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Queen’s University 
Academic Plan 

General Introduction and Outline 
 
The Academic Planning Task Force was struck by Queen’s University Senate in November 2010 with a 
mandate to consult widely and draft the University’s Academic Plan.  We have spent the past ten months 
doing exactly that, not only consulting with faculty, students and staff, but reviewing the many unit 
submissions to the Principal’s “Where Next?” and to the Academic Writing Team’s “Imagining the 
Future.”  What we have encountered in this process is a remarkable academic community with strong 
allegiance to this institution and to its mission.  At the same time, students, faculty and staff have shared 
frustrations with some of the directions in which they fear the university is heading, particularly in 
response to financial challenges greater than any we have experienced in recent history.  The document 
we have produced is in part a distillation of this consultation, and in part an exercise of our own collective 
experience and imagination as we try to draw the bold outlines of the Queen’s of the future.   
 
This is a significant time for Queen’s to embark on the writing of a new Academic Plan.  A number of 
articles, both in the popular press and in university publications have pointed to the serious threat posed 
by financial pressures, and increasing student/faculty ratios on the quality of the undergraduate learning 
experience in Canadian universities.  Couple that with significant changes in the capacities and the 
priorities of today’s students, changes which most universities have yet to come to terms with, and the 
threat becomes a reality.  Queen’s, as one of the leading undergraduate schools in the country, must take 
these concerns seriously.  If we are to remain a great university, we will have to revisit and realign our 
priorities, our structures, and perhaps our very identity. 
 
We regard Queen’s as a university which is both student-centred and research-intensive.  That tells us that 
its mission is defined by two central activities, learning and discovery.  But for such a structure to have 
integrity, these must be more than two separate activities––they must work together.  Our vision for 
Queen’s is that this will be the case if learning proceeds in the same way that research progresses, through 
the guided struggle with a problem, a relationship, or a task.  
 
In this report we are primarily concerned with teaching and learning.  There is a parallel task force at 
Queen’s examining the way we organize and support our research activities and they are better qualified 
than are we to say what needs to be said.  And of the two activities, teaching is arguably the more 
complex, at least from an operational point of view.  But what has become clear to us is that the research-
intensive nature of the university must inform and enrich its teaching and learning enterprise.  We use the 
term “task-centred” to describe the curriculum structure that emerges from this design.  The teacher 
teaches by giving the student good research tasks; the students learn in the same way a researcher works. 
 
In this report we use a rather wide interpretation of research––it is what we all do when we are exercising 
our creative capacities.  A company of dancers, trying to discover how their bodies need to be molded to 
move together into a new routine, are engaged in research. An employer, looking for a resourceful and 
innovative employee, is looking for the skills and capacities of a researcher.   
 

http://www.queensu.ca/secretariat/senate/APTFNov25_10.pdf
http://www.queensu.ca/principal/wherenext.html
http://www.queensu.ca/awt/index.html
http://www.queensu.ca/awt/index.html
http://www.universityaffairs.ca/margin-notes/aucc-workshop-puts-the-spotlight-on-undergraduate-education/
http://www.queensu.ca/vpr/apps/blog/
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Both learning and discovery are guided by previous knowledge and understanding, writings of different 
kinds, and the comments and contributions of colleagues.  Formal learning has another critical “guide,” 
the teacher, who orchestrates the curriculum and sets the problems and tasks.   
 
Some of the tasks the teacher gives will lead to the development of specialized forms of knowledge, 
others will be more general and will reach out to a wider world.  Our students will gain expertise in one or 
two particular disciplines, but they will also acquire an understanding of their place in a culturally, 
economically, and politically diverse world, and be empowered to participate in it in an informed and 
creative manner.  Above all they will experience the joy of discovery.   
 
Guiding Principles for the Academic Plan 
 
The Academic Planning Task Force began its work by proposing eight principles concerning the 
University, its faculty, staff, students, and its functions, and six principles concerning the academic 
planning process. 
  
For the University:  
 
1. Queen’s must preserve the University as a balanced academy that offers an outstanding undergraduate 
experience enriched by high-quality graduate and professional programs within a research-intensive 
environment.  
2. Queen’s must recognize that our core activities, teaching and learning, derive their nature and their 
meaning from our strength as a research community.  
3. In teaching, in research, and in its administrative operations, Queen’s must both preserve genuine 
strengths and be open to innovation.  
4. Queen’s must provide all students, regardless of their chosen program or discipline, with core 
competencies.  
5. Queen’s must both foster disciplinary learning and research and look beyond traditional disciplinary 
boundaries to bring methods and perspectives across the University together.  
6. In admissions, hiring, education, research, and service, Queen’s must promote diversity, inclusivity, 
and equity.  
7. Queen’s must interact with local and regional intellectual culture, but also look beyond its location in 
Kingston and Canada to find its place in the world. In education, research, and service, Queen’s must 
foster a global citizenship that includes local and regional citizenship.  
8. Queen’s must consider all students, whether undergraduate, graduate, or professional, first and 
foremost as students, putting their individual learning needs ahead of their potential contributions to the 
University as TAs, teachers, or researchers.  
 
For the Planning process:  
 
9. Students are a heterogeneous group, and come to Queen’s with various aspirations, values, abilities, 
learning styles, different cultural and racial backgrounds, and needs. Planning for academic programs and 
the community environment must seek to understand and respect this diversity.  
10. Queen’s is a relatively decentralized institution. Key decisions about curricula and programs have to 
be made by the Schools, Faculties, and Departments. The Academic Plan should not seek to impose 



Queen’s  University  Academic  Plan  2011      3  
General  introduction.  

3  
  

particular practices, but to articulate a broad set of principles, priorities, and recommendations for the 
University. Units will have to determine how best to apply these within their own institutional contexts.  
11. At the same time, the Academic Plan must articulate clear objectives and suggest provisions for 
implementation, accountability, and, where applicable, measurement of outcomes.  
12. Pilot projects should be used to test and adjust new initiatives recommended by the Academic Plan.  
13. In the transition from planning to implementation, all groups on campus (faculty members, non-
academic staff, and students) should be consulted.  
14. Planning cannot be a one-time event. The University must continuously adapt to changing 
circumstances. We view the creation of this Academic Plan as one phase in an on-going cycle: 
 
 

 
 

 
 
 
 
 
 
 
 
The Four Pillars of the Academy 
 
Learning is a natural capacity: we can formulate, work with, and share ideas, and use these to develop 
conceptual and physical technologies which can give us great power.  The lesson of the 20th century is 
that this power is greater and more impressive than we had ever imagined––and more dangerous.  Now, 
well into the 21st century, we need to ask whether we really have learned this lesson well enough and 
whether we have the wisdom to see what has to be done, the capacity to develop the needed technologies, 
and the will to work together, nation beside nation, to do the job.  The responsibility for this task lies with 
those who are entering the university right now.   
 
Alongside these enormous global issues, universities all over the world are facing another set of 
challenges related to resource constraints and the changing nature of students and faculty.  Our own 
response to these requires a fundamental rethinking and revitalization of the academic mission.  To this 
end, the Queen’s Academic Plan identifies four core pillars of the academy:   
 

l. The Student Learning Experience 
ll. Disciplinarity and Interdisciplinarity 
lll. Reaching Beyond: Globalism, Diversity, and Inclusion at Queen’s 
lV. Community Health 

 
In addition, we have discussed some additional more structural issues in a final section on The Balanced 
Academy.  Full documents for each of these pillars are found elsewhere, but here we provide summaries 
of each.  We do, however, urge readers to consult the main documents.  

http://www.queensu.ca/saptf/?page_id=400
http://www.queensu.ca/saptf/?page_id=384
http://www.queensu.ca/saptf/?page_id=623
http://www.queensu.ca/saptf/?page_id=627
http://www.queensu.ca/saptf/?page_id=270
http://www.queensu.ca/saptf/?page_id=270
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I. The Student Learning Experience 
Long before they arrive at university, today’s web-savvy students know that there is a vast world of 
information and experience out there.  But upon entering the academy itself, perhaps at the moment of 
leaving the bookstore carting a load of thick books and notes, or worse, at the conclusion of the first 
lecture, the student is struck by the enormous load of “knowledge” that he or she is apparently going to 
have to “learn.”  That perception is too often confirmed by many hours of note-taking in one lecture after 
another.   
 
In a research-intensive university, the student experience should be different from this.  A researcher has a 
problem to be solved, a relationship to be understood, a behaviour to be analyzed, or a task to be 
undertaken.  Of course, information and knowledge are needed to accomplish this, and capacities and 
skills are needed to put the pieces together, and for the most part, these must be learned over many years.  
But a researcher does this by doing research.  We learn by doing, and a researcher turns any new piece of 
learning into a problem, a dilemma, a task, and it is the engagement with these that drives the learning 
home.  For this reason, we have described our curriculum design as task-centred.  We give our students 
well-designed tasks, and they execute them in their own way, individually, in teams, consulting with 
faculty and TAs, interacting at the right moment with library resources, and yes, even dipping into those 
text-books.   
 
They will have lectures too.  A good lecture can set them up effectively for their next task––where it 
comes from, how it fits in to the big picture––and it can even start the process off, running into obstacles, 
searching for a way around, searching even for a new idea which might provide the missing technique.  
Teaching is in fact modeling and what the students need more than anything, are snapshots of the process 
of inquiry.   
 
But most of the students’ time will be spent engaged in one or another task and the most important thing 
we can give them for success in that is enough time, the right kind of learning environment and access to 
a full range of resources and support services.  And, in addition, a good set of learning skills. 
 
Be warned that under a task-centred design, the curriculum will generally appear to cover fewer 
specialized topics and less material will be "taught" and formally examined.  Rather than producing  
Queen's graduates who know less, we believe that this design will give us graduates who can do more. 
 
Some of our students arrive with excellent learning skills, but many others do not, and they find this a 
huge barrier to their progress.  It is of the greatest importance that we make sure in first year that all our 
students have certain basic learning capacities.  These are the components of what we call fundamental 
academic literacy.  It’s often not easy to separate these as they are all intricately interconnected, but here 
is our version of the list: 
 

 effective writing  
 reading with discipline-specific comprehension  
 numeracy  
 inquiry, investigation, problem-solving, and critical thinking  
 information literacy and academic integrity 
 effective collaboration  

http://www.queensu.ca/secretariat/senate/APTFMar7_11.pdf
http://www.ala.org/ala/mgrps/divs/acrl/standards/informationliteracycompetency.cfm
http://www.queensu.ca/secretariat/policies/senateandtrustees/academicintegrity.html
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We recommend that all undergraduate students be required to demonstrate, at the end of their first year, 
an adequate level of proficiency in these skills.  Different Faculties have different ways of implementing 
this, but in Arts&Science, we will recommend the introduction of a compulsory, full-year, 
interdisciplinary course, UNIV 100, taught around a common theme.   
 
Queen’s excellent array of academic support services, the Learning Commons, the Library, and the 
Centre of Teaching and Learning, will play a significant role in the design and delivery of this task-
centred curriculum and in particular in the development of academic literacy.  This is important as the 
learning capacities, such as writing and inquiry, needed by the students to succeed in a task-centred 
curriculum are specialized and lie outside of the usual faculty domain of expertise.  Finally, our student 
body is a tremendous resource, and a system of senior undergraduate tutors could enrich the learning 
experience at many levels.  
 
In a task-centred structure, the students will need access to a full array of the resources of the course at 
particular moments in their journey through each task, and for that reason, as well as the effective use of 
resources, Queen’s is embarking on a program to develop online resources that can deliver by way of 
“blended learning” much of the material that has been traditionally part of the job of the lecture. 
 
In a task-centred curriculum, students and faculty use much of their time differently, in a more 
investigative and consultative manner, and that might well have a significant effect on course schedules 
and student timetables.  We will recommend that the university strike a task force to consider this 
important issue.   
 
Finally, partly due to an increasingly competitive world, the assessment and marking of student work 
requires a paradigm shift as well.  We need to make certain that we are assessing the right things in the 
right way, and not wasting instructional time in the process.  We must also continue to foster the spirit of 
student service on campus, and in particular increase our efforts to link it to learning.  We will 
recommend that Queen’s create a task force to undertake a fundamental and creative review of its system 
of assessing student work. 
 
Developing Communication Skills and Fostering Students as Writers 
All Queen’s students should graduate with an ability to communicate their expertise effectively in speech 
and in writing. Communication skills thus need to be addressed early and receive continuing attention 
with writing requirements in every year of study. The capacities to read or listen with critical 
understanding and to reformulate are skills intimately connected with communication and learning, 
effective thinking, and academic integrity. Academic integrity needs to be fostered at its roots by enabling 
students in the communication skills and discursive conventions appropriate to their chosen fields of 
study. The intimate linkage between communication skills, learning, and academic integrity means that 
university students need to learn not just general communication skills but also disciplinary writing, i.e., 
the discursive/communicative practices appropriate to their specializations. To improve the quality of 
student writing at Queen’s, the Writing Centre, the University’s most important academic resource for 
teaching writing, will have to be able to enhance its service as both a centre for general writing instruction 
and as a facilitator for the distributed, discipline-specific, teaching of writing within departments.  
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ll. Disciplinarity/Interdisciplinarity 
 
Recognizing both that most students attend university to learn about specific fields of knowledge, and that 
no area of knowledge operates in a vacuum, we believe that the student learning experience should have a 
strong disciplinary focus as well as significant interdisciplinary encounters. 
 
“Disciplinarity” refers to expertise in a discipline, including the understanding of methodology and the 
capacity to obtain, analyze, and employ specialized knowledge.  Most students should gain disciplinarity, 
in this sense, within their selected programs or concentrations. 
 
While useful distinctions have been made between multi-, cross-, trans-, and interdisciplinary approaches 
(see, e.g., DeZure), we use “interdisciplinarity” loosely here to include all of these.  “Interdisciplinarity” 
designates an experience of investigating an issue or problem that relies on contributions from several 
disciplines, and that may be taught or mentored in a collaborative manner.   (By this definition, an in-
depth experience of a second discipline, as occurs for instance in a dual concentration, is not in itself an 
interdisciplinary experience.) 
 
We have heard some concerns that placing greater emphasis on interdisciplinarity may be at the cost of 
disciplinary resources, time, or programs.   In our understanding, interdisciplinarity supposes and depends 
upon disciplinarity, and we have no intention of recommending a “watering down” of specialized 
knowledge.  But we suggest that students benefit from wider educational experiences and that an 
interdisciplinary experience can both contextualize and enrich the disciplinary. 
 
Like Fundamental Academic Literacy, disciplinarity and interdisciplinarity are foundational for 
successful careers and global citizenship.  Since not all problems can be solved by discrete disciplines, 
students must learn to combine and coordinate diverse approaches, methods, and perspectives.  Business 
organizations don’t survive unless Sales, Marketing, Operations, Research and Development, Finance, 
and Human Resources all work together.  Hospitals cannot function without the interaction of countless 
medical, psychological, legal, financial, and administrative disciplines.  And so on.  Queen’s graduates 
will serve their society best if their disciplinary expertise has an interdisciplinary perspective.  
 
 
III: Reaching Beyond: Globalism, Diversity, and Inclusion at Queen’s 
As a research-intensive university with strong undergraduate and graduate programs and professional 
schools, Queen’s has a responsibility to provide learning and research programs that contribute to 
education for life in a global society.  A Queen’s education should impart to students an understanding of 
their place in a culturally, economically, and politically ever-changing world and empower them to 
participate in it in an informed and responsible manner.  While Principal Woolf has suggested Energy and 
Environment, Global Human Health, and International Development as “possible institutional priorities,” 
Queen’s also needs to recognize the central role that research and teaching in the arts and humanities as 
well as language instruction have in making sense of human experience. Humanities research, with its 
historical, interpretive, and analytical methods, poses questions about common assumptions, uncovers 
new meanings, and finds new ways to understand human interactions. The University needs to ensure that 
science and professional students understand the social implications of their work in a global world and 

http://fod.msu.edu/OIR/TeachingMethods/Teaching_Excellence.pdf


Queen’s  University  Academic  Plan  2011      7  
General  introduction.  

7  
  

that arts and humanities students have the basics in science and numeracy to understand and make 
responsible use of technology and global natural resources and environments.  
 
A Queen’s education should encourage appreciation of the diversity of cultures within Canada and the 
rest of the world, and foster respect for Indigenous Nations’ knowledge, languages, and cultures. To 
ensure that academic planning provides the impetus for enhancing equity and inclusion, Queen’s needs to 
adopt an expanded definition of “communities,” taking into account Aboriginal and First Nations 
communities, international communities, and the equity-seeking group members of Canadian society. 
Diversity cuts across many lines: race, gender, ethnicity, language, religion, (dis)ability, marital status, 
income, education, and sexual orientation. The institutional obligation to ensure that Aboriginal students 
are able to access higher education is rooted in Canadian settler-Aboriginal history and relationship and 
thus differs fundamentally from its responsibilities for other equity seeking groups in Canada.  
 
While Queen’s already has a strong program of international mobility to strengthen global awareness and 
has succeeded in increasing the numbers of international students on campus and of linkages abroad, the 
APTF has been advised that student mobility and international collaboration are not the only ways in 
which Queen’s must engage a changing world. “Internationalization at Home,” as suggested by QUIC, 
adds another dimension to student mobility and the creation of linkages abroad: improving the 
international and intercultural dimension of the Queen’s campus proper through a curriculum rich in 
international and domestic content and developing the intercultural communication competencies of 
faculty, staff, and students. Although internationalization and “Internationalization at Home” enhance 
diversity of ethnicity and race, it is important to keep in mind that Canada and the Queen’s community 
are already multi-racial and multi-ethnic and are composed of other minorities as well.  To quote from the 
SEEC Response to “Where Next?”: “If international partnerships are to be meaningful and students to be 
prepared for international experience, they must be informed by an educated appreciation and knowledge 
of other languages, histories, cultures and their contributions to a shared modernity and humanity that 
allows our students to learn from others as well as to teach or assist.”  Global-mindedness is not just a 
prerequisite for meaningful internationalization; it is also its objective.  
 
Despite the efforts made by individual departments, programs, and schools to diversify their curricula and 
enhance inclusivity, Queen’s curricula continue to under-represent Africa, South Asia, East Asia, the 
Middle East/Islamic World, and Latin America. The APTF agrees that this imbalance should be 
redressed. In addition, adequate representation of Indigenous issues in curricula across campus needs to 
be a major objective. The university must take meaningful steps to raise consciousness of Indigenous 
issues across Canada and abroad. To become a national and global leader, Queen’s needs to enter into an 
equal partnership with the Aboriginal Community, recognize Aboriginal history, culture, and ways of 
knowing as educational core competencies for all students, and make Queen’s a welcoming place where 
Indigenous values and knowledge are respected. To integrate Indigenous knowledge meaningfully, the 
University needs to promote the recruitment and retention of Aboriginal students and to examine ways to 
increase their participation in degree programs and activities across campus.  
 
It is in this spirit that Queen’s also needs to foster local globalism, including responsible engagement and 
equal partnerships with the Queen’s, Kingston, Aboriginal, and other communities in Ontario and in 
Canada. To be able to participate internationally, students need to develop “local-mindedness” first. 
Innovative community and place-based learning, increased emphasis on Field Studies, and community 
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volunteer opportunities will enhance the pro-diversity approach to teaching and learning. Through 
engagements of these kinds, Queen’s students will learn much about cultural diversity while 
strengthening Queen’s relationship with its regional communities. 
 
 
lV. Community Health 
The first requisite for students to develop fundamental academic literacy, disciplinary and 
interdisciplinary knowledge, and a capacity for global citizenship is a safe, supportive, inclusive, and 
engaging community. Without an environment that fosters inclusive community values, students, staff, 
and faculty will never be able to perform to the best of their abilities, will not take proper advantage of the 
academic experiences available in the university, and cannot contribute their own unique perspectives and 
innovation to Queen’s. We consider this need under four headings: safety, health and support, inclusivity, 
service and engagement, and women working in the academy.  
 
Safety 
A university campus should combine the safety of a home with the stimulation of a learning community. 
It should be a space where students always feel safe, whether to study or relax on their own, or to interact 
with others.  It should be a space where ideas, controversial or otherwise, can be discussed without fear of 
censorship or reprisal. This encompasses not only the campus but also the classroom, residences, and the 
surrounding areas where students, faculty, and staff interact. Queen’s must make every effort to eliminate 
all discrimination, violence, and harassment on campus. 
 
Health & Support 
Queen’s campus must also provide the support, formal and otherwise, that students need outside of the 
classroom. The tragic loss of three students this year has brought this urgent need to the forefront of our 
entire community’s awareness. The response within the Queen’s community has been laudable. Health, 
Counselling and Disability Services (HCDS), has done its very best to ensure that, despite budget 
constraints, counseling and community outreach remain vibrant. This includes working to ensure that 
counseling wait times are kept low and continuing to find ways to ensure that students are aware of and 
make use of counseling services before problems become severe. We must build on this strength. Queen’s 
should be a place where no one ever loses all hope or resorts to extreme actions because they believe 
there is no other choice.  Ensuring this requires a combination of formal and informal measures, including 
consistent and compassionate policies for students with disabilities that have negatively affected their 
academic records.   
 
Diversity, Inclusivity, and Social Justice 
Various sorts of planning projects at Queen’s have sought to identify “the Queen’s experience” and 
expand upon what makes Queen’s unique or special. But it is also necessary to address the aspects of 
Queen’s identity that may work against inclusivity. Much work1

                                                                                                                      
1 Such work includes the report of the Diversity and Equity Task Force, initiatives by Student Services, as well as 
the work of the equity groups of the AMS and SGPS. 

 has been done in recent years to 
investigate the ways in which Queen’s culture and community has excluded particular groups and 
individuals. It is essential — as an institution devoted to creating responsible global citizens — that 
Queen’s be a community from which all can benefit and to which all can contribute. No member of the 
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Queen’s community should feel excluded from the university or alienated on its campus. This should 
include a particular focus on the inclusion of Indigenous students and groups on campus, a group that has 
expressed particular feelings of exclusion and invisibility. 
 
