to know how they best
learn.” (F-1)
“Since I am always
consulting with
interdisciplinary teams,
I am not only a social
worker but also function
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as a mediator between
varied points of view
and this is not always an
easy or comfortable
position. . . . I think
designers could learn
from such multiple
points of view.” (F-2)
• “My dual role is
actually as not only a
social worker with a
clinical background but
also as a person who has
a physical disability;
even though the latter
role is not from a
professional
background, just being
able to function and to
see the world from a
person with a
disability’s eyes has a
deep effect upon how I
function as a social
worker.” (F-3)
Question 5, round one, for
participants with lived
experience: As a person
with a disability (or a dual
disability), would you
please share your
experience in how you
access built environments,
and how might such usage
knowledge or experiences
influence built environment
designers.
• “I deal with dual life
•
issues daily, since I
have a dual disability of
physical and sensory
impairments. . . . The
public witnesses me
with my service dog that
provides support and
adaptations for both of

The three participants
•
with lived experience all
relate the conflicts and
contradictions in
designing for different
disability populations,
while acknowledging
•
some commonalities in
overall barriers for both •

Combining lived
experience with field
research (shadowing a
person with lived
experience within their
daily environments)
Community and
individual capacity
Creative/critical tension
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my disabilities (he
functions as my eyes
and if I drop something •
or need an automatic
door activated, he is
there to assist with
either). . . . If designers
could observe me when
I access a mall or an
office building, they
might have an idea of
the interactions I face
with people and with the
structures that are in
place – even the issues
between both of my
disabilities need to be
dealt with on a daily
basis.” (C-1)
“There are aspects of
my disability life that
designers may never
totally understand and
might never be able to
respond to or design for,
this our reality. . . .
Regarding dualities, just
as a designer may come
to know my disability,
this does not guarantee
such access designs may
serve a person with a
totally different
disability (hence, if one
is designing for the
public, one has to
understand a range and
level of disabilities in
our world; this is where
universal design comes
in).” (C-2)
“I have seen people
from different disability
populations have
different access issues
with a particular

accommodations and
general social inclusion.
There is also the duality
of concentrating on the
needs of design
education and the
processes in designing
while working with
diverse population
nuances for design (i.e.
the duality of focusing
on the building user
while acknowledging
and responding to how
designers learn and
perform their practice).

•

•
•
•
•

between adapting a
person for their
environments versus
adapting the
environment for the
person
Understanding
contradictions as well as
commonalities between
diverse populations
Designing as a quality
of problem solving
Experiential learning
Lived experience
Universal Design
standards and evolution
there of
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structure (where a
person using a
wheelchair might not be
able to access another
level of a building, I
might have difficulties
navigating an open area
of that same building
but be very able to
access the next level); at
the same time, both of
our populations have
limitations on how we
use and access that same
building.” (C-3)
Question 6, round one, for
all participants: Do you
have any initial perspectives
to share about a potential
inclusive-design
educational theory for
environmental designers
that may emerge from the
impending study?
• “I think we should
•
explore more
experiential ways of
learning about inclusive
designing, whether this
is through simulations
or following people
with disabilities through
their daily lives or even
discussion groups with
people having various
lived experiences. . . . I
also think it is important
we differentiate between
how we accommodate
the building access
needs of diverse
populations, as
•
compared to helping
them be truly socially
included (my example
of the young lady in the

Even though the
previous five questions
were often answered in
iterative ways, with
participants describing
their backgrounds and
experiences about
learning, it was the sixth
question that helped
participants to
synthesize and conclude
their observations and
reasonings related to
how designers might
better learn about
inclusive forms of
designing.
Whereas some
participants had
extensive experience in
educating on inclusive
design, while some