Women Working in Academe 
A number of inequities continue to affect the academic success and health of women faculty and that of 
their (female) students at Canadian universities and at Queen’s. While women’s representation in 
Canadian academe has been increasing over the last few decades, the increase has not been uniform at all 
ranks of appointment and across all fields of instruction. Women are also underrepresented in academic 
leadership positions. In addition, women’s median salaries remain below those of their male colleagues. 
The careers of women academics are also affected by the fact that the dominant university culture 
continues to be male defined. Women have to negotiate a framework of traditional assumptions on which 
the university is built, and they often do not receive recognition for what Joan Eveline has called “glue 
work”: “face-to-face collaboration in everyday workplace practices, much of it tacit and often informal, 
[which] involves skills of co-operation, facilitation and nurture, usually thought of as feminine” (139). 
This includes mentoring and counseling of students.  
 
 
The Balanced Academy. 
Teaching vs. Research   
If there is a tension between teaching and research, it’s about time.  Pressures on faculty and on students 
are higher, for many reasons, and they will not soon abate.  What that tells us is that the way we have 
historically operated is highly unlikely to serve us well in the future.  We need to look carefully at 
everything we do. 
 
We believe that our task-centred curriculum offers the perfect platform from which to ask the right 
questions about teaching and learning and to discover ways of teaching that work well for both teacher 
and student.  The time problem is a serious one, but we feel that the pedagogical ideas and the curriculum 
approaches that we discuss here will enhance the quality and effectiveness of student learning and free 
faculty from work that is ultimately not as productive as it ought to be.  And it ought to give us all, 
student and teacher, more “research” time. 
 
 
The Importance of Non-Academic Staff 
Our non-academic staff members perform vital roles in ensuring the smooth operations of the institution.  
Their work is often behind the scenes, but it is essential for effective communication between different 
layers of the university.  In addition they are often the main point of contact for our students, both for 
academic and non-academic matters.  Increasingly, partly due to resource constraints, they have assumed 
responsibilities that in the past belonged to the faculty, for example, coordination of multi-sectioned 
courses and handling of grades.  In order to draw effectively on this experience and expertise, the 
University must make sure that they are active participants in implementing the Academic Plan and all 
important Queen’s initiatives.  They should in fact be part of the decision-making process for activities 
that fall within their scope and knowledge.   
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Over the next 5 to 10 years, many staff will reach retirement age and with this comes the danger of a 
critical loss of institutional memory.  The University must plan carefully to maintain the stability and 
continuity that its non-academic staff members provide.   
 
Faculty Workload 
Faculty have three components to their workload, teaching, research and service and the “standard” 
distribution is 40-40-20 (T-R-S).  The first two components, teaching and research, are the university’s 
fundamental activities and in this breakdown they are given equal weight.  Here we recommend that 
faculty members, particularly later in their career, might consider a shift in their workload balance 
towards teaching, to something like a 50-30-20 distribution.  We expect that this might often be 
accompanied by an expansion of their scholarly interests to less specialized issues, possibly those related 
to teaching.  We recommend that the university support and perhaps encourage such a shift.   
 
As part of our efforts to use our resources more effectively, we need to watch out for ways to simplify our 
work and focus on its more productive (and enjoyable) aspects.  For example, we look out for ways to 
simplify our courses, work with less material, and make sure that our teaching and student assessment 
time is well spent.   
 
Our students 
Given our task-centred curriculum structure, we will recommend that Queen’s make efforts to admit 
students who are independent, creative and are prepared to take risks, even if their high school marks are 
somewhat below the line.  Mature students should also fare well in this setting.   
 
University structure 
As part of its nature as a research-intensive university, Queen’s should consider moving more towards a 
structure of research clusters or groups which can be readily identified and strategically supported.  This 
has advantages in attracting undergraduates and possibly retaining then for some graduate work, in 
attracting graduate students, in obtaining research funding, and in facilitating strategic faculty 
appointments.  These groups should also have a more visible presence on the university website. 
 
Post-doctoral students are a highly talented fourth tier in the university staff hierarchy and over the past 
10 years have become increasingly important components of a university’s research and even the teaching 
enterprise.  Queen’s must continue to search for ways to bring them to campus and integrate them more 
formally into the university structure. 
 
Queen’s should strive to simplify bureaucratic processes, to flatten the university hierarchy and to restrain 
hiring at the top administrative levels.  
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A.  Teaching and Learning 
 
1.  The challenge. 
 
“In my view, the collective university membership has lost its way.”  These were the words of Robert 
Campbell, President of Mount Allison University, speaking about undergraduate education in Canada.  
Dr. Campbell was delivering the keynote address at a workshop on “transforming Canadian university 
undergraduate education” held in Halifax in early March 2011 by the Association of Universities and 
Colleges of Canada.  “For many university presidents and senior administrators,” said Dr. Campbell, 
“their experience over the past decade has been a frustrating one.”  
 
These views are widely shared, and it is no surprise that almost every major university in Canada is now 
carrying out a comprehensive review and revitalization of its undergraduate program.  But the challenges 
seem enormous.  Patrick Deane, president of McMaster University and a vigorous proponent of 
undergraduate education transformation, cautioned, “We have a long history of moments like this where 
the consciousness briefly awakens and there is a discussion about undergraduate education, and then 
somehow it recedes again until the next time. “Dispiritingly,” he added, “the focus is often on the quality 
of teaching. But we must alter the system in which the teaching occurs – not just the modality of learning, 
but the whole conception of the learning process.  I am greatly demoralized that we have failed to get 
outside of the established paradigms.” 
 
The irony is that learning is such a natural and wonderful experience.  Children learn––it is hard to stop 
them unless you put too many barriers in their way.  They also naturally seek to learn things that have 
significance to their lives.  Shirley Tilghman, President of Princeton and graduate of Queen’s (BSc 1968) 
reminisced at a breakfast meeting last fall that her most significant discovery at Queen’s was that she 
could in fact discover.  Many students seem to share her experience.  Discovery of significant ideas and 
techniques, those that are meaningful to us, has significant motivating power. 
 
“Part of what is happening is that students are afraid to take risks, they are absolutely driven by the 
tyranny of marks,” said Ramona Lumpkin, president of Mount Saint Vincent University, at the same 
workshop.  Those “marks” are an important part of the learning equation, but they have to be carefully 
and humanly designed.   
 
We believe that if Queen’s acts courageously and resolutely, we can break through “the established 
paradigm” into a new, freer space of higher energy and productivity.  We have the tradition, we have the 
students, and we have a team of faculty and staff for whom student learning is a high priority.   
 
But courage and resolve will be needed.  To begin we will have to let go of the assumption that what we 
have always done, and what we seem to do so well, is what our students need from us.  Instead we should 
look carefully at our students and see where they are headed, what they really need, and how they really 
learn.   
 
 

http://www.universityaffairs.ca/margin-notes/aucc-workshop-puts-the-spotlight-on-undergraduate-education/
http://www.universityaffairs.ca/margin-notes/aucc-workshop-puts-the-spotlight-on-undergraduate-education/
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2.  Reinventing undergraduate education––the Boyer Commission 
 
The Boyer Commission on Educating Undergraduates in the Research University was created in 1995 
under the auspices of the Carnegie Foundation for the Advancement of Teaching.  It took its name in 
honour of Ernest Boyer, President of the Foundation, who died in 1995, and whose innovative work over 
many years was the energizing force behind the Commission.  Their focus on the “research” university is 
significant.  It must be recalled that, in the United States, there is a much larger range of universities and 
colleges than in Canada, and the Commission report makes the case that a university in which research is 
a major part of its work is appropriate for only certain undergraduates, and should be offering them 
particular challenges and opportunities.  The point is that as the fundamental mission of a university is 
teaching, in a research university, this teaching should be shaped by the research enterprise.  The 
Commission adopts the phrase “the student-centred research university” to capture this, and we also take 
that phrase for Queen’s.   
 
We are happy to note that our major recommendations are right in line with those of the Commission.  On 
the other hand it is a bit sobering to think that it has taken 15 years to see some significant changes in the 
undergraduate environment of most North American research universities.   
 
The Commission begins with the observation that although the research universities have provided the 
leaders in professional, financial, government, intellectual and cultural life, they have too often failed, and 
continue to fail, their undergraduate populations.  The finger of blame is pointed at the rise in research 
prominence, the very characteristic that gives them their strength.  The problem was that: 
 

Universities on the whole did not see ways to integrate their undergraduates into the 
research missions that they valued above all else. As Ernest Boyer said in his Scholarship 
Reconsidered in 1990, “the focus had moved from the student to the professoriate, from 
general to specialized education, from loyalty to the campus to loyalty to the profession.” 
Advanced research and undergraduate teaching have existed on two quite different 
planes, the first a source of pleasure, recognition, and reward, and the latter a burden 
shouldered more or less reluctantly to maintain the viability of the institution. (page 7) 

 
In spite of continued insistence that teaching was valued, research is what was valued. 
 

Every research university can point with pride to the able teachers within its ranks, but it 
is in research grants, books, articles, papers, and citations that every university defines its 
true worth. (page 7) 

 
The Commission calls for a new model in which the undergraduate program is “an inseparable part of an 
integrated whole.”  But it’s not for everyone: 
 

   the undergraduate who flourishes at a research university is the individual who enjoys 
diverse experiences, is not dismayed by complexity or size, has a degree of independence 
and self-reliance, and seeks stimulation more than security. (page 8) 

 
The university is seen as a special kind of community: 
 

The ecology of the university depends on a deep and abiding understanding that inquiry, 
investigation, and discovery are the heart of the enterprise, whether in funded research 
projects or in undergraduate classrooms or graduate apprenticeships. Everyone at a 
university should be a discoverer, a learner. (page 9) 

 

http://naples.cc.sunysb.edu/pres/boyer.nsf/673918d46fbf653e852565ec0056ff3e/d955b61ffddd590a852565ec005717ae/$FILE/boyer.pdf
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The Commission goes on to list ten ways in which this ecological ideal might be realized and we 
highlight a number of these.  The first of these is to make “inquiry-based learning” the standard.   
 

Undergraduate education in research universities requires renewed emphasis on a point 
strongly made by John Dewey almost a century ago: learning is based on discovery 
guided by mentoring rather than on the transmission of information. Inherent in inquiry-
based learning is an element of reciprocity: faculty can learn from students as students are 
learning from faculty. (page 15) 
 
The inquiry-based learning urged in this report requires a profound change in the way 
undergraduate teaching is structured… education by inquiry demands collaborative 
effort; traditional lecturing should not be the dominant mode of instruction in a research 
university. (page 16) 
 
Inquiry-based learning, collaborative experience, writing and speaking expectations need 
to characterize the whole of a research university education   The goal of making 
baccalaureate students participants in the research process requires faculties to reexamine 
their methods of delivering education, to ask how, in every course, students can become 
active rather than passive learners. That task, undertaken seriously, will produce many 
innovations suited to different disciplinary circumstances; the changes need to include 
greater expectations of writing and speaking, more active problem-solving, and more 
collaboration among [students and faculty].  

 
Indeed this is what we have called a task-centred curriculum.  As part of this, large lectures still exist but 
are fewer and play a special role, one they are ideally suited for.   
 
The Commission goes on to point out that for this style of learning to work well, the first year must play a 
special preparatory role.   
 

The freshman year needs to perform two vital functions: it must be the bridge between 
high school and home on the one side and the more open and more independent world of 
the research university on the other, and it must excite the student by the wealth, 
diversity, scale, and scope of what lies ahead. If it does not perform both those functions 
successfully, the entire university experience is at risk. (page 19) 

 
But typically this fails to be realized. 
 

Introductory courses often repeat subject matter that freshmen have studied for years 
rather than introducing new subjects that broaden their horizons and give them a sense of 
the adventure of learning. Too often the freshman curriculum is a bore and freshman 
instruction inadequate. Senior professors, when they teach undergraduates, tend to teach 
majors in advanced courses, although these students are usually the best equipped of all 
students for learning on their own in the subject of their chosen major. As a result, 
freshmen—the students who need the very best teaching—may actually receive the 
worst… (page 19) 
 
The focal point of the first year should be a small seminar taught by experienced faculty. 
The seminar should deal with topics that will stimulate and open intellectual horizons and 
allow opportunities for learning by inquiry in a collaborative environment. Working in 
small groups will give students not only direct intellectual contact with faculty and with 
one another but also give those new to their situations opportunities to find friends and to 
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learn how to be students. Most of all, it should enable a professor to imbue new students 
with a sense of the excitement of discovery and the opportunities for intellectual growth 
inherent in the university experience. (page 20) 

 
This is our UNIV 100 in Arts&Science, other versions of which already exist in the professional 
Faculties.  The Commission goes on to observe that this first-year experience won’t work (nor will 
inquiry-based learning) if entering students are deficient on mathematics and oral and written language 
skills.   
 

Entering students should be required to have satisfactory mathematics and oral and 
written language skills before taking any credit courses. Remediation should not be a 
function of a research university; for a research university to devote a large portion of its 
faculty time and its facilities to prepare students for university study represents a 
dissipation of increasingly scarce resources. Students should acquire the skills they need 
before entering credit-bearing courses. Intensive summer programs in mathematics and 
English may in many circumstances provide the necessary skills; students with serious 
deficits should attend other kinds of institutions prepared to handle their educational 
needs before enrolling in research universities. (page 20) 

 
We second this and have in fact recommended intensive on-campus summer courses in academic literacy.  
We believe that many of our students will need these.   
 
Another of the report’s recommendations is to remove barriers to interdisciplinary education.  We find 
this at both the undergraduate and the graduate level, and while we understand that every student and 
every course has to “belong” somewhere, we also favour a more open flexible program structure. 
 
Another recommendation we will mention which has strong resonance in our own report is the creative 
use of information technology.  Of course this has come a long way since 1995.   
 
Although the focus of the Commission is on undergraduate education, it does point to an insufficient 
emphasis in graduate training on teaching, pedagogy and communication skills.   
 
The Commission also considers the faculty reward system notes that despite rhetoric to the contrary, 
much remains to be done to  
 
…reflect the synergy of teaching and research—and the essential reality of university life that 
baccalaureate students are the university’s economic life blood and are increasingly self-aware. (page 32) 
 
One problem of course is the relative difficulty of evaluating teaching quality, and more creative work is 
still needed here. 
 
The final recommendation of the Commission seeks a “sense of community.”  
 

The campus must be a purposeful place of learning in which every student feels special 
connections. But that personal awareness of connections cannot occur unless there is a 
responsiveness to place and community.  Diversity of backgrounds and approaches 
enriches the process of discovery, the ways of thinking about solving problems, the 
multiple modes of communicating ideas. Therefore a comfort level with difference, as 
well as flexibility to learn in various ways, must emanate from the institution. 

 
Amen to that. 
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3.  Seeking a new paradigm––how the student experience has to change 
 
We begin with what is of value to us all, faculty, students and staff, in the educational experience of our 
students.   
 
High academic challenge.  Queen’s students come for this.  They come to be given problems and tasks 
that will challenge them deeply and foster their growth, so that they can find a place in the world where 
their knowledge and abilities will be needed.  However, though the bar we set must be high, it is 
important that they be able to succeed.  Queen’s students want to be asked to grapple with challenging 
problems, but, given the highly competitive nature of their environment, it must be possible, with serious 
effort, for them to get “good marks,” and we must make it clear what it is that they must do to obtain 
these.   
 
A strong sense of academic community.  In today’s fragmented world, this is more important than ever.  
Queen’s students already have a strong social and cultural community, but this must extend as well into 
their academic activities.  The classroom should have a strong sense of community, with instructor-
student dialogue, informal small-group work and peer teaching.  As a result, the students should have a 
strong sense of belonging.  This can be a challenge to many students as the community itself is hugely 
diverse, having a range which cuts across learning styles and capacities as well as issues of accessibility, 
inclusivity, culture and gender.  This is a challenge for faculty too, as to manage this, curricula need to be 
more flexible and instructors need more openness, more informality, and more individual time with their 
students.  Indeed we argue that instructors should take more initiative in projecting, through their own 
behaviour and attitudes, values such as integrity, responsibility, discipline, trust, respect.  It is not 
untoward for faculty to talk about these things when a natural occasion arises. 
 
Reflective scholarship.  Rob Beamish, Queen’s professor of Sociology, reports that he tells his first-year 
students at the very start of the year that they have to learn to move, not more quickly, but more slowly.  
The point is that most of our students come from an already rushed and multi-tasked life with an 
expectation that university will be even fuller and more frantic with less reflective time.  In fact the 
greatest gift one can be given, when confronted with a new and challenging problem or task, is the time to 
think deeply, to consider the options and possibilities, and to experience the wonder of discovery.   
 
 
4.   The task-centred curriculum 
 
“You learn by doing.”  This is an assertion of Chris Knapper, Director Emeritus of the Centre for 
Teaching and Learning.  We all know this to be true, but it is far too often forgotten.  Chris goes on to 
state the immediate corollary, that “the job of the teacher is the creation of meaningful tasks for the 
student.”  You need a set of tasks which are significant for the students, which motivate them and 
challenge them, and which are within their reach.   
 
Tasks are what drive research.  In this sense a task might be a particular problem to be solved, a strategy 
to be formulated, a behaviour to be analyzed or explained, a complex system to be understood or taken 
apart, or put together, or in the arts, the aesthetic capture of an experience.  The task here is a microcosm, 
but in struggling to gain command of it, the student can take hold of a wider range of knowledge.  In the 
following passage from Good Teaching, a Matter of Living the Mystery, Parker Palmer, noted author and 
founder of the Centre for Courage and Renewal, effectively describes the task at work in the classroom: 
 

Surely the best way to deliver the facts is not with lectures but on the printed page or 
computer screen where they can be read, and read again, studied and reviewed. Perhaps it is 
not a sense of responsibility that leads to lectures burdened with facts. Perhaps it is lethargy 

http://www.queensu.ca/ctl/indexIE_hires.php
http://www.queensu.ca/ctl/indexIE_hires.php
http://www.couragerenewal.org/parker/writings/good-teaching
http://www.couragerenewal.org/parker/writings/good-teaching
http://www.couragerenewal.org/parker/writings/good-teaching
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that keeps us from finding or crating the texts that could give our students the factual 
grounding they need. 

When we deliver the facts on paper, we free the classroom for various exercises in generating 
facts, understanding facts, using facts, seeing through the facts--exercises that might draw 
our students into the community of truth. One such approach I call "teaching from the 
microcosm." 

Every discipline is holographic. One can find small pieces of it that represent the whole. A 
critical episode in a novel, a particular historical event, a classic puzzle in science--any of 
these, properly approached, can be the grain of sand in which a world is revealed. In my own 
discipline, sociology, I once taught methods of social research, and I would spend up to two 
weeks taking students inside a single statistical table, a microcosm that discloses the basics I 
wanted them to learn.  

Imagine a simple four-cell table that correlates race (black, white) with income (high, low). 
The table stays on the board for six sessions while I lecture a little and ask a lot of questions, 
encouraging my students to respond not only to me but to each other’s answers. Can people 
really be divided into "black" and "white"? How--by observation or self-assignment? How 
reliable are the various ways of determining race? If race is really a continuum of traits, 
what is our warrant for using discrete categories? What are the consequences of doing so--
for science, for persons, for society?  

The questions go on and on as we turn to the concept of income, the general idea of concepts 
and indicators, modes of data collection and their validity, the logic of correlation, the social 
implications of such findings, the ethics of social research. Unlike the objectivist strategy of 
keeping students outside the subject as observers and manipulators, the microcosm approach 
brings them inside the subject as participants and co-creators of knowledge. After two weeks 
of dwelling critically in this simple table, many of my students were able to negotiate parts of 
the larger world of social inquiry and its findings. 

 
It is clear from this description that a class, organized around tasks, is an open, interrogative experience, 
as the instructor and the students struggle together to find an understanding, a solution or a resolution.  
There is a large literature discussing this style of pedagogy, sometimes using the terms “learning tasks” or 
“inquiry-based learning.  Inquiry@Queen’s actively fosters this approach.   
 
Let’s be clear that there is a definitely a place for the formal lecture in this pedagogical approach.  
Lectures can be efficient and effective ways to communicate with students and large, well-orchestrated 
inspirational TED-type lectures are worth their weight in gold.  But the lecture should only be used for 
what it does well––motivation, a “live” demonstration of the problem solving process, or working with 
ideas and arranging them on a larger canvas.  Just as an apprentice painter “copies” the masters, so a 
student learns how to inquire by watching the process at work, and then attempting the execution of a 
similar task.  One important aspect of teaching is modeling.    
 
Thus we see class time being used in at least two ways, formal presentation which can introduce at the 
beginning or tie together at the end, and informal interaction, both among students and between students 
and instructors and TA’s.  These activities map onto the three stages of learning discussed in the 
Appendix.   
 

http://iatq.ca/
http://www.ted.com/
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This learning style is often found at the graduate and senior undergraduate level, but it is much less 
common at the first- and second-year undergraduate level where class-size is larger, the need to “cover 
ground” seems to be greater, and the students are less experienced.  In the next two sections we will look 
at this more closely. It needs to be emphasized that many of our faculty are well experienced in this 
teaching approach and many of our students come to us already with excellent learning skills, ready to 
tackle any task we might give them. 
 
It’s worth saying that this task-centred approach would not be necessary if our students were what might 
be called “constructive learners.”  These are students who respond to a good lecture by saying “There are 
things I need to understand here; I’d better construct some tasks to help me.”  Most faculty were, and still 
are, learners of this type, and might implicitly assume that the same is true of their students.  Students 
who know that they are going on to PhD studies are indeed in large measure constructive in their learning 
styles, and they do fine whether the lectures are task-centred or not.  But most of today’s (or yesterday’s) 
students seem not to have much experience learning in this way, and indeed, the purpose of courses such 
as UNIV 100 (section 6) is to give them a good start on that critical inquiry-based path.    
 