•
•

•
•

Advocacy
Affecting change
(recognizing
transformational change
and transitional change
such as incremental
progress; functioning as
change agents, but also
acknowledging and
working with both
transitional and
transformational
changes in environment
and with people and
their access
requirements)
Balance between formal
and informal learning
Combining lived
experience with field
research (shadowing a
person with lived
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wheelchair who had to
sit in the street to be
shown a selection of
clothing options to buy
in an Italy community,
since the stores were not
accessible – sure, she
was accommodated in
some way, but did she
really feel included in
her society?). . . . We
also have to conceive of
an overall vision of how
our future society will
look, and how our
diverse consumers of
buildings expect to use
these edifices.” (B-1)
“I have often thought
about how to
permanently impact my
design students on the
importance and ongoing
social influences of
universal design, and
•
have found that
narrative inquiry (story
telling of lived
experiences of building
users with disabilities)
has been most useful,
and has had the biggest
impact. . . . This does
not mean having a
person with a disability
stand in front of the
class and lecture about
their functioning, but I
often have my students
track a person with
different disabilities
using their daily
environments.” (B-2)
“Being adaptable to
different sectors and to
different disciplines is

other participants
retained little experience
in such education or
even little experience
with designers
specifically, and
whereas questions one
to five concentrated on
specific disciplinary
concepts and
backgrounds, this sixth
question formed a
coalescing point for all
participants to conceive
some basic thoughts
around how designers
learn (or might better
learn) about inclusive
designing (bringing all
of the participants’
varied answers together
for this final question
for round one of the
interviews).
This sixth question
functioned as a tipping
point to form the initial
basis for more
dimensional thinking
and interaction (i.e.
thinking in complex and
holistic ways, with
greatly-varied
paradigms of thought
influencing each other
while our inclusive
design educational
theories evolve in
society) around forming
an eventual theoretical
approach.

•
•

•

•
•
•
•
•
•
•
•
•
•
•
•
•
•

experience within their
daily environments)
Community and
individual capacity
Differences in learning
about access to public
versus private
environments
Disciplines or
mediators/facilitators
functioning as bridges
for learning between
professionals,
disciplines and people
with lived experience
Economic,
environmental and
social sustainability
Experiential learning
Inquiry based learning
(including narrative
inquiry)
Interdisciplinarity and
transdisciplinarity
Lived experience
Marketing inclusive
design (inducements as
compared to coercion)
Preferred holistic and
organic thinking and
behaving
Receptivity to learn
Self-directed learning
Social policies
Socio-cultural
paradigmatic shifts and
cultural evolution
Synchronicity in
learning
Transformational and
emancipatory learning
Understanding
contradictions as well as
commonalities between
diverse populations
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very important in
learning about more
inclusive designing. . . .
Marketing the concept
of more universal
designs should become
more entrenched in our
culture. . . . Showing
how community is
brought together my
designing will also have
a great impact upon
future forms of
designing.” (B-3)
“Whatever form of
curricula that may be
developed for inclusive
design education in
schools, this should be
fully complemented by
sharing information
about lived experiences
on the topic; both
formal and informal
education is vital, with
the learner being
motivated to learn about
access design. . . . Not
only are academic
supports important, but
legislation and a social
consciousness related to
more inclusive
designing is necessary
to ensure sustainability
for future diverse
populations.” (B-4)
“The key to [social]
sustainability relates
how technology is going
to be our saviour [for
more universal design] .
. . but I suggest the more
experiential learning
relates to inclusive
design; with sustainable

•
•

Universal design
standards and evolution
there of
Varied modes of
learning and varied
learning styles