This task-centred approach poses challenges for both the teacher and the student.  In fact these challenges 
are of two kinds, developmental and operational.  The first is about preparation and the second is about 
the delivery of the course.   
 
 
 
5(a)  The task-centred curriculum––development. 
 
A curriculum has many components––content, pedagogy, assignments, student-interaction, and 
assessment––and these must be orchestrated around a set of engaging and accessible tasks.  This can 
require considerable curriculum development––the biggest part of which is finding or constructing good 
tasks and deciding how to organize them.  Having said that, the ultimate goal of the curriculum has to be 
to equip the students to construct their own tasks.  In fourth year we might expect this to be a significant 
part of the student experience. 
 
The matter of student assessment deserves special mention.  A new curriculum approach requires a 
coordinated assessment approach, and we will need much creative thought around the question of the 
shape of exams, and the allocation of student marks (Section 9).   
 
But faculty development is also important––there is a learning curve for this approach and most faculty 
will have to spend some time developing some new pedagogical skills.  This is especially true in first- and 
second-year where classes are often large and learning skills are often less developed.   
 
Many of our students will also find that they are not ready for such an approach.  Student success in a 
task-centred curriculum depends critically on a suite of basic learning skills, those we will discuss in the 
next section under the heading of Fundamental Academic Literacy.  Many of our entering students have 
weaknesses in these areas.  We will recommend that a critical objective of first-year must be to ensure 
that these capacities are in place.   
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5(b) The task-centred curriculum––delivery. 
 
A task-centred class is much less “scripted” than a traditional lecture and both faculty and students find 
the experience a creative challenge.  Tasks set by the instructor have wider objectives, of knowledge and 
understanding, but student progress must proceed without too heavy a hand.  The students, on the other 
hand, might well enjoy the activity, but there will remain the lingering question of exactly how much of 
this is really needed for the test or exam to come.  Some of them will wonder if it would not be better for 
the teacher to simply “tell them what they need to know.”  Here we will discuss what we see to be a 
number of the main challenges.   
 
The knowledge our students need.  The task-centred curriculum can appear to move more slowly than a 
traditional lecture, and instructors who feel there is a lot of ground to cover might decide that they cannot 
afford the “luxury of student-tasks.  This might be especially the case in the first and second year in which 
it might seem important to lay a substantial knowledge base.  There are a number of responses to this. 
 
 The thrust of the “grain of sand” metaphor is that students might well be learning more than one would 
suppose.   
 While our students will certainly need the fundamental learning skills and their undergraduate 
experience of tangling with ideas and techniques, most of them will not need much of the particular 
knowledge they have acquired.   
 Those students who go on to graduate work in their major area will certainly need mastery of some 
specialized knowledge but they are typically those who have the capacity to find and learn on their own 
any of the pieces that might have been left out.  
 “Blended learning” technologies can provide a student-friendly online resource bank where the required 
“knowledge base” can be easily accessed at an individual pace. 

 
The challenge of large classes.  A task-centred curriculum generally needs more instructor-student 
interaction than does a lecture course. This curriculum design will require increased teaching resources in 
first year.  There are a number of ways this might be provided.   
 
 Graduate students and undergraduates can be employed as tutors.  With an open classroom design they 
can work along side the instructor.  This can be paid work for undergraduates but course credit (where 
they can be supervised) is another option.   
 Some of the needed assistance can be provided with peer interaction and small-group work.  This works 
particularly for technical instruction.  Again a suitable classroom design will facilitate this. 
 A mixed design can work well––a large weekly motivational lecture “delivering” the task and 
highlighting the main ideas, followed by more focused interactive work in smaller classes.  For 
example, HIST 121 follows this format and PSYC 100 is piloting a project along these lines.   

 
This is an aspect of student diversity that does need more emphasis––our responsibility, as a university 
community, to reach out to those members of our society, or indeed of our world, who have not had some 
of the early academic advantages of many Queen’s students.  We are thinking here of students from a less 
literate segment of society, students from cultures which have little or no university history in most 
families as is the case in many Aboriginal communities, or students from marginal economic backgrounds 
who have so far had little time or encouragement for school work.  Such students need the collaborative 
help of their peers, and that dictates an important responsibility of both the teacher and the students––the 
teacher to enable and encourage that interaction, and the students to respond.   
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Assessment and student anxiety.  The more open learning environment is interesting and creative, but 
many students will feel less secure and may experience some anxiety.  Some of this anxiety will come 
from a mode of instruction which is new and requires them to exercise more initiative and independence, 
and some of it will come from uncertainty about marks.  We will return to this question of marks.   
 
Accreditation.  Finally, we need to pay special attention to programs that need to be accredited.  Certainly 
there is generally a considerable specialization of content, but it’s worth observing that many of the 
accreditation requirements describe processes and often these can be well attended to at a more 
elementary level than might be supposed.   
 
A less specialized curriculum.  We have already pointed out that a task-centred design cannot properly 
support a curriculum bulging with topics, so that this approach will almost inevitably lead to an 
undergraduate program with a less comprehensive range of specialized topics.  Indeed, the knowledge 
that the students grapple with is based on what they have summoned in their quest to move forward in the 
solving or the realization of the task.  While there might well be less of this than in a conventional 
curriculum, they will likely know it better; furthermore they will have had a richer array of learning 
experiences, ultimately giving them more power and dependence in their future work.  Rather than 
leading to Queen’s graduates who know less, we believe that this task-centred design will give us 
graduates who can do more. 
 
Classroom hours.  The “hard kernel” of the task-centred curriculum is the time that students, on their own 
or in small groups, working on the task.  This is Whitehead’s second stage, Precision (Appendix).  To 
support them through this critical stage, we give them inspiration, ideas, examples and a suite of technical 
resources, some from lectures, some from books, some online.  But it is most important that we give them 
enough time to do the job.   
 
Much attention has been paid to the idea that we must broaden our concept of a “course,” for example 
moving away from the idea that a course is expected to be 3 hours of class time per week.  Indeed, it is 
clear that we no longer want our students spending 3 hours per week in every course sitting in class 
listening to a lecture and taking notes.  Earlier discussions of the task force around this issue settled on the 
recommendation that senior undergraduate courses, perhaps even starting in the 2nd year, should have 
only 2 hours of scheduled class-time per week.  It needs to be admitted that one attractive feature of this 
recommendation is a more economical use of hard-pressed resources, particularly faculty time and 
classroom space.   
 
However further discussions with undergraduate students have convinced us that that this might not serve 
them so well.  They are happy with fewer lectures, but it is important for many of them to have structured 
time when they are working together as a class.  In part this is a matter of having a substantial enough 
external schedule to structure their time, but even more importantly it relates to ideas of community and 
collaboration.  Some students can easily find colleagues to work with, but others are more isolated and 
need a place to go where they can be with the class.  That is not to say that the teacher has to be there 
three hours of each week––TAs could certainly serve that purpose.  However it does need to be said (as 
the students themselves have repeated time and time again) that face-to-face faculty-student time is highly 
valued.  No matter how we reorganize the course schedule, this is the one thing that students would like 
more of, and the one aspect of our undergraduate program we must work hard to preserve and in fact to 
enhance.   
 
Given that many factors are involved in this issue of scheduling, and that teaching hours are used in many 
different ways in different disciplines, and that a reduction in formal class hours represents a significant 
change from our current practice, we recommend that Queen's appoint a small task-force to canvass 
university-wide views on this matter and make recommendations. 
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6. Fundamental academic literacy in first year 
 
Imagine that there is a tract of overgrown land and you have been given the job of preparing it for new 
seed.  You have two weeks until the rains come.  It is a privilege to have been given this significant task.   
 
You have been given a set of tools to work with.  But as you begin, with high expectations, you find that 
the tools do not measure up to the challenge of the land.  The hoes are not sharp, the pitchfork blades 
bend in the hard ground and the shovel handles break.  As the first week comes to an end your despair 
and frustration mount.  The worst of it is that you blame yourself, because no one has told you that 
somewhere there are better tools, shaper blades, thicker steel, stronger handles.  In fact you could even 
build them yourself.  The materials are at hand.   
 
Our view is that many, much more than half, of our students, particularly in first year, are working with 
learning tools that are not adequate for the job.  The tragedy is that most of them do not know that better 
tools are available and are within their reach.  The tools we refer to are those of fundamental academic 
literacy.  These are: critical reading, effective writing and communication, numeracy, inquiry, critical 
thinking, problem solving, information literacy, academic integrity and effective collaboration.  A point 
we will make many times in this report is that while these tools bear separate names, they are intimately 
interconnected and apparent weakness in any one of them is symptomatic of weaknesses in many.   
 
The development of academic literacy should be the top priority in the first-year program.  Among all the 
possible targets for extra resources to enhance student learning, we believe that gains in academic literacy 
in first year would have by far the greatest marginal return.  An ecological analogy is helpful.  A 
population of organisms needs many resources, food, water safety, nesting space, but often there is one of 
these that is the critical constraint or “limiting resource” and understanding this gives us insights into 
population behaviour and performance.  Academic literacy is the limiting resource for many of our 
students and it limits their performance throughout their career, even beyond the university. 
 
There are many ways to tackle the development of academic literacy, and different Faculties will have 
different approaches.  The two professional undergraduate Faculties are already well on their way to 
developing programs to address this.  In the Applied Science and Engineering Faculty, academic literacy 
is at the core of many of the objectives of APSC 100, and in the Commerce program, COMM 103 
addresses communication skills and teamwork, and plans are in the works to more explicitly integrate 
critical thinking.   
 
We recommend that the Faculty of Arts and Science establish a task force to develop a full course taken 
by all first-year students dedicated to the development of Academic Literacy.  Tentatively we shall call 
this course UNIV 100 and we will put forward some general principles regarding its structure, and give a 
couple of examples.  We base our discussion on a cohort size of 2400 students.   
 
UNIV 100.  Some general principles. 
 
(1) Interdisciplinarity.  The course will be broadly multi-disciplinary (involving faculty from a number of 
disciplines) and interdisciplinary (tackling common issues or problems from different disciplinary 
perspectives).   
 
(2)  Student work.  The components of academic literacy generally require intensive expert face-to-face 
interactions.  The experience of the Writing Centre makes it clear that this is true of effective writing, but 
we believe it also to be the case for numeracy, inquiry and information literacy.   
 

http://www.ala.org/ala/mgrps/divs/acrl/standards/informationliteracycompetency.cfm
http://www.queensu.ca/secretariat/policies/senateandtrustees/academicintegrity.html
http://appsci.queensu.ca/courses/APSC100/
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(3)  Faculty-student interaction.  All students in the course should have some significant contact with 
faculty.  Since UNIV 100 is an “added” course and faculty resources are already tight, this will require 
additional teaching resources.  Even so, faculty will need to be used wisely.  Elsewhere we provide some 
recommendations for increased flexibility in faculty workloads which should contribute to the resources 
that will be needed. 
 
(4)  TA support.  Well-trained TAs will be needed to provide much of the individual student-teacher 
interaction and the seminar components of the course, and for this purpose we recommend the use of 
third- and fourth-year students each appointed for two years (to provide training and continuity).  Seniors 
in the classroom would provide excellent role models; the students can easily identify with them, indeed 
they have taken the course themselves not so long ago, and yet they are academically more mature in a 
distinctive way.  This design in part draws from the APSC 100 model which has been running and 
developing for a few years now and which operates with 42 senior “project managers” each of whom has 
a faculty supervisor and is responsible for 16 students.  For 2400 first-year students in Arts&Science, this 
1:16 ratio would require 150 TAs, 75 in third year and 75 in fourth year.  This arrangement will benefit 
both the first-year students and the senior students involved.  The TAs will gain a sense of making an 
important contribution to the university’s academic mission. 
 
(5)  Academic support.  Our academic support services, particularly the Learning Commons, the Library 
and the Centre for Teaching and Learning, should play a significant role in the design and the delivery of 
the course, and in the training of the TAs.  Additional resources will also be required here.   
 
(6)  The course should be offered on a pass-fail basis.  A student who failed the course would be unable to 
proceed to second year without some remedial work.   
 
UNIV 100—a possible model.  The course could be run by a coordinator, a group of 12-20 faculty, half 
from the Sciences (Natural and Social) and half from the Arts (Fine Arts and Humanities), and a few staff 
from the QLC, the Library and the CTL.   
 
The course could be built around a theme (“conflict and cooperation,” “nature and nurture,” “national and 
global,” or something more specific like “the life cycle of common products.”), perhaps different for each 
semester, amenable to exploration through a wide range of the sciences and the arts.  A model we favour 
is to have a common curriculum for all students, a mixture of different appropriately chosen science and 
arts modules.  This could foster intense and creative collaboration with students in science and arts 
helping one another with thinking and writing and developing knowledge. 
 
Class time should be a mixture of lecture (possibly large and motivational) and seminar (perhaps of size 
~32 with 2 tutors per section, one in science, one in arts, one 3rd year, one 4th year) with opportunity for 
individual and small-group work.   
 
A summer program for student preparation.  A number of our incoming students have sufficient 
weaknesses in their learning skills, particularly inquiry, writing and critical thinking, that they would 
benefit greatly from a four-week non-credit on-campus remedial summer course developing academic 
literacy.  Since these skills are, in large measure, discipline specific, we might run several “flavours” of 
this course, perhaps one for the physical and life sciences, one for life and social sciences, one for the 
humanities and arts, one for engineering and one for commerce.  Such a course has a good potential to 
increase the efficiency and effectiveness of instructor-student interaction in first and subsequent years.  
Diagnostic tests can play a significant role in identifying student weaknesses in these areas.   
 
Again, some of the instructional work could be done by senior undergraduates as a summer placement, 
trained for this purpose.  This could be supported from the program tuition.   
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In support of the summer program, we should declare in our admission materials that our curriculum is 
challenging and that a good grounding (or fluency) in all components of academic literacy will be a 
significant determinant of success.  Such a statement should encourage students with weaknesses to apply 
for the summer program and might even attract strong students to apply to what is a university that takes 
its mission seriously. 
 
A section of the summer program could be available to students at the end of first year whose 
performance in UNIV 100 indicates a need for remediation.   
 
First year: no longer business as usual.  We must not forget that the development of academic literacy, 
and indeed, the introduction to the task-based curriculum, are not jobs only for UNIV 100 but for the 
entire first-year curriculum.  Thus the current objectives of the first year, often the laying of a proper 
knowledge base for future years, must be significantly conditioned by these more general objectives.  
Couple this with the observation that first-year will now have only four discipline-specific courses rather 
than five, and it is clear that the first year will play a different role from its previous incarnation and in 
particular will move its students less far along the path of discipline-specific expertise.  This will have 
effects in future years, but of course the task-centred structure already changes the thrust of the entire 
course sequence.  Finally it needs to be emphasized that a successful development and implementation of 
this first-year objective, not only in Arts&Science but in the professional faculties as well, can make a 
critical difference to the success of our task-centred curriculum design.   
 
 
 
7.  The critical role of academic support––the Learning Commons, the Library and the Centre for 
Teaching and Learning. 
 
The Queen’s Learning Commons 
Queen’s has an extensive support network for student learning.  Some of this is local and is housed in help 
centres or resource centres within departments.  But there is also a central university service—the 
Queen’s Learning Commons (QLC), and we focus on that here.  The reason for this particular focus is 
that the components of academic literacy are quite specialized and are integrated in a way that many 
discipline specific tutors might not realize.  For example a student who is unable to make progress with an 
assignment might clear exhibit inadequate writing skills whereas the real problem might be a complex 
mix of poor skills of writing, inquiry and critical thinking.  The QLC staff understands this close 
interrelatedness very well.   
 
QLC is a hub coordinating its five partners – the Adaptive Technology Centre, IT Services, Learning 
Strategies Development, Queen’s Library, and the Writing Centre.  It also hosts the highly successful 
Inquiry@Queen’s program.  Through these services, it provides resources, workshops, in-class seminars, 
and one-on-one professional consultations for students who need to enhance or develop their learning 
skills.  Foremost among these resources are personnel––staff members who specialize in student needs of 
different kinds, and students themselves who provide peer mentoring. 
 
Currently staff shortages limit the capacity of the QLC to meet the needs of all the students who come to 
it for help.  In our view, the real need for the services they offer is greater than this apparent demand, in 
fact much greater.  This is clear from student and faculty response to a comprehensive QLC survey 
conducted in April 2011.  This was also the clear message received by the Task Force at a Town Hall on 
Writing and from consultations with the staff of the Writing Centre, both held in March 2011.  Students 
with difficulties in all aspects of academic literacy fail to recognize the real nature of the problem, or 

http://www.queensu.ca/qlc/index.html
http://iatq.ca/
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think (wrongly) that QLC is essentially a remedial service and not for them or are simply too shy or 
hesitant to “take the step.”   
 
We believe that an expanded and fully integrated QLC will be a critical component of our objective to 
dedicate first-year to fundamental academic literacy.  This of course will require that QLC be integrated 
with the work of the academic departments who will be working with discipline-specific material in the 
first-year courses.  That is it must be able to step into the centre of the first-year curriculum working in 
partnership with the relevant departments and faculty. 
 
We will recommend that Queen’s strike a task force to develop a model for an expanded QLC with an 
integrated approach to programming, presence and profile.  This model should build on the current QLC 
strategic planning process and focus on the discipline of academic literacy, with specialists in different 
fields, such as writing, numeracy, inquiry, information literacy, technology, collaborative learning, 
student success skills and adaptive technology.  As part of the numeracy specialty, a statistical consulting 
service, particularly to serve senior undergraduates, graduate students and post-doctoral fellows, would be 
a much needed addition.   
 
All this will certainly require additional funding, but as we have said elsewhere (section 6) the marginal 
return for these resources is apt to be significant.   
 
Transforming space into place 
The physical learning environment found in the Queen’s Library’s five facilities serve very well our call 
for open learning space where different types of interaction (with books, with peers, with faculty, with the 
web) can be found. Not surprisingly these spaces are heavily used. The rapid increase in the development 
of secure online and print archives will soon allow us to plan for more such space.  In many ways, these 
many types of open space provide a model of the learning environment we imagine being realized 
throughout the campus, in all aspects of our teaching and learning enterprise. 
 
The Centre for Teaching and Learning 
The Centre for Teaching and Learning (CTL) provides teaching support for faculty and students and does 
this through a variety of programs, workshops, special purpose courses and on-line resources. The 
programs are of high quality and certainly meet the needs of those who seek them out. Associated with the 
centre is IT Services’ Emerging Technology Centre (ETC) with staff who focus on the increasingly 
central role technology plays in the delivery of our courses. Notable among these are Moodle and 
resources for online delivery systems and lecture capture.  The task-centred curriculum structure we 
recommend will require transformed pedagogies and new conceptualizations for both teacher and student 
and the CTL will be needed to play a critical role in its implementation.  In particular, its expertise in TA 
training will be important for the undergraduate tutors in courses such as UNIV 100, APSC 100 and 
COMM 103.  Like the QLC, the CTL, for this purpose, must be brought forward into the centre of the 
academic enterprise.   
 
 

http://www.queensu.ca/qlc/about/Key_Outcomes_and_Strategies_2011.pdf
http://www.queensu.ca/ctl/indexIE_hires.php
http://www.queensu.ca/its/etc
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8. Some examples of current projects   
There is already an enormous amount of energy and activity on campus around innovative teaching at the 
undergraduate level and most of these projects are focused on the first year and are closely related to our 
task-centred concept.  In Arts&Science, there are a number of projects underway on campus in 
Psychology, Geography, History, Physics, Mathematics, Life Science, (and others?) and they all use some 
form of blended learning to deliver much of the needed “content.”   
 
These projects have resource implications.  The PSYC 100 project, for example, involves 1500 students 
who will be given one lecture per week and then divided up into 75 tutorials of size 20.  The 75 
undergraduate tutors will be selected anew each year and trained.  HIST 121 also provides 1 hour of 
lecture per week plus 2-hour small-group tutorial, allowing an instructor to facilitate student discussion 
and interaction, and effectively critique written work.  But decreased resources are making it harder to 
offer such experiences properly and tutorial sizes in this course are in danger of rising to size 30. 
 
The two large professional undergraduate Faculties have already made considerable progress in this 
direction.  The Commerce program offers an interactive curriculum including case studies, simulation and 
experiential exercises and real-world projects.  The Faculty of Applied Science and Engineering requires 
design projects throughout the program, starting in first-year with APSC 100.   
 
There are many more examples that might well have been mentioned here.  Such projects are significant, 
and we need to continue to mount them and assess their success from the point of view of both the 
students and the instructors.  One cannot move overnight to a more action-oriented curriculum.  Rather it 
requires a serious investment in task-design and pedagogical development often with the help of 
experienced discipline-based instructors.  There is considerable evidence on campus that those who are 
prepared to go some serious distance down this road are surprised at the power of the approach.   
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9. Assessment and marking 
 
A significant component our work, as a university, is the assessment of the quality of our students’ work.  
The results of this assessment can have a significant effect on the lives of our students, and thus they take 
this process seriously.  It might even be fair to say that marks drive student learning.  For this reason, if 
we wish to accomplish our learning objectives for them, the assessment procedures should provide a 
measure of how well these objectives have been met.   
 
What does that mean for a task-centred curriculum?  Presumably it suggests that our assessment should 
also be task-centred.  There are different types of task, some small and technical, some large and 
conceptual, most a mixture of the two.  Over the course of the students’ studies, they should be assigned a 
variety tasks, and assessed on the basis of their performance.  It is important that in senior years we have 
the resources to continue to assign marks for academic literacy––effective writing, organization of ideas 
and arguments, and effective use of information.  A big part of our overall curriculum development 
process will concern the design of good assessment protocols.  We feel that it is important to provide the 
student with a reasonably high “base” of marks belonging to straightforward learning tasks, so that the 
student feels secure enough to venture out into the unexplored territory of a new task. 
 
 
Indeed, we must keep in mind that this is a new way of learning for most of our students.  Task-based 
learning is typically much more “open” than traditional approaches, and for this reason it is often more 
intimidating to an anxious student who is used to “learning what I’m told to learn.”  This additional 
source of anxiety will be particularly felt in first year and it is partly for this reason that we suggest 
(below) a decreased emphasis on first-year marks in the student’s record.   
 
The University should mount a task-force to look critically and imaginatively at the question of student 
assessment.  A more open, responsible, respectful and human curriculum should have more open, 
responsible, respectful and human assessment processes.  To this end, we provide a few assessment 
guidelines. 
 
 Not all assessment needs to affect student “marks,” by which we mean the data that is carried onto the 
student transcript.   
 Much of the early assessment should not affect student marks.  Suppose, for example, that first-year 
marks never appeared on the final student transcript.  It would be interesting to discover the effect of 
that on student attitudes and work habits in first year.   
 Most of the contribution to the final transcript (the marks that go forward with the student) should come 
from the work of the 3rd and 4th years when class sizes are smaller and there is more chance for the 
instructor to know the student. 
 As much as possible marks should only be given for the student’s best work.  There should be more 
opportunities to return substandard work to the student to be resubmitted.  
 Work that is clearly of poor quality should barely be looked at but should simply be returned with that 
noted. 
 Consideration should be given to the use of pass-fail courses to encourage students to take a course 
outside their main area, or to experiment with a risky learning strategy. 
 Consideration should be given to basing a component of the student’s mark on group work (in which 
everyone in the group gets the same mark. 
 Consideration should be given to finding ways for a student to take a course at a “lower level” with a 
reduced workload.  One approach, referred to in Where Next? as “credit-stacking,” would give reduced 
credit and would therefore require a credit system of course weights.  The time for that might have come 
for other reasons as well.   
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10. Virtualization and online learning.  
 
In many of the background documents, particularly in Where Next? and Imagining the Future, and in the 
response of departments, units and individuals to these documents, there has been considerable discussion 
of virtual learning.  For us, “virtual learning” refers to any mode of learning in which technology is used 
to provide an intermediate learning aid between teacher (or course designer) and student.  The rapid 
evolution of technology over the past years has made available, forms of communication which, if used 
wisely, can most certainly enhance learning.  We know of no university that is not seriously investigating 
ways to capitalize on these developments.   
 
Technology can interact with learning in many ways. We focus on blended learning and distance learning 
as they seem particularly relevant to Queen’s at this time.   
 
Blended learning refers to the use of technology to bring learning modules into the rooms or onto the 
desks of individual students who are studying in a traditional on-campus environment.  The word 
“blended” indicates that this is a hybrid model, in which a component of the work traditionally done in 
the classroom can be presented online giving students control of timing and pacing.  Lecture capture, for 
example, can be used to provide a video recording of a lecture to students who missed the lecture or who 
want to review it.  More simply, short videos can be posted demonstrating technical routines or simple 
examples, or discussing conceptual highlights.  We recommend this type of blended learning, as it 
facilitates the task-centred curriculum design. Students can access the information at the moment it is 
needed in their investigations while the instructor is free to spend more individual time with different 
students.  An additional benefit would thus be the small-group learning experience. 
 
In addition to text material, online enhancements can provide all sorts of “toys”–– video demonstrations 
which bring the material to life.  In this way, blended learning can be an effective way of enhancing the 
engagement of the current generation of visual learners.  Having said that, we must continue to develop 
critical reading skills as they foster critical thinking and effective writing. 
 
Distance learning refers to the delivery of the complete learning experience to students who are unable to 
attend classes on campus.  Queen’s has offered distance courses for many years and indeed is a Canadian 
pioneer in this enterprise. The recent developments in technology have brought lectures, discussions, and 
demonstrations into the lives of our students in ways that are more engaging and lively than ever before.   
 
Whether or not Queen’s should invest resources to expand its distance education is a matter of current 
debate.  Some say that this is a good investment with a long-term payoff both in terms of reputation, new 
networks, and additional revenues (which could be invested in on-campus programs).  Others warn that 
the costs are greater than might at first be supposed.  These are complex issues and caution is needed.  
However, there is no doubt there will be special projects for which we will want a version of the Queen’s 
experience to be available at a distant location.   
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11.  The graduate program 
In developing many of our general principles around student learning we have generally had the 
undergraduate program in mind, but most of these principles apply, often in a modified form, to the 
graduate program.  For example, academic literacy is certainly fundamental to the graduate program.  
Most of our students have good mastery of some of its components, such as inquiry and critical thinking, 
but others, such as effective writing, might be lacking and need attention.   
 
Outside of the professional graduate programs, most of our PhD students work in a highly specialized 
research environment and it is important to notice that many of them will not spend their career in a 
research university, and may not work in academia at all.  Thus their program requirements should allow 
and even encourage a wider, more interdisciplinary experience and a broader array of capacities and skills 
more suited to the needs of different working environments.   
 
Many of them will spend part of their career in universities and colleges in which teaching is a major 
component of their workload, and so it is important that we give them some serious training and 
experience with different forms of teaching.   
 
Of course, often these students provide an essential service in terms of undergraduate marking and 
tutoring.  In this respect, we must take care to pay attention to the balance of their work, between TA 
duties and research, and at the same time try whenever possible to give them more-creative work in the 
direction of undergraduate teaching.   
 
Having said that, it is critical that this teaching work be properly supervised––just as carefully as their 
research work.   
 
 
 
 
12.  Student Service  
Queen’s has a strong reputation for university service, participation, and volunteering. Queen’s students 
have opportunities to participate in everything from sports to student politics, from the arts to student 
clubs. These activities not only make Queen’s a vibrant place, but can be valuable learning experiences. 
Queen’s must continue to encourage these opportunities while also doing a better job of formally and 
informally recognizing their role in the learning process. 
 
It is important that we continue to foster the spirit of service on campus, but there are areas where we can 
improve. First, we must ensure everyone on campus gets similar opportunities to get involved and serve. 
Second, we should make greater strides to extend this spirit of service off-campus, to our local Kingston 
and neighbouring rural communities, and to other parts of Canada and the world. Third, as recommended 
in Imagining the Future, a greater attempt should be made to link service and learning.  This could come 
from integrating topic-centered service into individual courses or curricula.  A related idea is to offer non-
credit service certificates.  
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Appendix: The teacher in a task-centred classroom 
 
A classical analysis of learning identifies three phases or stages.  A classic exposition of these is found in 
A.N. Whitehead’s 1922 essay The rhythm of education.  Whitehead identifies the three stages as Romance 
(motivation, lighting the fire), Precision (the highly focused intensive job of gathering resources, 
developing technique, and organizing ideas) and Generalization (making connections, getting the big 
picture, moving to a higher level of abstraction).  The idea is that all learning follows these cycles (more 
or less) but with many different periods.  There is a dominant cycle which lasts a life-time, from child, to 
youth, to adult, but within this, there are myriad smaller cycles of different periods swirling like eddies in 
a fast-flowing stream.   
 
The delivery of a task-centred curriculum can be nicely analyzed in terms of these stages.  Depending on 
the material, the tasks might last a few week, a single week, a single class, or there might be several 
subtasks within each meeting.   
 
Stage 1 (Romance) is the introduction of the task.  Motivation is the dominant mood here but it is also 
important to get the students on their way, to set the context, play with the task a bit (some blind alleys?) 
and put enough clothes on the issues that the students can see how to proceed.  Teaching is modeling and 
Whitehead himself was keen on the image of the professor struggling with a problem in front of the class. 
 
Stage 2 (Precision) is the intensive student interaction with the task, and it requires a delicate dance 
between the teacher and the student.  The task, or one like it, will be connected to the scholarship of the 
discipline and a body of knowledge will have grown up around it, and indeed one of the objectives of the 
course (no doubt the reason the task was chosen) will be for the students to gain some mastery around 
those ideas, techniques.  Certainly we cannot expect the students to reconstruct much of that body of 
knowledge on their own, so the teacher has to find a way to put it before them at the right moment, 
perhaps through a process of guided discovery, always warning of the dangers of uncritical acceptance of 
any form of knowledge.  This can be a significant and creative pedagogical challenge, particularly in a 
large class, but it’s important to think of the classroom as the launching pad for learning that extends well 
beyond its walls  
 
Much of what happens at this stage is student-driven and on a class level, the outcome is apt to be 
disorganized and chaotic.  This can be moderated by a certain amount of teacher-led pacing so that 
different working groups reach certain milestones (more or less) at certain times.  But to allay student 
anxiety that they have learned what they are “supposed to learn,” it is important to have somewhere a 
coherent account of the results, particularly those that are “needed for the exam.”  Here blended learning 
technology, with its rich array of resources, can be a valuable tool.   
 
Stage 3 (Generalization) arrives when the task is more or less completed.  The instructor’s job at this 
point is to summarize the journey, draw the conclusions together, highlight the ideas and techniques, and 
relate the new growth to the larger forest.   
 
This 3-stage curriculum structure has a lot to say about (and learn from) the design of classrooms and 
lecture theatres, and different stages often work best in different types of space.  On the whole, stages 1 
and 3 can work well in a formal lecture setting whereas stage 2 thrives in an open interactive space where 
students and instructors can move around.  One standard approach combines large lectures (say one or 
two per week) with small more intensive seminars, tutorials or lab experiences, together with on-line 
resources.  This approach seems to require different types of space at different times.  Another approach 
puts the class in a fixed multi-purpose interactive space which can serve all stages. 
 

http://www.archive.org/details/rhythmofeducatio00whitiala
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B.  Developing Communication Skills and Fostering Students as Writers 
 

All Queen’s students should graduate with an ability to communicate their expertise effectively in 
speech and in writing.1 The COU’s Degree-Level Expectations, both Undergraduate and Graduate, 
mandate “communication skills” alongside expectations for knowledge.2  It is important that 
communication skills be treated as more than another item in a list of outcomes, however, for in practice 
their relation to knowledge and expertise is integral. Effective communication is essential for the 
demonstration of knowledge and the performance of expertise.  Still more, it is essential in many ways to 
the acquisition of knowledge in the first place:  the capacities to read or listen with critical understanding 
and to reformulate are skills intimately connected with both communication and learning.  As the APTF 
has been told more than once in its consultations, learning to write is learning to think.3

 

  It follows that the 
University should give communication skills priority, monitor them, foster their early enhancement, and 
be prepared to remediate them where necessary.  At the Town Hall on Writing (7 Mar. 2011), Mary 
Louise Adams (Kinesiology) memorably proposed that Queen’s should strive to be known as “the 
University you go to, to be produced as a writer.”  We endorse this suggestion in the belief that producing 
Queen’s graduates “as writers” would be the surest sign of producing them as effective thinkers.   

As an open letter from the Queen’s Department of English has also emphasized, “Proper teaching 
of writing is well known to be central to safeguarding academic integrity”:   

 
Dr. Jim Lee, Academic Integrity Advisor to the Vice-Principal (Academic), cites “poor English-
language writing skills, poorly developed critical thinking skills, and a lack of knowledge and 
training about proper citation practices in academic work” among the contributing factors to 
departures from academic integrity.[5] And “academic integrity,” he observes elsewhere, “is at 
the heart of the university’s mission, and the principles of AI form the basis of the academic 
standards and expectations to which all academic work is held, in both teaching and research.” [6] 
[. . . .] AI is best achieved not reactively, by policing infractions, but proactively, by teaching 
students proper research and composition methods.4

 
 

We endorse this view as well.  We recommend that Queen’s foster Academic Integrity at its roots by 
enabling its students in the communication skills and discursive conventions appropriate to their chosen 
fields of study. 
 

                                                 
1 The consultative data considered for this section include online responses to Pillar I; minutes of the informal 
session of Senate, 17 Feb. 2011; minutes of the Town Hall on Writing, 7 Mar. 2011; minutes of the Writing Centre 
Forum of 25 Mar. 2011; “Enhancing Writing Instruction at Queen's — A Writing Centre Response,” 1 April 2011; 
and the open letters on the teaching of writing posted on the RAPB in November 2010. 
2 For instance, the “Communication skills” expectation for an undergraduate honours degree is “The ability to 
communicate information, arguments, and analyses accurately and reliably, orally and in writing, to a range of 
audiences.”  UUDLEs and GDLEs were formulated by the Ontario Council of Academic Vice-Presidents (OCAV).  
OCAV mandated that all Ontario universities adopt UUDLEs as of June 2008 (Queen’s Senate Minutes, 21 May 
2008, http://www.queensu.ca/secretariat/senate/agendasminutes/May21_08.pdf, p. 4).  QUQAPs, approved by 
Queen’s Senate in Nov. 2011, invokes both UUDLEs and GDLEs as standards for evaluating Queen’s programs, 
curricula, and teaching (secs. 2.2.1, 4.2.1, 4.3.1, 4.3.4).  For texts of both, see QUQAPs, Appendix 1.  
3 Gabrielle McIntire, in the Writing Centre Forum, 1 April 2011; see also Reed Smith, Learning to Write (Toronto: 
Macmillan, 1948), p. x.  Thanks to Doug Babington for bringing the latter to our attention.  
4 See http://realacademicplanning.wordpress.com/2010/11/05/open-letter-twenty-professors-of-english-to-principal-
woolf-and-dr-susan-cole-5-november-2010/.  The sources by Jim Lee are:  “Cultural influences can affect academic 
integrity.”  Queen’s Gazette, 25 May 2009, and “Raising awareness about academic integrity.” Queen’s Gazette, 8 
September 2008. 

http://realacademicplanning.wordpress.com/
http://www.queensu.ca/secretariat/senate/agendasminutes/May21_08.pdf
http://www.queensu.ca/secretariat/senate/agendasminutes/112510/QUQAPs.pdf
http://realacademicplanning.wordpress.com/2010/11/05/open-letter-twenty-professors-of-english-to-principal-woolf-and-dr-susan-cole-5-november-2010/
http://realacademicplanning.wordpress.com/2010/11/05/open-letter-twenty-professors-of-english-to-principal-woolf-and-dr-susan-cole-5-november-2010/
http://www.queensu.ca/academicintegrity/news/may25gazette.html
http://www.queensu.ca/academicintegrity/news/may25gazette.html
http://www.queensu.ca/academicintegrity/news/AIGazette.html
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 We say “appropriate to their chosen fields” because the intimate linkage between communication 
skills, learning, and academic integrity means that university students need to learn not just general 
communication skills but also the discursive / communicative practices appropriate to their 
specializations.  Chris Ferrall (Economics) laments the “prevalent attitude that one must first solve a 
problem, then ‘write it up,’” and recommends “that students learn to integrate writing more fully into their 
thinking.”5

 

  Such views are confirmed and elaborated in the pedagogical literature of “situated learning” 
and more specifically of “writing in the disciplines.”  As S.P. Norris and L.M. Phillips put it: 

Reading and writing do not stand in a functional relationship with respect to science, as simply 
tools for the storage and transmission of science. Rather, the relationship is a constitutive one, 
wherein reading and writing are constitutive parts of science. Constitutive relationships define 
necessities because the constituents are essential elements of the whole . . . . Reading and writing 
are inextricably linked to the very nature and fabric of Science.6

 
  

For this reason, the “Initiation into a discourse community—enculturation—is a crucial event in an 
academic’s career.”7

 
   

 Some of Queen’s professional and other programs do currently teach disciplinary writing.  First-
year law students receive “training in legal research, legal writing and oral advocacy.”8  The School of 
Business has a “Communications and Professional Development Requirement” for its Bachelors in 
Commerce and takes “an integrated approach that includes a communications laboratory in first year, 
[and] a designated communications course in every year.”  All “students who entered the program before 
Fall 2009 . . . are required to pass a writing proficiency test.”9  The Faculty of Engineering and Applied 
Sciences requires that students pass an English Proficiency Test in addition to taking “a minimum of 36 
AU's in Communications,” and offers courses in “Engineering Communications” and “Technical 
Communication.”10  Finally, the Life Sciences program at Queen’s lists “communication skills” among its 
core competencies: “the ability to communicate information, arguments, and analyses accurately and 
reliably, orally and in writing to a range of audiences.”11

 

  But training in communication skills, let alone 
discipline-specific training, is not at present a general requirement at Queen’s.   

 Beginning with its informal session in Senate in February 2011, the APTF has consulted widely on 
the propositions “that the performance or mastery of a discipline is largely coextensive with the ability to 

                                                 
5 Writing Centre Forum, 25 March 2011. 
6 “How literacy in its fundamental sense is central to scientific literacy,” Science Education 87 (2003), 226; qtd. in 
Marilyn K. Florence and Larry D. Yore, “Learning to Write Like a Scientist: Coauthoring as an Enculturation Task,” 
Journal of Research in Science Teaching 41.6 (2004), 638.  See also Michael Carter, Miriam Ferzli, and Eric N. 
Wiebe, “Writing to Learn by Learning to Write in the Disciplines,” Journal of Business and Technical 
Communication 21.3 (July 2007), 278-302.   
7 Florence and Yore 638. 
8 Faculty of Law, “First-Year Program” (http://law.queensu.ca/prospectiveStudents/jdProgram/firstYear.html).  Josh 
Karton notes that “because Law is an intensively verbal discipline, Queen’s Law students get three years of writing 
activities” (Writing Centre Forum, 25 March 2011). 
9 Queen’s School of Business, 2010-11 Calendar, 
http://www.queensu.ca/calendars/business/Communications%20and%20Professional%20Development%20Require
ment.html.   
10 2010-11 Calendar, http://queensu.ca/calendars/appsci/Communications_Courses.html.  See also Brian Frank’s 
comments in the Writing Centre Forum of 25 March. The Canadian Engineering Accreditation Board (CEAB) has 
identified communications amongst the 12 graduate outcomes to be assessed for all engineering programs. 
11 See “Core competencies within Life Sciences.”  Worth noting, however, is the School of Medicine’s warning that 
the teaching of “communication skills” will suffer from the cutting of TA budgets (School of Medicine Response to  
Where Next?, p. 16). 

http://www.queensu.ca/saptf/wp-content/uploads/2011/01/APTFWritingCtrTakeaway.pdf
http://law.queensu.ca/prospectiveStudents/jdProgram/firstYear.html
http://www.queensu.ca/saptf/wp-content/uploads/2011/01/APTFWritingCtrTakeaway.pdf
http://www.queensu.ca/calendars/business/Communications%20and%20Professional%20Development%20Requirement.html
http://www.queensu.ca/calendars/business/Communications%20and%20Professional%20Development%20Requirement.html
http://queensu.ca/calendars/appsci/Communications_Courses.html
http://meds.queensu.ca/lifesciences/overview_of_life_sciences_program/core_competencies_within_life_sciences
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write in that discipline and that writing should therefore be taught in connection with disciplines.”12 
Support for these propositions has been strong,13 though some have argued for general writing courses at 
the first-year level in lieu of or in addition to discipline-specific training,14 and still others worry that 
required first-year writing courses would infringe on time and resources needed for teaching disciplinary 
content.15

 
  Support for improving the teaching of writing in general has been practically unanimous.   

The Writing Centre, founded in 1986, is Queen’s most important general resource for teaching 
writing.  Operating on a small budget with (at present) a director, an administrative secretary, and about 
37 part-time staff members (4 senior program coordinator/tutors, 5 adjunct instructors, 17 
tutor/consultants, and 11 peer tutors), the Writing Centre offers six regular courses in writing (both on-
campus and by correspondence) plus a non-credit graduate thesis course.  One of its distance courses, 
WRIT 195*, addresses disciplinary modes of writing, “from the business memorandum to the literary 
review,” while its on-campus “Analytical Writing” course (WRIT 275*) is interdisciplinary.  Another of 
its courses, WRIT 235, “Writing in the Community,” is threatened with discontinuation for budgetary 
reasons.  The Writing Centre also holds about 3,000 one-on-one consultations for about 1,300 students 
(both graduate and undergraduate) yearly, organizes undergraduate peer-tutoring, and hosts a “handouts” 
webpage with links to over 40 advice documents on grammar, composition, and citation.  As senior 
program coordinator Lori Vos notes, the Writing Centre can also “train TAs and advise instructors on 
how to teach writing and how to integrate writing assignments in their curricula,” but “departments and 
professors need to be more aware of the Writing Centre so they can collaborate better.”16  In sum, the 
Writing Centre functions both as an instructional “centre” and as promoter-facilitator of more distributed, 
discipline-specific training within departments.  Both its strengths and its limitations in the latter role 
were illustrated by the two-hour Writing Centre Forum held in March 2011:  it was an excellent and 
inspiring session featuring presentations from faculty in six disciplines, but it is not a regular event, and 
only about 35 students and faculty attended.  Asked in early April if the Writing Centre would have the 
resources to handle an increase in demand associated with a ramping-up of writing-intensive courses at 
Queen’s, its senior personnel responded that they are already stretched.  A good idea that arose in our 
consultation is that academic departments each designate a Writing Centre liaison to enhance 
communication with faculty and raise consciousness of writing issues and existing resources within 
departments.17

 

  We endorse this proposal and recommend, further, that Queen’s take the Writing Centre 
seriously as an essential academic resource and investigate options for its enhancement both as a centre 
for general writing instruction (through both courses and consultations) and as a facilitator for the 
distributed, discipline-specific, teaching of writing within departments.   