309

•

•

design, one can do a
good literature review,
but one has to
understand the true
basics of [social]
sustainability through
observing those with
lived experience as
well.” (B-5)
“[First and foremost]
much of the overlap
between the three main
paradigms I have been
describing up to now the Universal Design
paradigm, the
Independent Living
[cross-disability]
paradigm, and the Biomedical/Rehabilitation
paradigm - clearly
shows these paradigms
can, and do, coexist; but
we must also apply a
human rights overlay to
all of this, for if we do
not truly understand the
inequities between and
within these paradigms,
then we will not be
addressing the
contradictions,
complexities and
conflicts and unequal
practices that rear their
heads with disability life
issues.” (A-1)
“An important
[instructional] approach
is to conduct field work
in examining an
environment with a
person having lived
experience - it is not
enough to simply have
input from a person with
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lived experience, but it
is also important to
review how that person
access a structure. . . . I
also believe it is most
important to do such a
review with other
people from other
disability populations,
to make sure the
designer understands
several points of view.”
(A-2)
“Exposing designers to
a range of experiences
to people with vision
loss is one of the most
preferred ways of
instruction to my way of
thinking - I was
involved in a design
team related to our
outdoor classroom with
a playground to be
accessible for our youth
– it was interesting how
the designers thought
they would aim at
implementing colours
that blended with the
surrounds, so we had to
educate them around
how children and youth
with vision loss required
high contrast and deep
colours to perceive their
surroundings to be safe
with their play. . . . The
designers and builders
were very receptive to
learning though, and
such receptivity along
with appreciating their
learning in their own
ways helped us all.” (D1)
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“A professional cultural
shift in the
environmental design
realm wold is the ideal
for design students to
learn best about
universal design (and to
have this cultural shift
be part of the everyday
courses in design
schools would also be
ideal), but how to
achieve this is the
question. . . . I have seen
progress toward this
cultural shift over the
years, but it has been
very slow and ad hoc.”
(D-2)
“For planning private
settings, the designer
must come to know how
the specific client with
this specific impairment
and related disabilities
operates; and for public
settings, we have made
good progress with
teaching universal
concepts but some old
stereotypes still exist.”
(D-3)
“I think it is vital that
designers receive both
formal and informal
kinds of education for
more inclusive
designing- it is not
enough to have one
course on the subject,
but have the basics and
principles entrenched in
all of the design school
culture. . . . The various
disciplines involved in
design and construction
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should also coordinate
more (e.g. adaptive
equipment designers
should connect and
related more with
designers of buildings).
. . . There are social
implications for more
universal designing,
cross-disability and
multidisciplinary
impacts and at the same
time, there is a need for
full exposure to lived
experiences in how
people with different
disabilities use and
access a structure.” (E1)
“I assume there is some
form of simulations of
different disabilities and
how they relate to a
structure that takes
place in all design
school education, hence,
I stress how the more
experiential learning is
needed here.” (E-2)
“There should be some
good experiential kinds
of learning for
designers, this could
include simulations but
should also involve
walk throughs with
people having lived
experience. . . . Some
professional and even
societal cultural changes
should be nurtured to
encourage shifts toward
more universal design
development and
education.” (E-3)
“We should encourage
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•

•

the instructor in schools
of design to stimulate
the students to ask
questions and to become
motivated to learn in
their own ways about
more inclusive
designing. . . . More of a
concentration on
looking at things from
different disciplines and
developing more
communications
between disciplines is
necessary as well; this is
truly a multidisciplinary
education topic
[learning about
inclusive design].” (F-1)
“Research is key – the
designer should not
assume who the major
stakeholders or users of
a structure will be, and
even become more
socially conscious to
encourage their clients
[building owners and
managers] to consider
more diverse population
usage of structures.” (F2)
“Go to the source of
information and advice
on how to make
buildings more
accessible [users with
disabilities], consider
the environment and
society as ‘the problem’
and not the person with
a disability as the
problem, recruit and use
an intermediary to liaise
with both the designer
and those with
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•

disabilities (since one
population does not
always appreciate or
understand the other,
and a discipline that
might deal with both
populations could help
facilitate future
designing).” (F-3)
“The inclusive design
education needs of
designers are threefold:
1) exposure to lived
experiences of people
with disabilities
(lectures on one’s
impairment and the
basic principles behind
how such a person
operated in society), 2)
knowledge around and
usage of theory in texts
and videos etc., and 3)
conducting field trips
and reviews in the field
with those having lived
experience, alongside
other professionals who
understand disability
issues.” (C-1)
“The biggest thing to
concentrate on when it
comes to designers
learning bout access is
to go beyond just an
interview with a person
having a disability;
there must be an on-site
review with such
people. . . . Part of the
problem is how our
society still treats
people with disabilities
as special or out of the
ordinary, rather than
looking at us as part of
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the entire social make
up of our overall
culture.” (C-2)
• “Yes, the designer has
to be educated about
access design, but the
general public have to
come to know and
respect how people with
disabilities use or access
our environments as
well (e.g. the accessible
pedestrian signals for
intersections are vital
but the general public
pushes back about the
noise they create).” (C3)
Initial Coding Citations
(interview questions, round
two)

Interpretation of Initial
Coded Data
(interview questions,
round two)

Derived Focused Coding
(interview questions,
round two)

Note 4: the five interview
questions for round two of
the interviews were
determined through the
following criteria that
evolved from the responses
from round one: anomalous
or
inconsistent/contradictory
responses from the
participants (i.e., individual
responses that varied
greatly from one participant
to another); responses
needing clarification or
elucidation to assist in
developing the overall
focused codes; and concepts
not explored to a sufficient
degree, from round one
interviews, that were
explored through the
literature review.
Note 5: while there was a
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range of responses from all
research participants for
round two, only one sample
from each research
participant grouping has
been listed as a sample
response for each round two
questions.
Note 6: the cited responses
are listed in a similar order
to the responses to round
one interviews, with the
environmental design realm
firstly, the other
professional realms
secondly, and the lived
experience realm thirdly.
Question 1, round two for
all participants: Are you
aware of any social policies
or standards and regulatory
practices that support or
directly impact inclusive
design education of
designers? What are your
perspectives on any
potentially related policies?
• “Inclusive designing is
•
not regulated or
monitored through any
salient social policy in
Canada (i.e. there are
various forms and
levels/mechanisms of
policy that may affect
inclusive design but
they are vary ad hoc and
are not consistent – take
the Accessibility for
Ontarians with
•
Disabilities Act and the
National Building Code,
along with inconsistent
housing adaptations
policies across the
country as a few

The participants have all •
been quite consistent
with their views about
policy, in that most feel
policies are necessary
and are part of our
regulatory, legislative
and public systems, but
simply their existence
would not necessarily
ensure more inclusive
design education.
Some of the participants
felt existing policies
dealing with disability
life issues are very ad
•
hoc and not well
conceived or even
monitored in any
•

Affecting change
(recognizing
transformational change
and transitional change
such as incremental
progress; functioning as
change agents, but also
acknowledging and
working with both
transitional and
transformational
changes in environment
and with people and
their access
requirements)
Sociocultural
paradigmatic shifts and
cultural evolution
Universal design
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examples, all very
inconsistent and not
even focused on one
access paradigm such as
Universal Design. . . .
There should be one
consistent national
policy with related and
consistent provincial
and municipal policies
created in Canada that
would ensure greater
social sustainability.”
(B-1)
“If we are talking about
curriculum development
for more inclusive
design education, there
are no major policies in
place to guide such
development. . . . Even
if there were some
national and provincial
social policies on
inclusive designing that
might exist, this would
not necessarily
guarantee a shift in
design-profession
culture. . . . I really
wonder if our society is,
even now, prepared for
some massive policy in
this area, there needs to
be some consistent
societal growth and
acceptance for such
social inclusion
[synchronicity].” (A-1)
“Social policies are not
always very functional
or realistic, and are not
often reinforced,
monitored or even
initially enforced, so
policies are rarely the

effective way.