The APTF has also discussed the idea of requiring students to take writing diagnostics at 
admission and/or graduation, for several possible purposes: (a) to identify which students need what level 
or kinds of instruction or, conversely, which students might be qualified to serve as peer tutors, (b) to alert 
the students themselves to specific needs for improvement, and (c) more generally to signify the 
institution’s seriousness about requiring proficiency in writing and communication.  But the APTF also 
had reservations about recommending diagnostics, given the probable cost and difficulty of 
implementation and the question of efficacy. If diagnostics merely confirm what is already known—i.e., 

                                                 
12 APTF Take-away for Senate, 17 Feb. 2011. 
13 See APTF Take-away for Senate, 17 Feb. 2011, and the Town Hall of 7 Mar. 2011. 
14 See submissions by Craig Walker, 3 Mar. 2011, Ronald Weisman, 7 Mar. 2011, and others in the responses to 
Pillar I. 
15 See, e.g., the Town Hall on the Undergraduate Academic Experience, 10 Mar. 2011, and comments by Peter 
Taylor in the Writing Centre consultation (1 April 2011) 
16 Town Hall on Writing, 7 Mar. 2011.  Testimony from students at the same Town Hall suggests that the Writing 
Centre should be more widely known among students as well.  
17 APTF Consultation with the Writing Centre, 1 April 2011. 

http://www.queensu.ca/writingcentre/
http://www.queensu.ca/writingcentre/handouts/handoutsindex.html
http://www.queensu.ca/saptf/wp-content/uploads/2011/01/APTFFeb17_11response.pdf
http://www.queensu.ca/saptf/wp-content/uploads/2011/09/Comments.pdf
http://www.queensu.ca/saptf/wp-content/uploads/2011/01/APTFMar10_11take.pdf
http://www.queensu.ca/saptf/wp-content/uploads/2011/01/APTFMar7_11take.pdf
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that the vast majority of incoming students need help developing their communication skills—scarce 
resources might be better spent directly on writing courses (which can include their own diagnostics).  
Nevertheless, we do recommend that the university investigate this option for the purposes cited above.  
A diagnostic designed to advise and motivate students about their writing needs could conceivably 
improve efficiency if wisely combined with resources for self-help or targeted consultative instruction.  
The University of Waterloo has an English Language Proficiency Requirement with a diagnostic essay 
exam administered three times a year that appears to function primarily as a mechanism to motivate 
students to seek help for any writing difficulties.  It directs students who fail to consult with the Waterloo 
Writing Centre, and also has alternative provisions for ESL students.  We recommend that Queen’s 
explore the costs and benefits of this and/or of similar programs.18

 

  Since graduate/professional students 
are generally assumed to have achieved proficiency in communications but in some cases have not, and 
since they are frequently employed as TAs, Queen’s should also explore the advisability of writing 
diagnostics specifically for incoming graduate/professional students.   

While there is strong consensus that Queen’s students need considerable help in developing 
communication skills,19

 

 the range of suggestions about how to provide it is broad rather than conclusive.  
Mindful of the variance both in the community’s suggestions and in the needs and operations of diverse 
units at Queen’s, we offer the following recommendations. 

 That Queen’s make the teaching and learning of communication skills, and especially writing 
skills (both general and discipline-specific), a high priority.   

 That Queen’s recognize that effective teaching of writing is personnel-intensive (it is generally 
taught most effectively in small sections), and make the requisite resources available to 
departments. 

 That Queen’s recognize that teaching writing is a specialized function; that it identify faculty in 
each unit who are qualified and committed to teaching writing; that it consider these 
qualifications and commitments a priority in hiring where necessary; and that TAs who are to be 
assigned to mark or teach writing be trained and chosen for these functions.  

 That communication skills be addressed early, in undergraduate year 1, and receive continuing 
attention with writing requirements in every year of study.   Specific ways of achieving this may 
necessarily differ by school, faculty, and even department.  One possibility for first-year is that 
cognate departments have common required first-year half-courses in writing in small sections 
(e.g., WRIT 101* for arts and humanities students, WRIT 102* for social sciences students, etc.), 
and that departments not participating in those supply their own equivalents.  For upper years, a 
commonly discussed possibility is that of designated “writing-intensive” courses at each level, in 
which subjects are taught with an emphasis on communication.  In such courses students would 
learn the course subject through the practice of writing to assignments with well specified aims 
and audiences, such as book, movie, theatre, or art reviews, grant proposals, proposals for 
research or creative projects, lab reports, diagnoses, business letters, prospectuses.   

 That the Library’s expertise in research methods and resources be actively sought and integrated 
into writing instruction at the appropriate stages, with special attention to encouraging fair and 
appropriate use of sources and academic integrity.  

                                                 
18 Queen’s Faculty of Engineering and Applied Science has had a “Written English Proficiency” diagnostic for 
about a decade (see http://queensu.ca/calendars/appsci/Regulation_15__Written_English_Proficiency.html). No 
remedial action is specified in this Regulation, but see note [10] above. 
19 See especially Frank Burke’s “Open Letter” on Writing, 17 Nov. 2010.  Don Drummond observes of current 
university graduates:  “they have one glaring weakness. They struggle to write,” and he adds:  “I really believe this 
difficulty in writing goes back to the learning environment. It starts with a weakness in 
K-12 and it is not being addressed in university. Of course, universities will argue this is an unfortunate by-product 
of inadequate funding. But it must be acknowledged to a degree it also reflects resource allocation decisions” (5-6). 

http://ugradcalendar.uwaterloo.ca/page/printable/10394
http://queensu.ca/calendars/appsci/Regulation_15__Written_English_Proficiency.html
http://realacademicplanning.wordpress.com/2010/11/17/open-letter-frank-burke-to-principal-woolf-and-dr-susan-cole-17-november-2010/
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 That the Writing Centre’s role and the possibilities for its enhancement be taken under serious 
consideration, as suggested above. 

 That departments designate liaisons to the Writing Centre as they do to the Library, as suggested 
above. 

 That writing diagnostics at both undergraduate and graduate levels be taken under consideration, 
as suggested above.  

 That faculty with a commitment to and experience in teaching academic writing be engaged to 
develop a university-wide plan for implementing the recommendations above. 
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Pillar II: Disciplinarity and Interdisciplinarity 
 

“ . . . we can seek to transform the disciplines, encourage communication between them 
or use them to create new intellectual configurations or alliances, but we can never 
entirely dispense with them as means of organizing knowledge.  Interdisciplinarity could 
therefore be seen as a way of living with the disciplines more critically and self-
consciously, recognizing that their most basic assumptions can always be challenged or 
reinvigorated by new ways of thinking from elsewhere.  Interdisciplinary study 
represents, above all, a denaturalization of knowledge: it means that people working 
within established modes of thought have to be permanently aware of the intellectual and 
institutional constraints within which they are working, and open to different ways of 
structuring and representing their understanding of the world.” 1

 
 

 Interdisciplinarity has been prescribed for years—at Queen’s and elsewhere—
with good reason.  It is prominent in the recommendations of both Principal Woolf’s 
Where Next? and the Academic Writing Team’s Imagining the Future.2

 

  With some 
qualifications we endorse these recommendations.  But we need to be clear about what 
we are recommending when we recommend “interdisciplinarity,” how it relates to 
disciplinarity, how it emerges and develops, how it can be fostered, and why we should 
want it.  

Definitions 
 

“Interdisciplinarity” is a slippery term.3

 

  It has a precise definition but is also used 
loosely to denote anything from disciplinary variety to anti-disciplinarity.  As Joe Moran 
has argued, “the value of the term [. . .] lies in its flexibility and indeterminacy” (14).  To  
clarify what has been recommended for Queen’s in the name of interdisciplinarity, we 
nevertheless begin with some definitions.    

Drawing on a longer account by Julie Thompson Klein, Deborah DeZure has 
usefully defined interdisciplinary learning as 
 

the synthesis of two or more disciplines, establishing a new level of discourse and 
integration of knowledge. It is a process for achieving an integrative synthesis that 
often begins with a problem, question, or issue. It is a means of solving problems 
and answering complex questions that cannot be satisfactorily addressed using 
single disciplinary approaches.4

 
   

DeZure then proceeds to distinguish the interdisciplinary from other metadisciplinary 
approaches: 
 

This is in contrast to multidisciplinary, which is a process for providing a 

                                                 
1 Joe Moran, Interdisciplinarity, 2nd ed. (London: Routledge, 2010), 180-81. 
2 WN 7; IF sec. 4.3 and goal 4.7.  
3 On the complexity and definition of “interdisciplinarity,” see Klein 1990, chs. 1-3; Austin et al.; DeZure; 
Moran 13-16. 
4  DeZure p. 1, quoting and paraphrasing Klein 1990, pp. 66, 188; on 66 Klein is herself summarizing a 
discussion by Erich Jantsch. 
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juxtaposition of disciplines that is additive, not integrative. The disciplinary 
perspectives are not changed, only contrasted. Team-taught courses in which 
faculty provide serial lectures are often multidisciplinary. Transdisciplinary 
approaches provide holistic schemes that subordinate disciplines, looking at the 
dynamics of whole systems, such as structuralism or Marxism. Cross-disciplinary 
methods view one discipline from the perspective of another, e.g., referring to 
examples of expressionism in literature in an art history class on expressionism. 
(ibid.) 

In Queen’s planning discussions, “interdisciplinarity” has been used for all of these 
things and others as well.  Rather than quibble over terminology, we therefore defined the 
term “loosely” in our consultations to designate “an experience of investigating an issue 
or problem that relies on contributions from several disciplines, and that may be taught or 
mentored in a collaborative manner” (Pillar II).  DeZure’s mapping of the cognate terms 
will help us recognize semantic slippage, but the important points to be considered here 
remain (1) what Queen’s students and faculty want when they want “interdisciplinarity,” 
and (2) how the university can best satisfy those wants.  

What we want when we want “interdisciplinarity.”   

One thing we clearly want is more freedom for disciplinary sampling and 
variety—more border passes.  Daniel Woolf puts this best in Where Next?  Under the 
rubric “Interdisciplinarity,” he states:  “We need to find ways around or through 
departmental, faculty, and in some cases, university boundaries” (7).  These “boundaries” 
or “barriers” are complaints of long standing at Queen’s.  A SCAD Report of 1996 calls 
for greater “Interdisciplinary and Inter-Unit Cooperation” and recommends “That the 
University and its academic units facilitate interdisciplinary activity by eliminating 
administrative barriers to inter-Departmental and inter-Faculty activities”.5  At the level 
of course-availability, at least, there is little evidence of progress on this front.  
Commerce students required to take at least 4.5 credits (old-style) in Arts and Science 
still complain of being unable to register for the courses that interest them.6  A faculty 
member in English reports that her students lack access to upper-level courses in other 
disciplines, while her colleague in History notes that courses that should be cross-listed 
are not, and that her seminar on Chinese history therefore excludes the students who 
would be most interested in taking it.7  Interdisciplinary Special Field Concentrations at 
Queen’s have recently been suspended because, due to departmental prerequisites, 
“students had difficulty taking courses in other departments.”8

                                                 
5 SCAD, “

  The Department of 

Report on Principles and Priorities” (Approved by Senate Jan. 1996), (Recommendation 11). 
6 APTF Consultation with Queen’s School of Business, 15 March 2011. 
7 Town Hall on Disciplinarity/Interdisciplinarity, 11 April 2011. 
8 SCAD, “Proposal for a Spanish Latin American Studies Minor,” Senate Agenda for 28 April 2011, 
Appendix Cc, p. 36.  In the same Senate Agenda, see also the SCAD “Proposal for a Medieval Studies 
Minor.”  In both cases a 5-credit minor is being introduced to replace a 14-credit Special Field 
Concentration, with cross-disciplinary barriers at issue in the suspension of both SPFs.  This is clear 
evidence of the way in which cross-disciplinary barriers are limiting our potential to offer rich programs 
even where all of the resources are available on campus. 

http://www.queensu.ca/secretariat/policies/senateandtrustees/principlespriorities.html
http://www.queensu.ca/secretariat/senate/agendasminutes/042811/SCADSpLa.pdf
http://www.queensu.ca/secretariat/senate/agendasminutes/042811/SCADSpLa.pdf
http://www.queensu.ca/secretariat/senate/agendasminutes/042811/SCADMedi.pdf
http://www.queensu.ca/secretariat/senate/agendasminutes/042811/SCADMedi.pdf
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Political Studies warns that new constraints on teaching resources pose “[n]ew barriers 
for access to our courses by students in other departments.”9 Environmental Studies 
complains of “the complexities of timetabling associated with interdisciplinarity” and of 
“the silos of Queen’s faculties and departments that impede collaboration, particularly 
when resources are scarce.”10  Religious Studies writes in response to Where Next?:  “We 
believe that the University must address structural barriers that stand in the way of true 
disciplinarity [sic]. In particular, find a better measure of departmental performance than 
bums-in-seats: this discourages inter-departmental cooperation.”11 Many more 
complaints of these kinds were voiced in our consultations.12

 If these statements are representative, the “boundaries” or “barriers” problem 
appears to relate more to course-availability than to research (more about this below).  
For students choosing courses there are actually several barriers, closely related but 
distinct: 

  

1. Barriers to students in one concentration taking upper-level courses in another 
department, faculty, or school; 

2. Barriers to cross-listing of courses between, e.g., History and Political Studies; 

3. Barriers to the team-teaching of courses by two professors, especially from 
different units, to joint-offerings of courses by two or more units, and to other 
“forms of inter-departmental cooperation.”  

Some of these are barriers merely to disciplinary variety in students’ programs, while 
others may be barriers to the development of intercultural or interdisciplinary courses.  
But they all remain serious impediments, frustrating the learning and teaching ambitions 
of both our students and our faculty. 

 In his brief for “Interdisciplinarity,” Principal Woolf not only anticipates these  
complaints but indicates their roots:  “on the teaching side, we are much less successful at 
interdisciplinary initiatives because budgets are apportioned to departments. [. . .] It is 
tough for a department head trying to maintain courses to enable a faculty member to 
teach or co-teach in another unit” (WN 7).   

We would underscore this explanation and print it in red.  In particular, it needs to 
be emphasized that the problem does not necessarily lie in the “traditional departmental 
                                                 
9 Political Studies, Unit Response to Where Next?, ca. April 2010, p. 2; see also p. 14. 
10 Environmental Studies, Unit Response to Where Next?, ca. April 2010, p. 1.  The same report also 
suggests a place where the boundaries are breached, in connection with graduate supervision in its MES 
program: “cross-appointed faculty [. . .] who interact with graduate students as co-supervisors or 
supervisory committee members . . . . [have] provided us with a way to break down the barriers of existing 
university structures through graduate student experience.” (p. 2). 
11 Religious Studies, Unit Response to Where Next?, 19 April 2010, p. 3. 
12 See, further, comments by mark, David Veitch, Cassandra Frengopoulos, and others in response to Pillar 
II. 

http://www.queensu.ca/saptf/wp-content/uploads/2011/09/Comments.pdf
http://www.queensu.ca/saptf/?page_id=94
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structures,”13 or in “the silos of Queen’s faculties and departments” in themselves, but 
rather in the structure of budgetary allocation that encourages units to husband resources 
that sustain their core activities, “particularly when resources are scarce.”14

For, as many studies emphasize, disciplines are not the enemies but the 
complements—one might say the disciplinary parents—of interdisciplinarity.  “The very 
idea of interdisciplinarity can only be understood in a disciplinary context,” writes Moran 
(ix).   “Interdisciplinarity and specialization are parallel, mutually reinforcing strategies,” 
writes Klein; “The relationship between disciplinarity and interdisciplinarity is not a 
paradox but a productive tension characterized by complexity and hybridity.”

  To recognize 
this problem is not the same as finding the remedy, but it is important to recognize the 
distinction if we are to avoid throwing out the academic-discipline babies with the 
financial-accounting bathwater.   

15  
“[I]nterdisciplinarity,” writes DeZure, “is not a rejection of the disciplines. It is firmly 
rooted in them but offers a corrective to the dominance of disciplinary ways of knowing 
and specialization. [. . .] we need the depth and focus of disciplinary ways of knowing, 
but we also need interdisciplinarity to broaden the context and establish links to other 
ways of constructing knowledge. It is this dialectic between analysis and synthesis that 
provides the creative tension from which we will all benefit in a world in which crossing 
intellectual boundaries is increasingly the norm.”16

 

  For these reasons, our objective at 
Queen’s should be to promote interdisciplinarity (however this may be understood) while 
and by fostering the disciplines they “inter.”   

In practical terms, this means that Queen’s might do well in this area by building 
upon strengths it has, and that its innovation should be less a matter of dissolving or 
amalgamating disciplinary departments than of sending more emissaries (both students 
and faculty) between them.  What if two departments traded a few faculty, as ball teams 
do players, for a year or two?  Or what if Queen’s financial accounting found ways to 
share resources more flexibly among its departments, so they did not have financial 
motives to guard core courses against students from other units? (see also note [13]).  In 
many such cases it is not just interdisciplinarity that suffers:  when commerce students 
cannot register for the history or philosophy courses that interest them, there is a loss in 
cultural “rounding” as well.  A small reform that might enhance interdepartmental mixing 
would be assign offices more randomly, rather than put all English professors in one hall, 
Biologists in another: what else might develop if they were all mixed up and English 
talked in the hallways with Biology?  Another remedy may lie in grading relief for 
students who would like to venture into far-flung disciplines but fear for their averages: 
what if they were allowed one or two pass-fail electives outside of their concentrations, 
or if their lowest mark in an outside course could be converted to pass-fail?17

                                                 
13 Woolf, WN 7. 

 

14 Environmental Studies, Unit Response, p. 1 (as quoted above).  It should be noted that this financial 
problem can only be exacerbated by the University’s recent shift in accounting by which faculty salaries 
are lined out to the Faculty rather than University accounts.   
15 Julie Thompson Klein, 2000, p. 7; qtd. Orr 46. 
16 DeZure 2. 
17 The allowance of two pass-fail credits was recommended for similar reasons by the Curriculum Review 
Working Group in its Draft Report of September 2000; see Recommendation 4, pp. 8-9. 
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 The dynamic, “mutually reinforcing” relationship between disciplinarity and 
interdisciplinarity relates also to the doubts expressed by some as to whether 
interdisciplinarity can be legislated from above.  The Academic Writing Team cautions 
against seeking to achieve interdisciplinarity “by creating an administrative structure in 
which to house it” (4.3, p. 24). Noting that interdisciplinary areas such as “law and 
economics” have evolved of their own accord, a professor of Economics advises:  “The 
attempt . . . to tilt research in an interdisciplinary direction would be a serious mistake. 
My point is not that the number and boundaries of disciplines are fixed forever, but that 
change is a natural process within the academic environment and that a centrally-
administered eugenics of disciplines would be counter-productive.”18

 

  An Art professor  
offers a similar account: 

Discipl[in]es such as the History and Philosophy of Science and Technology at 
the University of Toronto (originally a graduate institute but now an 
undergraduate programme as well) emerged as a result of students and scholars in 
the Sciences and Medicine becoming interested in History and Philosophy, and 
vice versa. A similar, but more recent case is the establishment of programmes in 
Environmental Studies from a phil[o]sophical and humanistic perspective. A 
number of students in Engineering become interested in pursuing architecture at 
the graduate level. Some are now enrolling in dual degrees, such as Engineering 
and Art History, to prepare for the M. Arch. . . .19

 
 

There is a fit between these accounts of interdisciplinary development and DeZure’s view 
that it “often begins with a problem. . . . that cannot be satisfactorily addressed using 
single disciplinary approaches.”  Interdisciplinary ventures generally grow out of the 
disciplines in both senses of that phrase.  If these accounts are correct, the university’s 
ideal role is not to order interdisciplinarity from above but to provide the conditions in 
which it can emerge from below. One of these conditions is the health of disciplines, and 
another is the freedom of both faculty and students to move between them.20

 
   

Thus “interdisciplinarity” in the least precise sense of the term—as “flexibility” or 
disciplinary variety21—appears to be no less important than is interdisciplinarity in the 
more rigorous sense, since one produces the other.  In this connection, the Queen’s dual 
degrees—dual majors, major-minors, and medials alike—are all of value.  The Queen’s 
medial, which some have advised eliminating on the grounds that it is anomalous,22 is 
particularly attractive, since medial students advance to upper-level courses in both of 
their concentrations while still finding room for five credits in still other areas.23

                                                 
18 Dan Usher, Response to Where Next? (18 Feb. 2010), p. 1. 

 This is a 

19 Cathleen Hoeniger, response to Pillar II, 7 April 2011. 
20 [something on research study groups at Queen’s?  See ARC reports to Senate, 2004-05, 2005-06; I can’t 
seem to find a more current listing of such groups] 
21 See, for instance, comments on Pillar II for March 22. 
22 Curriculum Review Working Group, Draft Report of September 2000, Recommendation 2. 
23 See Comments on Pillar II by David Parker, Mar. 24; Mark Jones, Mar. 27; Cathleen Hoeniger, April 7.  
The comments by Parker and Jones suggest that Queen’s medial is, in terms of contact hours, a rough 
equivalent of a dual major in the U.S.  
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place where Queen’s should appreciate the strength in its distinctness rather than seek 
uniformity with other systems.  