standards and evolution
there of
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answer to more social
inclusion or learning
about same.” (D-2)
• “Policies can be helpful,
and are part of our
mechanisms for
signage, but they can
sometimes simply and
naturally just support
what our dominant
direction in society
already is.” (E-3)
• “Regardless of what
policies exist at any
level in our society, we
need an overall cultural
shift to actually
encourage more
inclusive design
education.” (F-3)
• “There are a number of
policies and regulation
or legislation in place
such as the Alberta
Building Code and our
Charter of Rights and
Freedoms and various
forms of transportation
policies at the local and
provincial and even
federal levels, and yet
all of these do not
necessarily guarantee
enforcement or true
equitable social
involvement of our
citizens with
disabilities.” (C-1)
Question 2, round 2 for all
participants: What role, if
any, does leadership take in
terms of the inclusive
design education of
environmental designers?
That is, are there specific
people or disciplines that
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should take the lead and be
a catalyst and coordinating
body or does this depend
upon various factors?
• “The concept of
•
leadership is underlined
with the need for some
form of national policy
and related strategy yet
again; if we had a
national strategy on
universal design, this
would help with leading
a potential movement in
that direction.” (B-1)
• “Those people or
organizations that act as
an intermediary between
people with disabilities
and designers or
builders can also
function as leaders in a
number of ways,
including simply
promoting awareness of
design issues.” (A-2)
• “If we are to promote
designers to take a
leadership role, then we
must assume they are
very familiar with
access design needs, but
the latter is not always
the case. . . . I suggest
organizations that have
good understanding of
disability life issues take
more of a lead (even
though they may have
limited resources to do
so, this may mean
acquiring more support
from funders to fill this
gap).” (D-1)
• “Leadership must have
a balance with

The topic of leadership
incited a great range of
responses from
participants, but there
were two general
themes with regard to
such responses: the first
stressed some individual
groups or teams could
best take a lead on
encouraging such
effective education, and
secondly,
acknowledgement that
some form of societal or
environmental supports
for such leadership had
to simultaneously exist.

•

•
•
•
•
•
•
•
•
•
•
•
•

Disciplines or
mediators/facilitators
functioning as bridges
for learning between
professionals,
disciplines and people
with lived experience
Economic,
environmental and
social sustainability
Interdisciplinarity and
transdisciplinarity
Leadership for universal
design education
Lived experience
Power relations
Preferred holistic and
organic thinking and
behaving
Receptivity to learn
Social policies
Sociocultural
paradigmatic shifts and
cultural evolution
Synchronicity in
learning
Transformational and
emancipatory learning
Universal Design
standards and evolution
there of
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individuals (key
champions) and social
systems. . . . Even if
designers could take on
more of a leadership
role for access design,
this does not mean that
designers have effective
influence to shift overall
cultural policies.” (E-3)
• “No matter who leads,
there has to be good
team work to implement
complex concepts of
universal design, and
there has to be a fair
amount of receptivity to
learn about more
accessible ways and
means to design (in
other words, our timing
has to be appropriate to
apply such teachings
and know when our
culture is ready for
some transformations).”
(F-2)
• “Lived experiences have
to be a large part of
leadership, and this
therefore means that
often people having
disabilities must
conduct the lead toward
improved inclusive
design education, but
this is not always easy
to accomplish unless
one has some good links
with designers and
educators.” (C-2)
Question 3, round two for
all participants: How much
is the overall professional
culture of environmental
design involved here – do
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we need to encourage
shifting the culture of the
environmental design
practice specifically or is it
the overall culture of our
society that should be
focused upon?
• “Design can impact
social change, but it is
often general social
change that impacts
design more so. . . .
Environmental
sustainability is a prime
example, where the
environmentalist
movement toward more
sustainable building
practices have led to
mechanisms such as
LEED; and we need a
similar movement
related to social
sustainability. . . . Over
my years of instructing
interior design and
related universal design,
I have not witnessed
many significant shifts
toward more social
inclusion of diverse
populations.” (B-2)
• “The reality is that
designers have to
maintain a business, and
businesses respond to
what is happening in the
marketplace. . . . Our
shifting demographics
will inadvertently have
some good influence
with regard to social
change, and this will
involve social inclusion.
. . . The accreditation of
designers may require

•

•

•

The overall consensus
of the responses bends
toward the need for
societal shifts toward
more of a sociallysustainable movement
for more inclusive
design learning to take
place.
At the same time, a
number of the
participants expressed
how there can be
catalysts for change
(e.g. advances in
technology).
The mutuality between
inclusive design
learnings and social
change is what has been
underlined with the
response to this
question.

•

•
•
•
•
•

Affecting change
(recognizing
transformational change
and transitional change
such as incremental
progress; functioning as
change agents, but also
acknowledging and
working with both
transitional and
transformational
changes in environment
and with people and
their access
requirements)
Balance between formal
and informal learning
Economic,
environmental and
social sustainability
Influences of
technology
Socio-cultural
paradigmatic shifts and
cultural evolution
Universal Design
standards and evolution
there of
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more of an inclusive
design base once the
overall more-sociallysustainable mode of
inclusive design comes
into play due to our
aging population.” (A1)
“We need more of a
general cultural shift in
society in order for
designers to respond to
future diverse building
needs. . . . I have noted
some slow shifts toward
more accommodating
designs for people with
disabilities over the
years, but this has come
from our overall ablebodied culture finding
advantages in more
universal kinds of
design (e.g. infrared
activated faucets for
sinks in public
lavatories).” (D-2)
“There is a definite
mutuality between how
designers think and
behave, in relation to
how our society treats
social and physical or
sensory inclusive
designs. . . . There is
reciprocity between how
a design might influence
how the public might
use and access a
building, and what
might be expected for
basic access to the same
building in the first
place.” (E-3)
“There is a need for a
large cultural shift in
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society in order for
designers to adopt more
inclusive design
learning and practice; at
the same time, if there
are no sparks of new
and innovative forms of
socially-inclusive
designs, then the status
quo will be reinforced
and change will be very
slow.” (F-2)
• “The overall culture of
our society has been
greatly influenced by a
number of variables
(such as new
technologies that are
designed to
accommodate more
diverse populations –
take the iPhone
technology as one
example), so even
though it is the overall
culture that will
eventually have to shift
for more inclusive
designs, let’s understand
how a few significant
influences for change
can be implemented.”
(C-3)
Question 4, round two for
all participants: How do
incremental (progressive)
changes in both learning
about and applying more
inclusive designs play out in
our society. Relatedly, what
is our overall vision of
where and how society
should progress for more
inclusive designing?
• “I think our millennium •
generation will be great

The participants seem to
all be acknowledging

•
•

Power relations
Preferred holistic and
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•

at adopting the idea of
learning and practicing
more inclusive
designing, and will
automatically adopt a
more diverse, holistic,
organic way of thinking
and behaving in life
generally - I see this all
ready with my students
under the age of 30 or
so. . . . The point is, the
transformation toward
more inclusive
designing will evolve
naturally, but this is not
to say we do not have to
work on this with
pushing the envelope.”
(B-5)
“I believe very much in
the power of language
and the salient
paradigms we have
focused on within
disability life (these
being the Biomedical/Health/Rehabili
tation paradigm; the
Independent Living
paradigm, and the more
holistic Universal
Design paradigm) these have all coexisted
for some time now, and
have all evolved with
discourses around these
paradigms being
shuffled back and forth.
. . . We, as a North
American society,
however, are making
slow progress toward
more diversity and
whether we like it not,
we all have to find a

•

how our society has
made progress toward
more universal and
inclusive ways of
designing (and learning
about same), yet at the
same time, there is an
acknowledgement how
there has been little
transformational shifts
in how much people
with disabilities are
approached and
perceived as equal
players in our society.
The participants
generally express how
we have made
technological and builtenvironment gains but
the social aspects of
how such diverse
populations relate in
equitable ways has yet
to be attained.