 
But if the mere experience of multiple disciplines is good, particularly for 

undergraduates, there is also a need, particularly for graduate students and researchers, 
for the more rigorous interdisciplinarity that integrates diverse disciplinary methods and 
perspectives.  A graduate student, Andrea, expresses this need in response to Pillar II: 

 
graduate students . . . experience interdisciplinarity in ways other than through 
course work. For instance, grad students may choose co-supervisors from 
different fields or may work with a research project that–as is increasingly 
common–spans several disciplines. These situations are easy to market as 
beneficial, innovative, and in line with dominant “progress” discourses; however, 
such endorsements obscure the seemingly irresolvable conflicts that can arise 
when attempting to work with divergent epistemological frameworks and/or 
methodological paradigms. As far as I am aware, very little research addresses 
these complications, and researchers in interdisciplinary teams are left to make 
compromises that can jeopardize the value of their work. If the university is going 
to tout interdisciplinarity as an ideal, then I would like to see some dedicated 
resources developed to help students and faculty navigate this largely unexplored 
terrain. I am suggesting rigorous engagement with this issue, not tokenistic and 
shallow advice. Perhaps the Centre for Teaching and Learning could be tasked 
with undertaking such a project. The bottom line is that it is irresponsible to 
encourage graduate students to engage in activities for which they lack the tools 
needed to pursue their research with integrity. [10 April 2011] 

 
It is here that DeZure’s distinctions between interdisciplinarity and other 
metadisciplinarities comes into play.  The need for students to learn “to function within a 
number of knowledge frameworks” (IF 24) is real, but if mere multi-disciplinarity is 
important for the development of proper interdisciplinarity, it is also distinct from it.  
Queen’s must take care to promote disciplinarity and multi-disciplinarity while also 
taking measures such as this student suggests to ensure that truly interdisciplinary efforts  
receive the guidance and support they require.24

 
 

Despite Queen’s longstanding verbal support for interdisciplinarity, some faculty 
who have worked hard to advance it report that in reality, “students and faculty want 
specialization for credentials [. . . .] There is not a lot of payoff within the academic 
community for interdisciplinary work, whether in respect or in money—so students learn 
to want disciplinarity.  Most problems are global but there are few forums in which to 
discuss them.”25

                                                 
24 Andrea suggests that the CTL could help with this problem; in a separate discussion, Doug Babington 
suggests a role for the Learning Commons (Town Hall on Disciplinarity and Interdisciplinarity, 11 April 
2011).  The Library’s online “

  Principal Woolf himself voices a similar perception:  “It is hard to 
synchronize undergraduate and graduate interdisciplinary programs with academic job 

Research by Subject”  pages, which offer terrific guidance to many academic 
specializations, would do well to include a page dedicated to interdisciplinary approaches.   
25 Town Hall on Disciplinarity and Interdisciplinarity, 11 April 2011. 

http://library.queensu.ca/research/subjects
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markets that remain, for the most part, driven by traditional departmental structures” (WN 
7).  As both of these comments indicate, the problem lies partly in the way knowledge 
and inquiry are structured outside of Queen’s, and partly in a conservatism inherent in 
student demand.  Among the more difficult balances the academy must learn to strike is 
the balance between supporting modes of research and education that respond to the 
existing social context and have relatively assured “payoffs,” and truly fostering renewal.  
If the university itself cannot impose new approaches and methods from above, it is 
crucial that it support and promote them where they have begun to occur from below.  At 
the very least, there needs to be a concerted effort to remove the barriers, discussed 
above, that have made extra-disciplinary sampling, cross-listing, and team-teaching 
difficult.  But beyond that, the University can and should challenge or even gently 
pressure students to venture somewhat beyond the bounds of a safe, comfortable, or 
remunerative program.   
 
 It is with this in mind that the APTF has discussed the possibilities of introducing 
students to the issues of disciplinarity and interdisciplinarity head-on and early, via a core 
requirement for a (loosely speaking) interdisciplinary half-year course in year 1 or 2—a 
team-taught course that would bring two disciplines to bear on a single theme or problem, 
such as environment, global warming, cultural diversity, water, war, diet, or 
exploration.26

 

  They could all be “myth and demystification” courses, teaching scholarly 
methods by emphasizing the gaps between popular conceptions and critical knowledge.   
But by bringing the two approaches together on one subject and in one classroom, they 
would also emphasize the limits of particular disciplinary approaches.  Our consultations 
have elicited cautious interest in such a proposal, with concerns ranging from resources 
(how can one even imagine mounting such a course given the present constraints?  or 
wouldn’t the resources devoted to this detract from disciplinary content we already lack 
the time and resources to cover?) to timing (wouldn’t it be better to teach such a course in 
year 2, once students have had time to learn about some disciplines through their first-
year intros?).   

In fact, our more recent recommendation for a first-year experience in academic literacy, 
for example UNIV 100 in Arts&Science, should provide an excellent opportunity for 
interdisciplinary work. 
 

                                                 
26 The DET specifically recommends a “pilot interdisciplinary course addressing equity, diversity, and 
social justice issues” (DET, “Engagement with Academic Planning: Curriculum and Research,” n.d. [ca 
winter 2011], p. 1).  Religious Studies suggests:  “The University should think about adopting team-taught, 
theme-based courses for the first-year experience (maximum 25 students per course)” (Religious Studies, 
Response to Where Next?, p. 3). 
 



Queen’s University Academic Plan 2011.   1 
Pillar III: Reaching Beyond: Globalism, Diversity, and Inclusion at Queen’s  

III: Reaching Beyond: Globalism, Diversity, and Inclusion at Queen’s 

1. Goals and Commitments 
 
As a research-intensive university with strong undergraduate and graduate programs and 
professional schools, Queen’s has a responsibility to provide learning and research 
programs that contribute to education for life in a global society.  And for more than a 
decade, it has promoted this ideal with slogans such as “preparing leaders and citizens for 
a global society.”1 To be prepared for our global society students must be aware both of 
their rights as individuals and of their collective responsibilities.  A Queen’s education 
should impart to students an understanding of their place in a culturally, economically, 
and politically ever-changing world and empower them to participate in it in an informed 
and responsible manner.  It should encourage appreciation of the diversity of cultures 
within Canada and the rest of the world, and foster respect for Indigenous Nations’ 
knowledge, languages, and cultures. To be able to participate internationally, students 
need to develop local-mindedness first. They need to understand how Aboriginal people 
lived in Canada before the settlers arrived. They need to work outwards from there, 
through the history of settler-Aboriginal interaction, which has shaped this nation, and on 
into Canada's contribution to and place in the wider world.2

 
 

At this moment in history, Canadian universities and colleges have a tremendous 
opportunity to prove themselves as true global leaders by providing First Nations, Métis, 
and Inuit students with improved access to post-secondary education.  As outgoing 
Auditor General Sheila Fraser observes in her June 2011 Status Report,3 the living 
conditions on First Nation reserves continue to worsen, and the gap between First Nations 
access to post-secondary education and that of other segments of the population continues 
to grow. While one of five Canadians has a post-secondary degree, only one in thirty-
three Aboriginal people do.4 Aboriginal peoples are also the fastest growing segment of 
the Canadian population, an only partially realized potential in the work force.  Post-
secondary institutions across Canada have come to realize that improving access to 
education for Aboriginal youth and promoting retention of those who have already 
entered the system is not only a legal,5

 

 moral, and professional responsibility, but an 
economic imperative. Relatively modest investments in Aboriginal education today will 
save millions of dollars in the future.  

                                                 
1 The quoted phrase appears, for example, on the Dean of Arts and Science’s letterhead.  SCAD’s “Report 
on Principles and Priorities,” approved by Senate in January 1996, states:  “By gaining a global perspective, 
Queen's graduates will obtain the skills and cultural understanding needed to thrive in the international 
environment.”   
2 As suggested by Vice-Principal (Finance and Administration) Caroline Davis in her response to this draft. 
3 See http://www.oag-bvg.gc.ca/internet/English/parl_oag_201106_04_e_35372.html#hd3a 
4 This observation was made by Roberta Jamieson, President and CEO, National Aboriginal Achievement 
Foundation (NAAF) in her 13 June presentation at the Queen’s University Conference on Indigenous 
Issues in Post-Secondary Education: Best Practices.”  
5 The United Nations Declaration on the Rights of Indigenous Peoples, particularly its preamble and 
articles 13, 14, and 15 should be used as a reference guide. 

https://webmail.queensu.ca/attach/Macintosh%20HD:/(http/--www.queensu.ca-secretariat-senate-policies-princpri-index.html
https://webmail.queensu.ca/attach/Macintosh%20HD:/(http/--www.queensu.ca-secretariat-senate-policies-princpri-index.html
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In Where Next? Principal Woolf envisions Energy and Environment, Global Human 
Health, and International Development among “possible institutional priorities” for 
Queen’s (16).  As he proposes, “committing our students and Queen’s to making the 
world a better place will help boost our global profile.”  The APTF recommends that 
Queen’s recognize the central role that research and teaching in the arts and humanities 
have in making sense of human experience. Humanities research, with its historical, 
interpretive, and analytical methods, poses questions about common assumptions, 
uncovers new meanings, and finds new ways to understand human interactions, and these 
functions are essential in developing a spirit of equal partnership. Inquiry practiced in the 
humanities helps us to understand the past, and in turn, to prepare for the future.6

 

 The 
University needs also to ensure that science and professional students understand the 
social implications of their work in a global world and that arts and humanities students 
have the basics in science and numeracy to understand and make responsible use of 
technology and global natural resources and environments. Aboriginal people will have 
an important role to play in all these areas. 

In their transition to an inclusive academy that strives for inclusive excellence, most post-
secondary institutions struggle with the phenomenon of “islands of innovations with too 
little influence on institutional structures”:  
 

“Although we know meaningful engagement with diversity benefits students 
educationally, little has been done to create a comprehensive framework for 
excellence that incorporates diversity at its core. Similarly, new research about 
how to help diverse and differentially prepared students succeed has not yet 
provoked widespread change across higher education. And diversity is not 
typically a focus at any level in ‘quality improvement’ efforts. As a result, 
education leaders routinely work on diversity initiatives within one committee on 
campus and work on strengthening the quality of the educational experience 
within another. This disconnect serves students – and all of education – poorly”.7

 
 

In their Response to “Where Next?,” the Human Rights and Equity Offices emphasize the 
importance of diversity and equality: “Unless we understand the role that diversity of 
perspectives, interests, abilities and worldviews play in shaping the world and the fabric 
of Canadian and global society, and unless we embrace this role within our enterprise, we 
will not be able to achieve the stated goal of being the best among global players no 

                                                 
6 In its Response to “Where Next?,” the Department of Spanish and Italian, for example, expresses its 
concern about the apparent marginalization of the Humanities in this document: “We find it worrisome that 
in the 'Where Next' document under the title 'Some Possible Institutional Priorities' nowhere is there any 
mention of the Humanities. Although the Principal states that this is only a starting point, we find that the 
omission of any reference to the Humanities may be an indication of where the Humanities stand in the 
overall discussion. One should also note that the Humanities at Queen's have been and continue to be one 
of the university's major strengths and that most departments in the Humanities have, for some time now, 
engaged in interdisciplinary studies and have begun key innovative processes," p.4.   
7 Making Excellence Inclusive: Preparing Students and Campuses for an Era of Greater Expectations: 
Toward a Model of Inclusive Excellence and Change in Postsecondary Institutions. Damon A. Williams et 
al. Association of American Colleges and Universities (AACU), 2005: vii.  
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matter what the financial or political conditions of the day are.”8  The Human Rights and 
Equity Offices are uniquely positioned to assist the University in the development of 
processes to ensure that academic planning provides the impetus for enhancing equity 
and inclusion. The APTF endorses their recommendation for an expanded definition of 
“communities,” “taking into account Aboriginal and First Nations communities, 
international communities, and the equity-seeking group members of Canadian society.” 9

 

 
Diversity cuts across many lines: race, gender, ethnicity, language, religion, (dis)ability, 
marital status, income, education, and sexual orientation, among others. 

2. Internationalization and “Internationalization at Home”10

 
 

Principal Woolf points to some of Queen’s existing international activities and resources, 
including the Bader International Studies Centre (BISC) at Herstmonceux Castle and 
international programs in Business, Law, and Global Development Studies.11  As the 
APTF has learned from the individual unit responses to “Where Next?,” there is not a 
single academic unit on campus that does not already engage in internationalization 
through individual faculty members’ research, research collaborations, student and/or 
faculty exchanges, and international programs. To cite just a few examples: the School of 
Urban and Regional Planning has an enviable track-record in [its] China projects and its 
Ambassadors’ Forum.  SURP also has an active student exchange program with Fudan 
University. The School is the "implementing agent" of the Memorandum of 
Understanding between the University and the Ministry of Land and Resources, China.12 
SURP also developed a new course module on “Planning for Multiculturalism” in 
2008/09. DEVS (with administrative assistance from the IPO and support from faculty 
members in History) has a successful “Semester in Shanghai” program, which sends up 
to fifteen Queen's students to Fudan University for a full fall term each year. More 
recently established, a multiple-year partnership between Queen’s DEVS and the 
University of Cape Town provides internships with non-governmental organizations or 
community-based organizations for up to five undergraduate and two master’s students 
from Queen’s each year.13

                                                 
8 The Human Rights and Equity Offices Response to “Where Next?”, p 1. 

 One of the History Department’s areas of strengths is World 

9 The Human Rights and Equity Offices Response to “Where Next?,” pp. 1-2.  
10 In his Response to “Where Next?” Wayne Myles, Director of QUIC, promotes what he refers to as 
“Internationalization at Home.” Myles explains that the term was first used by Bengt Nilsson of Lund 
University in Sweden in his paper “Internationalisation at Home – Theory and Praxis” [16 February 2010], 
p. 2. 
11 See “Where Next?” p. 13, “Reaching beyond Kingston.”  
12 See School of Urban and Regional Planning Response to “Where Next?.” Since 1996, SURP has been 
training eight groups with more than 180 trainees from different government tiers of the Chinese land 
administrative sector. SURP is also working to develop an “International Development Project Course” to 
SURP students.  The course will include international travel for two weeks most likely to India or to China, 
where students will study local urban problems and propose planning solutions for the same.  It will be 
offered in collaboration with a local urban planning program.  Fudan University in China and CEPT 
University in India are potential host institutions.  
13 In addition, four UCT graduate students over four years will spend a term at Queen’s for independent 
study, curriculum development, and internship work. The partnership has received the support of the 
Students for Development program that is funded by the Canadian International Development Agency and 
managed by AUCC.  
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History. To quote from the department’s Response to “Where Next?”:  “with the overhaul 
of HIST 122 and the creation of a combined grad/undergrad methodology seminar, 
World History has come into its own as a distinct field with a highly interdisciplinary 
approach that attracts students from Development Studies, Politics, Gender Studies, 
Sociology, Economics, and elsewhere.”14 In its Response to “Where Next?,” the School 
of Medicine draws attention to the contributions of the Department of Family Medicine 
in Bosnia, funded first by CIDA, most recently by the World Bank, which have led to a 
comprehensive re-organization of that country’s health care system and the creation of 
multiple training sites for family physicians under the guidance of Queen’s University. 
The Department of Family Medicine also has Initiatives in Tanzania (concerning 
HIV/AIDS) and in Afghanistan. A decision has recently been made to establish within 
the School of Medicine an Office for Global Health.15

 

 The very successful Queen's/Cuba 
exchange, which brings annually 35 Queen's students to the University of Havana and a 
Cuban scholar to Queen's, could serve as a model for student and faculty exchanges. 
DEVS 305 "Cuban Culture and Society," which has been running for four years, is an 
example of interdisciplinarity and faculty cooperation to be emulated. Four departments, 
Film and Media Studies, Global Development Studies, the Department of Languages, 
Literatures and Cultures, and Sociology, cooperate in facilitating this course. 

Other strengths in internationalization include Queen’s founding membership in the 
Matariki Network of Universities (MNU), which brings together seven international 
universities to develop both teaching and research collaborations.  In January 2011, 
Queen’s signed an agreement with Blyth Education to pilot a Queen’s-Blyth International 
Studies Program to offer undergraduate spring-summer courses in six international 
venues. 16

 

  Internationalization is supported at Queen’s by the Office of the Vice-Provost 
(International), the Queen’s University International Centre (QUIC), the Faculty of Arts 
and Science International Programs Office (IPO), the School of Business Centre for 
International Management, and other international offices on campus.   

In the past few years, internationalization at Queen’s has made headway with increases in 
international student exchanges, international work-and-study opportunities, international 
research collaborations, and international enrolments in the graduate and professional 
schools.  As of January 2011, “International student enrolment in the STEM disciplines at 
Queen’s ranges between 15% and 60% of years 1-2 Masters and years 1-4 PhD.  The 
School of Graduate Studies (SGS) has signed agreements with the governments of Egypt 
and China in an effort to gain access to highly qualified students who are funded by their 
respective governments for study abroad.”17

                                                 
14 Response to “Where Next?,” p. 3. 

 The preliminary report for “Enrolment 

15 School of Medicine Response to “Where Next?,” p. 8. 
16 Patrick O’Neill, “Queen's-Blyth International Studies Program: Background,” 30 Jan. 2011, as sent to 
Department Heads in February 2011. “The potential for revenue generation” figures largely in the rationale 
for this project; it is of course important that such ventures and the participation of Queen’s students in 
them be subject to rigorous academic supervision and review.  
17 Queen’s Enrolment Planning Task Force, “Enrolment Planning 2010-20: Preliminary Report” (Jan. 19, 
2011), p. 4.  The corresponding figures given in SCAD’s “Enrolment Plan 2010/2011 – 2011/2012” 
(http://www.queensu.ca/secretariat/senate/agendasminutes/032510/SCADRpt.pdf ), less than a year earlier, 
are “between 15 and 35%,” p. 3. 

http://www.matarikinetwork.com/
http://www.blytheducation.com/
http://www.queensu.ca/secretariat/senate/agendasminutes/032510/SCADRpt.pdf
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Planning 2010-20” also states a general commitment to “enhanc[ing] the geographic and 
cultural diversity of the student population” (2). Moreover, Principal Woolf suggests that 
international activities at Queen’s “would profit from further focus” and recommends that  

“we […] pick some strategic international markets and direct our energies there--
not, again, to the exclusion of all others, but with preferential activity. India and 
China are obvious foci, both emerging economic powerhouses. Other countries in 
South America, Africa and Asia should also be considered. We should build on 
the initiatives already in place in these parts of the world, such as the Faculty of 
Education’s links in Chile, and Global Development Studies’ connections in 
Southern Africa.”18

In his Response to “Where Next?,” Vice-Provost (International) John Dixon suggests 
further that Queen’s “establish a periodic process to identify global regions in which 
Queen’s will focus its resources and activities (such as recruiting, partnering), 
recognizing that we can’t be active and effective everywhere” (4-5). He highlights the 
success of the recently established China Liaison Office in Shanghai, “the mandate of 
which is to raise our profile, support our academic and research activities and linkages, 
and facilitate student recruitment in China” (2), and he suggests that Queen’s open a 
second Liaison Office in another region of focus (8).  

  

Queen’s Library is also well positioned to support internationalization and diversity.19

QBridge
  It 

provides research classes for students in , the 10-week university pilot program 
that provides academic English training to students who have been conditionally accepted 
into undergraduate programs at Queen’s. The Library’s support is essential to the success 
of many international students who have had limited opportunities to develop their 
research skills.  The Library is also a recognized leader in providing services to students 
with disabilities through its Adaptive Technology Centre.  It has appointed specialists in 
diversity and internationalization, as well as in Aboriginal Studies.  
 
Wayne Myles, Director of the Queen’s International Centre (QUIC) observes in his 
Response to “Where Next?” that “Queen’s is still […] functioning at the basic level of 
internationalization in which the institution focuses […] on increasing numbers of 
linkages abroad and attracting […] international students. There is much more that can 
and should be done” (2).  QUIC proposes that Queen’s consider Bengt Nilsson’s concept 
of “internationalization at home,” including “a curriculum rich in international and 
domestic content, and vehicles for the development of intercultural communication 
competencies (including but not limited to language).” “By improving the intercultural 
dimension of the Queen's campus proper,” this Response advises, “we are not only 
providing a better educational environment to the wider student body but also improving 
the reputation of Queen's and Kingston as an international education destination worthy 
of consideration” (3). These suggestions, along with those made by Principal Woolf and 
John Dixon regarding strategic international markets have important implications for the 
teaching and learning of foreign languages and the strategic hiring of faculty and staff.  

                                                 
18 “Where Next?,” p. 13. 
19 Queen’s University Library Response to “Imagining the Future: Toward an Academic Plan for Queen’s 
University.” 

http://www.queensu.ca/qsoe/news/archives/2010/qbridge.html
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Myles refers to “deepening the cultural sensitivity of the university community” as a first 
important step toward creating “genuine international ethos” on campus. 20 Moreover, he 
suggests that Queen’s strike a better balance between international activities abroad and 
those at home. As he observes, “the stronger Internationalization at Home at Queen’s 
becomes, the more successful we will be with regard to international partnerships, 
exchange agreements, and research collaborations.”21

 

 According to Myles, 
internationalization at home will require: 

 opportunities for faculty and staff development 
 resource development to deliver international education 
 a curriculum rich in international and domestic content 
 vehicles for the development of intercultural communication competencies 

(including but not limited to language).22

 
 

QUIC is well positioned to play a central role in the process of Internationalization at 
Home, for it already provides community-building programs for newly arrived students 
and offers intercultural training programs in cooperation with Human Resources and the 
Centre for Teaching and Learning.  Several steps have already been taken to improve 
cross-cultural communication and global-mindedness on campus.  QUIC has launched a 
new intercultural training program to improve the way QUIC staff members support and 
interact with incoming international students and with domestic students planning to 
study abroad.23  To enhance students’ development of intercultural competencies, John 
Dixon recommends implementing a “Global Citizen Certificate Program” for 
undergraduate students, “perhaps modeled on the ‘Victoria International Leadership 
Program’ [VILP] at Victoria University of Wellington, NZ” (8).24

 
  

                                                 
20 He quotes Maurice Harari:  “In short, what creates a genuine international ethos on campus relates in part 
to the curriculum and calls for the sustained attention of the faculty to the truly international content of their 
disciplines in particular, and the curriculum in general” (“Internationalization of Higher Education: 
Effecting Institutional Change in the Curriculum and Campus”). Wayne Myles, Response to “Where 
Next?” [16 February 2010], p. 4. 
21 QUIC Response to “Where Next?” [16 February 2010], p. 3. 
22 QUIC Response to “Where Next?” [16 February 2010], p. 3.  
23 Its new online pre-departure training for outbound Queen’s students includes six modules on intercultural 
competence. Incoming international students can take part in orientation programs, socio-cultural 
competency training, and sessions that focus on cultural transition. See QUIC web site and “Intercultural 
training improves international experience for staff and students,” QNC, 22 Mar. 2011. 
24 See John Dixon’s Response to “Where Next?” The first program of its kind, the VILP was launched in 
October 2008. It is an academically “oriented extra-curricular program” of seminars, speaker events, and 
experiential activities relevant to the themes of international leadership, cross-cultural communication, 
global connectedness, and sustainability.  See http://www.victoria.ac.nz/home/vilp/ 

http://quic.queensu.ca/training/
http://quic.queensu.ca/
http://www.queensu.ca/news/articles/intercultural-training-improves-international-experience-staff-and-students
http://www.queensu.ca/news/articles/intercultural-training-improves-international-experience-staff-and-students
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3. International Exchanges and the Role of Visa Students  
 
The AUCC’s 2007 publication Trends in higher education – Volume 1: Enrolment states   
that “the number of visa students on Canadian campuses has grown rapidly to 
approximately 70,000 full-time and 13,000 part-time visa students (17).25 China has been 
the leading country of origin, followed by the United States, France, India, South Korea, 
Iran, Japan, Hong Kong, Mexico, and Pakistan.26

 
  

As the AUCC notes, “the internationalization of the curriculum makes the teaching 
process more relevant for international students on campus and provides an avenue for 
Canadian students to develop global perspectives and skills at home” (16). It also 
observes that among the challenges in this process is “academic recognition of students’ 
international and intercultural experience.”27 Limited interaction between domestic and 
international students is another major obstacle. Incoming international exchange 
students commonly experience some difficulty engaging with Queen’s students.  Queen’s 
needs to enhance their integration, e.g., by opening residences, by introducing buddy 
systems, by making more courses available to them, and by embedding students’ 
international experience in academic programs. Students also have an important role to 
play in facilitating international learning for the campus community. At the University of 
Prince Edward Island, for example, a Global Citizenship Day, featuring films and 
presentations, helps international and domestic students to connect.28

 
 

Queen’s community members involved with international student exchange programs  
agree that exchanges, however valuable, are not sufficient in themselves to educate 
students in global-mindedness and impart intercultural competence.29 The following 
caveats have been voiced: exchange programs are cost and labour-intensive; a relatively 
small number of Arts and Science students is able to participate in international 
exchanges;30

 

 and Queen’s students going out on exchanges need to be better prepared. 
Surveys have shown that students often struggle adjusting to new cultures. Moreover, the 
university needs to optimize learning experiences that students gain from international 
exchanges by preparing them more adequately for their time abroad and by making 
debriefing/reflection seminars mandatory upon their return. 

 
                                                 
25 “Canadian Universities and International Student Mobility” [August 2007], p. 5 
26 “Canadian Universities and International Student Mobility” [August 2007], p. 5 
27 “Internationalization of the Curriculum: A Practical Guide to Support Canadian Universities’ Efforts,” 
[March 2009], p. 16. 
28 P. 17. 
29 Marc Epprecht, Acting Head of Global Development Studies, Jenny Corlett, Manager of IPO, and Ben 
Whitney, Associate Director of the School of Business Centre for International Management, at the APTF 
Town Hall on “Global Citizenship,” 29 March 2011. 
30 The School of Business has a participation rate of 80% in its one-term exchanges with approximately 90 
partner universities. In 2010/11 the FAS participation rate in exchange programs alone was about 7%.  If 
one were to include other study abroad programs like the BISC, department program and independent study 
abroad, the participation rate is more like 14%. 
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4. Gender and Education 
Carole Leathwood reminds us that “the historical and contemporary contexts of the post-
secondary education sector are characterized by gendered patterns of access, participation 
and outcomes” (166).31

  In recent decades, feminism and gender theory have made major contributions to 
the development of educational theory and to broader social theory. These studies as well 
as methodological insights developed in gender research need to be considered in 
curriculum development. In the same way as it is necessary to avoid seeing gender 
identities as fixed and treat girls/women as a homogenous group, pedagogical and 
methodological approaches need to be pluralized. Also, the University needs to strive for 
adequate representation of research on gender issues and women and monitor how 
“gender-research questions and data are framed, collected, and reported” (Marshall 74).

 According to the Queen’s University student headcount from 
November 2010, as posted on the Equity Office website, women undergraduate students 
outnumber men students significantly.  Of the total of 20,079 undergraduate students 
12,227 self-identified as female and 7,852 as male. The figures for graduate students are 
more balanced: out of 3,949 graduate students 1,927 self-identified as female and 2,022 
as male.  In terms of women’s access to higher education, these numbers are 
encouraging. However, while women students are well represented in some disciplines 
such as Cultural Studies, English, French, Gender Studies, and modern languages and 
literatures, they are underrepresented in Computer Science, Engineering, the sciences and 
even some of the social sciences. The reasons for this imbalance are complex. One of the 
most relevant questions is whether Canadian schools and universities need to do a better 
job of engaging girls in science and of creating the environment and conditions that 
would make the traditionally male-dominated disciplines equally as accessible and 
attractive for female students as any other discipline. As Leathwood points out, “attention 
to the different formations and patterns of gender inequity in different local, national and 
international contexts, as mediated by ‘race’/ethnicity, social class and other markers of 
difference, is important” (166). Furthermore, the notion that gender inequality has been 
dealt with in the West could desensitize faculty and staff to gender inequality and 
compounded inequalities at the intersections of race and gender, class and gender, 
disability and gender, age and gender, among others. These inequalities will become 
more prominent with increasing student mobility, growing diversity on campus, and 
globalization in general. 

32 
A gender-sensitive approach is also required in student assessment and performance 
indicators because of the “complex relationship between assessment, learning, mind, and 
gender” (Elwood 275).33

                                                 
31 Carole Leathwood, “Gender Equity in Post-Secondary Education.” The SAGE Handbook of Gender and 
Education. Eds. Christine Skelton et al. London: SAGE Publications, 2006. 167-78 

 As Jannette Elwood argues, debates over formative assessment 
and metrics often ignore “the interaction of these different modes of assessment practice 
with gender and thus how they affect” female and male students’ performances (262). 
These are just some considerations on a very complex issue, which cannot be dealt with 
here in depth, but which will require further attention.  

32 See Catherine Marshall and Michelle D. Young, “Gender and Methodology.” The SAGE Handbook of 
Gender and Education. Eds. Christine Skelton et al. London: SAGE Publications, 2006. 63-78. 
33 Jannette Elwood, “Gender Issues in Testing and Assessment.” The SAGE Handbook of Gender and 
Education. Eds. Christine Skelton et al. London: SAGE Publications, 2006. 262-78. 
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5. Diversity of Curricula and Inclusiveness of Community 
 
While Queen’s already has a strong program of international mobility and has recently 
succeeded in increasing the numbers of international students on campus and of linkages 
abroad, the APTF has been advised by the Queen’s community that student mobility and 
international collaboration are not the only ways in which Queen’s must engage a 
changing world. Although internationalization enhances diversity of ethnicity and race, 
we need to keep in mind that Canada and the Queen’s community are already multi-racial 
and multi-ethnic and are composed of other minorities as well. As the Senate Educational 
Equity Committee (SEEC) emphasizes in its response to Where Next?:  “while 
cosmopolitan internationalization adds a component to the diversity of an educational 
setting, it should not be conceived as displacing the importance of achieving equity and 
diversity in a domestic context.”34  Queen’s must provide students with the educational 
tools to engage meaningfully and responsibly with an increasingly diverse society and 
globally integrated world.  To quote again from the SEEC Response: “If international 
partnerships are to be meaningful and students to be prepared for international 
experience, they must be informed by an educated appreciation and knowledge of other 
languages, histories, cultures and their contributions to a shared modernity and humanity 
that allows our students to learn from others as well as to teach or assist.”  Global-
mindedness is not just a prerequisite for meaningful internationalization; it is also its 
objective.35

 
  

Anver Saloojee observes, “in times of downsizing and retrenchment it is very easy to lose 
sight of the reality that one of the primary purposes of a post secondary institution is to 
‘serve students’ by providing them with a quality education that meets their needs, and 
prepares them for their roles in public life. [….] If we are expected to ‘serve students’ 
efficiently and effectively, and if we are expected to do ‘more with less’, then it is 
imperative that faculty be prepared when they come into a classroom that comprises 
students from diverse backgrounds, to teach effectively to these diverse learners” (37).36

 
 

In its response to Where Next?, the SEEC recommends that Queen’s define a clear set of 
“core educational competencies” for all undergraduates around the themes of 
“immigration and transnational diasporas; multiculturalism; the interplay of race, 
ethnicity, religion, gender, ability, and class in a changing society and economy; and 
aboriginal and indigenous affairs, history, culture, and experience.”37

                                                 
34 “Senate Educational Equity Committee Response to Principal Woolf’s ‘Where next?: toward a 
University Academic Plan’” [21 April 2010], p. 2. 

 Some departments 

35  Sabine Schuerholz-Lehr, “Teaching for Global Literacy in Higher Education: How Prepared Are the 
Educators? Journal of Studies in International Education 11.2 (2007):180-204. 
36 “Creating Inclusive Learning Environments.” Creating Inclusive Post-Secondary Learning 
Environments: A Resource Funded by: The Post-Secondary Anti-Harassment and Discrimination Project 
Coordination Committee under the Auspices of the Ontario Council of Regents and the Ontario Council on 
University Affairs. Eds. Gail Benick and Anver Saloojee. Toronto, 1996. 37-52. 
37 In a subsequent submission to the APTF, the Diversity and Equity Task Force (DET) proposes, more 
specifically:  “In addition to the UUDLEs [. . . .]  Queen’s has an opportunity, perhaps emerging from the 
Academic Planning Exercise, to articulate its own, more ambitious and specific QUUDLEs as [a] 
component of an articulated educational mission.  The DET proposes two QUUDLEs: A meaningful 
understanding and experience of 1) social identity, difference, and justice[;] 2)  global, non-western 
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have already integrated these themes into their curricula. The Department of Political 
Studies, for example, has made its program inclusive, not only of fields, but of 
approaches to the discipline. To quote from the department’s Response to “Where 
Next?”: “We teach subjects on most regions around the world, including North America, 
the Middle East, Europe, Africa, Latin America (but lack capacity in Asian politics 
because the University has not replaced a resignation who specialized in Chinese 
Politics). [….] We have also developed an undergraduate course on multiculturalism.”38

The development of an “Indigenous Policy and Governance Initiative” by the School of 
Policy Studies in partnership with the First Nations Technical Institute (FNTI) is an 
important curricular innovation.

  

39

 
  

Although individual departments, programs, and schools have diversified their curricula 
and enhanced inclusivity, during our consultation with the Queen’s community at large 
and with specific groups and experts, including representatives of the Aboriginal 
community and the Director of the Diversity & Equity Task Force, has reminded the 
APTF that Queen’s curricula continue to under-represent Africa, South Asia, East Asia, 
the Middle East/Islamic World, and Latin America. While the APTF agrees that this 
imbalance should be redressed, adequate representation of Indigenous issues in curricula 
across campus needs to be a major objective. The university must take meaningful steps 
to catch up with rapid developments in the non-European world. It also needs to raise 
consciousness of Indigenous issues across Canada and abroad. Approval of a proposed 
Minor in China Studies40 and in Muslim Societies41 respectively would take the 
university a step further in accomplishing this goal. These two Minors would draw on 
existing course offerings and faculty expertise and could, for example, be administered 
by Cultural Studies, Gender Studies, Global Development Studies, or the Department of 
Languages, Literatures and Cultures. A proposed Aboriginal Studies Certificate, drawing 
on courses with Aboriginal content offered by Art History, English, Gender Studies, 
Geography, Global Development Studies, Health Sciences, History, Law, Music, 
Political Science, Religious Studies, and Sociology,42 could pave the way for a full-
fledged Program in Aboriginal Studies, “built from collaborative vision”.43

As Saloojee explains, a pro-diversity approach to teaching and learning goes beyond 
curriculum. It is an approach that: 

 

 “Requires the transformation of the way in which educators conceive of teaching 
and learning; 

 Seeks to make educators pro-diversity partners with students in the teaching and 
learning endeavour; 

                                                                                                                                                 
cultures” (DET, “Engagement with Academic Planning: Curriculum and Research”).  The APTF endorses 
this suggestion and will seek to incorporate it in our recommendations. 
38 Response to “Where Next?,” p.4. 
39 School of Policy Studies Response to “Where Next?,” p. 6. 
40 Submitted by Emily Hill (History) and James Miller (Theological College). 
41 Submitted by Adnan Husain (History) and Ariel Salzmann (History). 
42 The Proposal was submitted to the Four Directions Aboriginal Student Centre and the APTF by Shauna 
Shiels, PhD student in Cultural Studies, in June 2011. 
43 See Aboriginal Council of Queen’s University Vision gathering Process document, p. 29. 

http://www.queensu.ca/vpac/det.html
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 Is about the development of a culture of teaching and learning that truly 
appreciates diversity, and values and legitimates the contributions made by 
diverse learners; 

 Is about changing the culture of teaching and learning, such that students are 
empowered to take greater control over their learning objectives, and educators 
divest themselves of the notion that they are education banks where students 
make education withdrawals; and 

 Is equally applicable in all courses regardless of discipline, because it is 
fundamentally about respect for and valuing students, such that they can learn 
and make contributions in an educational environment that acknowledges and 
legitimates their existence, and takes them seriously as partners in the teaching 
and learning project.”44

In addition to developing inclusive teaching and learning environments, education equity 
requires strategies to increase access and on strategies to make the campus environment 
safe and hospitable.

 

45

 

  

6. Indigenization46

 
 of Curricula and the Institution  

Aboriginal concerns are currently underrepresented at Canadian universities. To become 
a national and global leader, Queen’s needs to enter into an equal partnership with the 
Aboriginal Community, recognize Aboriginal history, culture, and ways of knowing as 
educational core competencies for all students, and make Queen’s a welcoming place 
where “Indigenous values and knowledge are respected” (2). This is a key opportunity for 
Queen’s. With the exception of the University of Toronto, which focuses on urban issues, 
few research-intensive universities in Ontario are key players in Aboriginal education.47

 
 

                                                 
44 Saloojee, p. 37. 
45 Saloojee, p. 39. 
46 Kiera Ladner, Dwayne Donald, Andrea Bear Nicholas, and D’Arcy Vermette cautioned their audience 
against using the term as reflective of yet another “fad” in higher education. The term indigenization and 
the desired transformative process that it encompasses have to be used and facilitated carefully. The 
panelists called for holistic approaches based on decolonization processes, i.e., Canadian institutions need 
to address their colonial roots, and the co-optation of attempts at indigenization by colonial agendas needs 
to be avoided. “Indigenous Knowledge and Indigenizing the Academy,” Congress of the Humanities and 
Social Sciences, Fredericton, NB, 31 May 2011.    
47 Aboriginal Council’s Response to “Where Next?” [15 April 2010], p. 6. It should, however, be noted that 
two of the other three research intensive Ontario universities, McMaster and Western, are ahead of Queen’s 
in establishing themselves in this area. The Indigenous Studies Program at McMaster offers a three-year 
Combined Bachelor of Arts Degree in Indigenous Studies and another subject. Students have the choice of 
combining Indigenous Studies with a subject area from either Humanities or Social Sciences. The First 
Nations Studies program at the University of Western Ontario is an interdisciplinary program based in the 
Faculty of Social Science.  The program crosses traditional disciplinary boundaries to explore the role of 
First Nations peoples in Canadian society, with special emphasis on the Hodenosaunee and Anishnabwe 
traditions of southwestern Ontario.  
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As Linc Kesler, Director of the First Nations Studies Program at UBC, suggests: “A 
curricular centre in a program or department that directly and specifically addresses 
Aboriginal issues gives Aboriginal students and others the opportunity for advanced 
study and also drives curricular development in other areas.”48 UBC’s program offers a 
major and minor with a disciplinary and interdisciplinary research core emphasizing 
strategic approaches to Aboriginal issues.49

 
 Kesler observes,  

Aboriginal concerns need to be accurately represented in many curricular areas. 
Canadian history, for example, must include a fundamental engagement with 
Aboriginal history, and a sociology course on Canadian society must be able to 
address Aboriginal topics in a way that is neither objectifying nor dismissive. Due 
to the failure of many K-12 systems to provide a curricular foundation on 
Aboriginal topics, students typically lack information that would allow a post-
secondary level engagement even with basic issues. The Indigenous Foundations 
project developed at UBC is one way to address this deficit.50

 
   

A first-year course with Aboriginal content, taught by elders, knowledge keepers, and 
other members of the community, could be offered as a credit or a non-credit course. The 
Aboriginal Teacher Education Program (ATEP) of Queen's Faculty of Education, which 
offers several unique program tracks, provides opportunities for candidates to specialize 
in Aboriginal education and could serve as a model for programs elsewhere.  
 
As the Aboriginal Council recommends in its Response to Where Next?, Queen’s should  
acknowledge that it is situated on Anishnabe and Haudenosaunee territories by 
integrating Aboriginal traditions and practices into all of Queen’s ceremonies such as 
graduations and Orientation Week.  To achieve “the common goals of both the 
Aboriginal Council and Queen’s,” the Council also recommends that  
 

a holistic approach [be] taken to developing academic programs, providing 
Aboriginal mentors and support services, strengthening research opportunities, 
and building community relationships. Efforts need to be made to ensure that the 
strategies taken toward a common vision are not piecemeal, but are coordinated 
and complementary. Such an approach can only be achieved by Queen’s in the 
presence of an equal partnership with the Aboriginal Council whose collective 
responsibility is to provide guidance and leadership on behalf of the Aboriginal 
community.51

 
  

The APTF endorses the Aboriginal Council’s recommendation that Queen’s “implement 
long-range plans to ensure that [current Aboriginal] programs can be operated 
indefinitely from Queen’s base budget.”52

                                                 
48 Linc Kesler, “Curriculum Development and Retention,” presented at “Indigenous Issues in Post-
Secondary Education: Building on Best Practices,” 12-14 June 2011.  

 

49 For more information see fnsp.arts.ubc.ca 
50 Linc Kesler, “Curriculum Development and Retention.” For more information see 
indigenousfoundations.arts.ubc.ca 
51 The Aboriginal Council’s “Response to Principal’s Vision Statement.” [15 April 2010], p. 2. 
52 The Aboriginal Council’s “Response to Principal’s Vision Statement.” [15 April 2010], p. 5. 
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7. The Role of Aboriginal Students, Faculty, and Staff  
 
To integrate Indigenous knowledge meaningfully, Queen’s needs to promote the 
recruitment and retention of Aboriginal students and to examine ways to increase their 
participation in degree programs and activities across campus. The institutional 
obligation to ensure access to Aboriginal students to higher education is rooted in 
Canadian settler-Aboriginal history and relationship and thus differs fundamentally from 
its responsibilities for other equity seeking groups in Canada. Queen’s must increase the 
numbers of First Nations, Inuit, and Métis undergraduate, graduate, and professional 
students enrolling in and completing degree programs. Aboriginal graduate students serve 
as role models, mentors, and ambassadors.53 Supporting Aboriginal Graduate 
Enhancement (SAGE) has contributed invaluably to strengthening and supporting the 
academic learning experience of Aboriginal post-secondary students. Queen’s must 
create respectful and welcoming learning environments for all students and create 
inclusive curricula infused with Indigenous content and ways of knowing. As Margaret 
Kovach observes, “a focus on graduate programs is critical because it is here that 
Indigenous research frameworks are being honed and practised. The growing critical 
mass of Indigenous graduate students is best positioned to define and sustain Indigenous 
methodologies in the academy. To do so, these scholars require a supportive (or at least 
knowledgeable) mentoring environment” (164).54

 

 To be successful at inclusive 
excellence, Queen’s needs to recruit more Aboriginal faculty and staff and expand its 
services for Aboriginal students. In general, Aboriginal faculty, students, and staff need 
to see themselves reflected in academic planning.  

8. The Role of Modern Language and Aboriginal Language Training 
 
Critical literature on internationalization emphasizes the importance of foreign language 
training.55 Although language training is a valued skill for employment in many sectors, 
at Queen’s the number of language courses offered in German, Italian, and Spanish has 
decreased over recent years.56

                                                 
53 Paul Chaput, MA student in Human Geography. 

 While the Association of Universities and Colleges of 
Canada (AUCC) recommends the introduction of language requirements for university 
entrance and graduation, it is quick to observe that “a university’s local context matters: 

54 See Margaret Kovach, Indigenous Methodologies: Characteristics, Conversations, and Contexts. 
Toronto: U of Toronto P, 2009. 
55 In its Response to “Where Next?,” the Department of History observes: “Queen’s cannot take itself 
seriously as a global university when its language departments are in crisis.  Rudimentary Chinese, 
Japanese, Italian, and Arabic are taught on the most precarious of shoestring budgets, and could disappear 
tomorrow.  Only French, Spanish, and German would be left.  What about Russian? Hindi/Urdu? 
Portuguese? Kiswahili? We annually lose graduate student recruits to schools that provide those languages.  
We fail to place some otherwise brilliant students in top PhD programs because as undergraduates they had 
no way to achieve language competency. Our competitiveness depends on the expansion of teaching in a 
far wider range of world languages,” p. 4. 
 
56 The number of courses offered in Chinese and Japanese has been relatively stable over the years. The 
Jewish Studies Program at Queen’s offers courses in Modern and Biblical Hebrew. 
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what languages it chooses to focus on depends on what is most useful and desirable in its 
own community.”57

 
  

Queen’s has recently introduced Arabic language courses at the 100 and 200 levels 
(Introductory Modern Standard and Intermediate Modern Standard), mainly driven by 
student demand. Considering the suggestions of Principal Woolf and Vice-Provost John 
Dixon for strategic regional focus, language training in Spanish (because of its 
importance for research and teaching in DEVS and other programs on campus) and 
Chinese (for demographic reasons and because of vibrant student exchanges and research 
and exchange activities at Queen’s) should have continuing support at Queen’s. 
Considering the significant number of departments with links to China, more resources 
need to be allocated to the Chinese Language Program. 
 