•
•
•

•

organic thinking and
behaving
Receptivity to learn
Transformational and
emancipatory learning
Understanding
contradictions as well as
commonalities between
diverse populations
Universal Design
standards and evolution
there of

•
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way of thinking and
behaving in a more
accommodating and
nurturing way, with
understanding and
embracing increasing
complexity.” (A-1)
“I believe more in the
results of
transformational shifts
in our society, yes, there
may be some slow and
incremental progress we
have made over the last
half century, but it is
those pivotal or tipping
points that seem to
make history and are
markers for our change
in society (e.g. the
conception of Universal
Design or the
development of new
exciting technologies
that have literally
opened doors).” (D-2)
“Positive change is slow
- one example is how
long it takes to amend
building codes to
include greater
considerations for
access design. . . . So,
we make some slow
progress but the codes
and regulation and
guidelines and social
policy generally do not
keep up with what is
happening in our society
at large.” (E-1)
“More and more new
technologies and new
ways of perceiving our
world are coming about:
look at how the general
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public are finally
waking up to what the
purposes behind the
accessible pedestrian
signals at street corners
are for (and the
acknowledgment that
they are needed); look at
the iPhone technologies
where full accessibility
is built in from the
beginning . . . we are
beginning to accept a
more universal way of
thinking and acting.” (F1)
• “We have made
progress with more
universal designs and
greater accessibility
over the decades, but
what we should focus
more on now is the
attitudinal changes that
remain to be necessary. .
. . Yes, we have better
access to buildings but
does this mean we are
fully accepted as equal,
intelligent, productive
members of our own
society? I suggest the
answer is not
necessarily.” (C-1)
Question 5, round two for
all participants: Do we need
to basically and only
effectively market inclusive
design education through
inducements to learn this
vital topic, or do we require
more (such as legislative
requirements, enforcement
of standards and codes,
insurance of inclusive
design curricula in design
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programs and schools etc.)?
• “There are ways of
•
enticing a designer to
use universal design if
the artistic side of
design can be stimulated
by UD (hence there
might not even be a
need to actually market
the concept of more
inclusive designing), yet
only exciting the
marketplace or
stimulating new exciting
ways of creative/artistic
universal designing is
•
not enough, there needs
to be some legislated
and regulated
enforcement of these
equitable forms of
design.” (B-4)
• “Rather than focusing
on either marketing or
on mandated
requirements, there is a
growing interest and
empathy for people with
disabilities and the
incentives to learn about
inclusive design will
unfold naturally. . . .
Businesses, however,
will eventually
understand that making
their places truly
accessible is an
excellent investment
that will have decent
returns in the long run.”
(A-2)
• “We need both
marketing incentives
and business
understanding around
inclusive designing, but

There has been a true
split by with
approximately half of
the participants stressing
the importance of
marketing inclusive
design over legislated
and regulated
requirements, with the
other half emphasizing
that marketing is not
enough and that basic
human rights for access
must be the foundation.
Despite the dichotomy
of those supporting
marketing as compared
to legislation, the reality
is how both approaches
are essential in society
(perhaps in varied ways
or at different levels),
hence there must be
attention given to both
marketing the concept
and simultaneously
having a
legislated/regulated
foundation.

•
•
•
•
•
•

Economic,
environmental and
social sustainability
Marketing inclusive
design (inducements as
compared to coercion)
Power relations
Sociocultural
paradigmatic shifts and
cultural evolution
Synchronicity in
learning
Universal Design
standards and evolution
there of
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we also need to look at
this from a rights
perspective as well - I
tend more toward the
rights side, as I do not
think only marketing the
idea will be enough, nor
will just marketing
provide a true
understanding of what is
really needed for such
complex designing.”
(D-1)
“I think we have to rely
upon mandated
requirements and related
standards, as just
depending upon the
marketplace has shown
the latter does not really
work (e.g. the
Accessibility for
Ontarians with
Disabilities Act has
been put into place since
the marketplace just was
not responding to the
need).” (E-2)
“The marketplace is
finally showing promise
for more universally
designed ways of
functioning (with the
technologies that are
more and more
accessible each day), so
the need for the human
rights approach will
lessen with time.” (F-1)
“Most people want to do
the right thing, and we
all have a social
conscience, so I believe
our society will
eventually and naturally
work more with
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inclusive designing – it
will not have to be
mandated as today, as it
will become a natural
part of culture.” (C-3)
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