In recognition of the challenges facing foreign language instruction on Canadian 
campuses, the AUCC suggests the following best practices: 
 

 teach discipline courses in a foreign language 
(HEC Montreal offers a trilingual bachelor of business administration: students 
take an equal number of business courses in each of three languages. Likewise, 
students who learn Chinese in the regular business program learn “business 
Chinese” as opposed to Chinese literature). 
 leverage the languages of the multicultural student body 
 link language learning to study abroad 
 partner with other institutions to teach languages 

(Laval and York send students to each other’s campuses to broaden the array of 
language learning opportunities)58

 
 

Moreover, Queen’s must articulate coherent goals for Aboriginal education with 
traditional cultures and languages as core elements and support Aboriginal communities 
in their attempts to revitalize Aboriginal languages. It needs to recognize the importance 
of teaching Indigenous languages within a coherent program of Indigenous Studies, 
operated as a collaborative, interdisciplinary program.59

 
   

9. Local Globalism  
 
Global citizenship will both foster and be fostered by local citizenship, including 
responsible engagement and equal partnerships with the Queen’s, Kingston, and other 
communities in Ontario and in Canada. At the APTF’s meeting with some members of 
the Aboriginal Council and Community on 25 March 2011, and at the Town Hall on 
“Global Citizenship” on 29 March 2011, we were reminded that the “global” is not 
limited to what is far away.  Frontier College, for example, offers summer placement 

                                                 
57 “Internationalization of the Curriculum: A Practical Guide to Support Canadian Universities’ Efforts,” 
[March 2009], p. 11.  
58 pp. 11-12. 
59 Aboriginal Council of Queen’s University Vision Gathering Process: Sharing Voices for a Shared Vision 
of a Shared Future” [8-9 February 2011], p. 29. 

http://www.frontiercollege.ca/
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opportunities for students to teach English to Mexican and Central American migrant 
farm workers in Ontario. The Tyendinaga Mohawk Territory offers work placement 
opportunities for interested students. In their Response to “Where Next?,” the Human 
Rights and Equity Offices suggest putting more emphasis on Field Studies: “Field 
studies, allows for the integration and application of knowledge. Expanding opportunities 
for field studies will require us to take into account the needs of a diverse society and the 
barriers that may exist in terms of accessing these opportunities. Flexibility could be the 
key in ensuring that increasing the field studies component results in accessibility and 
broadening of the curriculum.”60 It has also been suggested that the university consider a 
community volunteer requirement.61 The Department of Geography has a long-standing 
tradition in innovative community and place-based learning. As a result, “the Department 
has been well-positioned to showcase student engagement in the local community and 
disseminate knowledge well-beyond the academic community for the benefit of a wider 
society.” One of the three major streams of the Department of Geography, community-
based learning and knowledge mobilization, “builds upon the substantive research 
expertise in both vulnerable ecosystems and vulnerable populations.”62 To quote from the 
department’s Response to “Where Next?”: “The Welcoming Communities Initiative 
CURA (Community-University Research Alliance) based in the department works with 
municipal government and service agencies to develop effective practices for the 
successful integration of new immigrants to Kingston. A great benefit of the community-
based and regional approach is that we are increasing our student engagement in local 
projects, allowing the department to act as a conduit between innovative research and 
learning on the Queen’s campus and the communities and ecosystems of Eastern 
Ontario.”63 The Department also “examine[s] the implications of climate change for 
vulnerable populations, in particular Aboriginal peoples in local communities and the 
way in which the social environment created by our educational systems can make such 
societies more or less vulnerable.”64

 

 Through engagements of these kinds, Queen’s 
students could learn much about cultural diversity while strengthening Queen’s 
relationship with its regional communities. 

                                                 
60 Response to “Where Next?,” p. 4. 
61 This suggestion was made by Laura Marchese-Smith at the Town Hall on “Global Citizenship” on 29 
March 2011. 
62 Geography Response to “Where Next?,” p. 2 
63 Geography Response to “Where Next?,” pp.2-3 
64 Geography Response to “Where Next?,” pp.2-3 
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We make the following recommendations,65

  
 which are not listed here in order of priority:  

Development of Equal Partnership with Indigenous and Aboriginal Communities 
 That Queen’s reach out to Aboriginal elementary and high schools, run summer 

camps for Aboriginal students to introduce them to the university environment, 
and establish a transitional access program66

 That Queen’s make a significant and sustained increase in the number of 
Aboriginal students a priority  

  

 That Queen’s take action on establishing an Endowed Research Chair in 
Aboriginal Studies  

 That Queen’s increase the extent and participation of Aboriginal peoples in 
decisions affecting Aboriginal post-secondary education by including Aboriginal 
Council representatives in governance (i.e., representation in Senate and on the 
Board of Trustees), so as to make Aboriginal Council an integral part of the 
Queen’s decision-making structure 

 
Internationalization and Internationalization at Home: 

 That Queen’s consider the QUIC arguments for “internationalization at home” in 
order to improve the intercultural dimension of Queen's campus proper and to 
acknowledge the importance of achieving equity and diversity in a domestic 
context, even if this means temporarily diverting resources from exchanges and 
international partnerships 

 That Queen’s promote the importance of foreign-language learning as both a 
relevant academic and employment skill67

 
  

                                                 
65 Throughout this discussion, we have also made a number of informal  suggestions and pointed to areas 
which deserve additional attention and creative will.  
66 The University of Calgary, for example, has developed the Aboriginal Student Access Program (ASAP) a 
transition year access program for Aboriginal students.  ASAP offers two levels of study with core courses 
at the post-secondary level.  As well, the program offers advising and includes cultural, peer and tutorial 
support.  This is a full-time university program which may qualify for student loans and funding. The 
purpose of ASAP is to provide an alternate access route for Aboriginal students moving from high school 
or upgrading programs to post-secondary degree programs.  The program is designed to give students the 
foundations they need, as well as assisting in the selection of relevant post-secondary option courses for 
each student's target program. See http://www.ucalgary.ca/nativecr/asap 
67 To quote from The Modern Language Association (MLA) statement on the importance of learning 
another language: “It is the obligation of educational institutions to provide all students with opportunities 
to acquire fluency in a second language. Studying a nonnative language gives students the tools to 
appreciate other cultures. It enables students to recognize how languages work and to gain a more 
thoughtful understanding of their native language: by pursuing a second language, students learn how to 
use their first language with greater precision and purpose. In addition, knowledge of a second language 
serves students well in the interconnected world: a second language opens the door to job opportunities in 
the global economy and makes more media accessible, enriching public discussion of current issues. 
Finally, language knowledge is critical to humanistic inquiry into the cultures and histories of the world” 
(http://www.mla.org/) 
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Diversification of Curricula and Inclusiveness of Community: 
 That Queen’s follow the SEEC’s recommendation to define a clear set of “core 

educational competencies” for all undergraduate students around the theme of 
“the interplay of race, ethnicity, religion, gender, ability, and class in a changing 
society and economy” and further that Queen’s investigate ways in which it can 
be ensured that all graduating students have attained these competencies.  

 That Queen’s create a safe and welcoming environment for Aboriginal students, 
include Indigenous history, culture, and ways of knowing in all appropriate 
courses, and use Indigenous methodologies where appropriate  

 That Queen’s offer a first-year course on Aboriginal issues, history, and culture 
for both Aboriginal and non-Aboriginal students 

 That Queen’s develop an Aboriginal Studies Certificate, drawing on courses with 
Aboriginal content that are already being offered in a number of departments. 
This might lead to the development of an Indigenous Studies Program, to be 
operated as a collaborative and interdisciplinary program in partnership with 
Aboriginal communities 

 That Queen’s offer a series of workshops on Aboriginal issues, history, and 
culture for non-Aboriginal faculty and staff  
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Pillar IV Community Health 
 

The first requisite for students to have a successful and fulfilling academic experience is a safe, 
supportive, inclusive, and engaging community. Without an environment that fosters community 
values, students, staff, and faculty will never be able to perform to the best of their abilities, will 
be unable to take proper advantage of available academic experiences, and will not contribute 
their own unique perspectives and innovation to Queen’s. We consider this need under four 
headings: safety, health and support, inclusivity, and women in academe. 
 
Safety 
A university campus should combine the safety of a home with the stimulation of a learning 
community. It should be a space where students always feel safe, whether to study or relax on 
their own, or to interact with others.  It should be a space where ideas, controversial or otherwise, 
can be discussed without fear of censorship or reprisal. This applies to the whole campus, the 
classroom, the residences, and the surrounding areas where students, faculty, and staff interact.  
In the past, Queen’s has taken this message seriously; for example, we point to the blue-light 
program and the AMS walk-home service.  Queen’s must continue in these efforts and strive to 
eliminate all discrimination, violence, and harassment on campus. 
 
Recommendations include: 
 Queen’s should continue to solicit feedback from students, faculty, and staff about how to 

make the campus more safe and welcoming. 
 Queen’s should continue to assess and develop strategies to deal with harassment of all forms 

in all areas on campus. 
 Orientation programming around safety, anti-harassment, and anti-discrimination should be 

expanded  
 
Health & Support 
Queen’s campus must continue to provide the many forms of support, formal and otherwise, that 
students need outside of the classroom. The tragic loss of three students to suicide this year has 
brought this urgent need to the forefront of our entire community’s awareness. The response 
within the Queen’s community has been excellent. Health, Counselling and Disability Services 
(HCDS), has done its very best to ensure that, despite budget constraints, counseling and 
community outreach continue to meet a growing and increasingly complex need. This includes 
working to ensure that counseling wait times are kept low and continuing to find ways to ensure 
that students are aware of and make use of counseling services before problems become severe. 
We must build on this strength. Queen’s should be a place where no one ever loses all hope or 
resorts to extreme actions from a belief that there is no other choice.  Ensuring this requires a 
combination of formal and informal measures.  
 
Formal measures that should be protected and expanded include:  
 Queen’s must ensure that there is strong and well promoted academic support to help students 

get through unusually difficult periods or over tough academic hurdles.  One component of 
this support is departmental: faculty, staff and TAs ensuring that students are supported 
outside the classroom.  A second component is found in the formal, centralized services, 
which include essay writing help at the Writing Centre, study skills at Learning Strategies 
Development, assistance for students with disabilities at the Adaptive Technology Centre and 
research or information assistance at the Library.  We cannot forget that these services not 
only help students achieve academic success, but also help them navigate periods of 
significant stress, anxiety, and self-doubt. 
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 Religion and faith are important elements of the lives of many members of the Queen’s 
community. The support of one’s religious community can be essential in overcoming times 
of stress, struggle, and tragedy. As such, Queen’s should continue to be an institution open to 
all religious faiths and ensure that support and space — such as prayer rooms and places to 
conduct religious meetings — exist for students of all faiths. This will be particularly 
important as Queen’s becomes a more diverse campus. Being proactive in this area could 
make Queen’s a leader and help attract new students and staff. 

 Financial support must continue to match student financial needs to ensure that money 
problems don’t add stress to the learning process. This requires financial aid based on 
academic performance, as well as that based on financial need, as well as emergency 
programs to address unforeseen circumstances. It also means that Queen’s must work to 
ensure that the essentials such as daycare, housing, and health and dental care are affordable. 

 Related to this financial support element, Queen’s must continue in their work, both 
internally and with the Kingston community, to ensure that students have access to affordable 
housing and effective transportation. This will become particularly important as the student 
body grows.1

 Queen’s must provide and promote physical health services that recognize the importance of 
physical health to learning. Again, the approach here must be proactive, encouraging and 
enabling students to take responsibility for their health issues before they become 
impediments to academic success. 

 

 Along the same lines, counseling services must be robust and proactive.  The campus has an 
excellent emergency response service, but apart from that, students should not wait for longer 
than a week to see a counselor.  

 All of this leads to the creation and maintenance, as HCDS has recommended, of a health and 
wellness framework to guide the University and coordinate efforts across health and wellness 
sectors. 

 As recommended by Regional Coroner Roger Skinner in his report following the deaths of 
Cameron Bruce and Habib Khan, Queen’s is reviewing its policy on alcohol in order to 
address the culture around drinking on campus.  Already it has banned alcohol in residence 
during orientation.   

 When planning curricula, departments should ensure that academic demands allow students 
enough time to participate in other activities, and to engage in a holistically healthy lifestyle. 

 
Among more informal measures, Queen’s should encourage new initiatives for educating students 
about physical and mental health issues that may affect them and their peers during their time at 
Queen’s and give them the tools to help themselves and support each other.  
 
While the focus above is on students generally, specific groups, including visible minorities, 
international students, exchange students, faculty, staff, and students who face unique health 
challenges may also require more specific support. 
 
 

                                                                                                                
1 The importance of housing and transportation was raised by undergraduate student Thomas Vaughn at the 
March 10th Under Graduate Experience Town Hall. 
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Diversity, Inclusivity, and Social Justice 
Much work2

 

 has been done in recent years to investigate the ways in which Queen’s culture and 
community has excluded particular groups and individuals. It is essential — as an institution 
devoted to creating responsible global citizens — that Queen’s be a community from which all 
can benefit and to which all can contribute. No member of the Queen’s community should feel 
excluded from the university or alienated on its campus. 

Where Next? emphasizes the importance of creating an inclusive community at Queen’s (p. 6), 
and the work of the Diversity and Equity Task Force, along with the growing number of equity 
committees in departments, societies, and other units on campus have contributed to this goal. 
The Law Equity Committee’s response3

 

 to Imagining the Future argues that Queen’s should 
recognize diversity as a core value. Ensuring that the reality matches this statement of values is 
also essential. 

Where is improvement needed? Queen’s must continue to combat both the perception and the 
reality of a “culture of whiteness” to ensure that all feel included in campus life. Staff from 
Queen’s international exchange offices observed that many international and exchange students at 
Queen’s live geographically and socially apart from other Queen’s students.4 Queen’s also needs 
to improve accessibility for students, faculty, and staff with disabilities. The SGPS Equity 
Committee pointed out to us that the University lacks an accessibility coordinator and that funds 
for accessibility projects have been limited.5

 

 While the Equity Office has continued to work in 
this area, a more comprehensive, university-wide approach is necessary. 

Indigenous students and groups on campus tell us they feel they lack visibility, 
acknowledgement, and respect on campus. The Aboriginal Council’s response to the Principal’s 
Vision Statement noted that, while there have been some successes in recent years, Queen’s has 
failed to sufficiently respect Aboriginal issues and failed to make funding for physical spaces and 
resources a priority.6

 

 Some Indigenous students are afraid to self-identify; they do not see 
Queen’s as a university that understands, values, or even accepts Indigenous people or ways of 
life.  We have addressed many of the academic aspects of these concerns in Pillar III but here we 
make some additional recommendations focused on a sense of campus community: 

 The equity offices in the AMS and SGPS must continue to have an active role in all elements 
of student life that have implications for inclusivity.  

 All departments on campus should be encouraged to develop their own equity committees 
and plans. This sort of structure will ensure that broad university plans are implemented at the 
departmental level, and that overall university planning remains sensitive to the needs and 
experiences of individual departments and faculties. 

 Queen’s should create a university-wide inclusivity plan, drawing on the work already done 
by the various equity-oriented groups on campus. 

 Inclusivity issues and education should become more prominent in orientation programming. 
 Awards should be developed to honour the service of students, faculty, staff and alumni who 

contribute to the inclusivity and accessibility of the Queen’s campus and community. 

                                                                                                                
2 Such work includes the report of the Diversity and Equity Task Force, initiatives by Student Services, as 
well as the work of the equity groups of the AMS and SGPS. 
3 This document was prepared by the Law Equity Committee for the SGPS Equity Commission and passed 
along to the Task Force. 
4 APTF Town Hall on Global Citizenship, 11 April 2011. 
5 Meeting between SGPS Equity Committee and Iain Reeve, Task Force Graduate Student Representative.  
6 Aboriginal Council Response to the Principal’s Vision Statement, 15 April 2010, pg. 1-2. 
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 Queen’s should move to create more formal space, programs, and areas of recognition for 
Aboriginal students, staff, and faculty on campus. This could include the addition of an 
Aboriginal cultural component to the convocation of Aboriginal students. These programs 
should be aimed both at improving the sense of Aboriginal community on campus, and also 
at creating more positive interaction between Aboriginal and non-Aboriginal students on 
campus. 

 Queen’s must recommit resources and staff to the issue of accessibility. A new 
comprehensive plan and resources for projects to improve accessibility are essential. Among 
them should be an online portal to coordinate issues and resources and ensure compliance 
with regulations and goals. 

 Departments and other branches of the university should engage more actively and 
consistently with the Equity Office in order to improve their practices around issues of 
diversity, equity, and social justice. 
 
 

Women Working in Academe 
 
Deborah Sussman and Lahouaria Yssaad7 have shown that while women’s representation in 
Canadian academe has been increasing over the last few decades, the increase has not been 
uniform at all ranks of appointment and across all fields of instruction (1).8  Although by 2002/03 
one in three associate professors at Canadian universities was a woman as compared to one in 
five in 1990/91, women continue to have a weaker presence at the upper academic ranks. These 
trends are reflected at Queen’s: 33.9% of the tenure and tenure-track faculty are women, and 
24.3% of faculty with the rank of Professor are women.9 Women are also underrepresented in 
academic leadership positions. According to Diane R. Dean, “women do not advance to top 
leadership positions in academe in proportions expected from the demographics in feeder 
positions. The growth of women in leadership positions has been considerably slow and has not 
taken place consistently among different types of institutions” (129).10

 

 Dean further argues that 
professional and psychosocial mentorship is essential in promoting women’s success in academe.  

Also, while women have made notable gains in tenure status, the effects of family formation have 
a much greater impact on women faculty members’ careers than on those of their male 
colleagues: “the findings showed a consistent and large gap in achieving tenure between women 
who had started a family within five years after completing their doctorate compared with men in 
a similar positions (8)”.11

1. women faculty provide role models for the growing number of female students;  

 In addition, women’s “median salaries remain below those of their male 
colleagues, though the gap generally narrows when academic rank and field of study are taken 
into account” (6). These inequities inevitably affect the academic success and health of women 
faculty and that of their (female) students. According to Sussman and Yssaad, women’s under-
representation in university faculties, particularly at the upper ranks, resonates on several levels:  

                                                                                                                
7 Deborah Sussman and Lahouarai Yssaad are with the Labour and Household Surveys Analysis Division 
of Statistics Canada. 
8 Deborah Sussman and Lahouaria Yssaad, “The Rising Profile of Women Academics.” Perspectives on 
Labour and Income 6.2 (February 2005). 
9 These figures are available from the Equity Office and are based on the 2010 headcount as posted on the 
Equity Office website. 
10 Diane R. Dean, “Resources, Role Models, and Opportunity Makers: Mentoring Women in Academic 
Leadership.” Women in Academic Leadership: Professional Strategies, Personal Choices. Ed. Diane R. 
Dean et al. Sterling, Virginia: Stylus, 2009. 128-48. 
11 These findings are persistent across all disciplines and types of institutions. 
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2. having women in prominent academic positions can encourage female students to consider a 
career in well-paid, high-status, male-dominated fields;  
3. it has been suggested that women make their classrooms more inclusive to their female 
audience; 4. equity concerns may prompt employers to ensure that their workforces reflect the 
number of qualified candidates available (1).  
 
The careers of women academics are also affected by the fact that the dominant university culture 
continues to be male defined. In their analysis of the working lives of women academics, Sandra 
Acker and Michelle Webber argue “that there is a disconnect between some of the typical 
qualities of women’s lives and the often regulatory practices of universities, especially in current 
conditions when globalizing tendencies have increased the work, reduced the budgets, and 
heightened the level of scrutiny and performativity expected of academics” (491). Among other 
things, many women experience breaks in their careers that are at odds with the expectation of the 
“successful academic” having an uninterrupted forward movement in their career profile. Women 
thus not only face the challenge of competing commitments outside work, but they also have to 
negotiate a framework of traditional assumptions on which the university is built. Acker and 
Webber suggest that “both explicit expectations and tacit norms about what work women do in 
the university” be examined (489-90) as tenured and tenure-track women faculty, adjunct faculty, 
and administrative staff, most of whom are women, do much of what Joan Eveline (2004)12

 

 calls 
“glue work.” To quote Eveline: “Such face-to-face collaboration in everyday workplace practices, 
much of it tacit and often informal, involves skills of co-operation, facilitation and nurture, 
usually thought of as feminine” (139). “Glue work,” although it sustains university processes and 
keeps the university functioning, is usually not adequately recognized (489-90). Some of this 
“glue work” also includes mentoring and counselling of students. We might want to ask if the 
University adequately recognizes the role of staff and faculty in mentoring students en route to 
their professional lives. There are two concerns around this issue: 1. a staff or faculty member’s 
mentoring role might be a hidden source of stress; 2. Queen’s needs adequate measures for 
assessing, recognizing, and rewarding this work.  

These are just some considerations on a very complex issue, which cannot be dealt with here in 
depth, but which will require further attention.  

 

                                                                                                                
12 Joan Eveline, Ivory Basement Leadership: Power and Invisibility in the Changing University. Crawley, 
WA: U of Western Australia P, 2004. 
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The Balanced Academy 
 
1.  Teaching vs. Research   
If there is a tension between the two of these, it is, in our view, principally about the allocation of time.  
Most faculty regard their teaching and their research to have equal importance.  Time spent working with 
students is of equal value to time spent working with research colleagues.  However, the past 20 years 
have seen a marked increase in student/faculty ratios along with the complexity and demands of both 
teaching and researcher.  It does not look as if these pressures will abate in the near future.   
 
What that tells us is that the way we operated 20 years ago is unlikely to serve us well today.  We need to 
look carefully at everything we do.  In particular, in our teaching and learning, we need to spend good 
time, time that translates into real progress in student learning.   
 
We feel that our task-centred curriculum offers the perfect platform from which to ask the right questions 
about teaching and learning and to discover ways that work well for both teacher and student.  We believe 
that this approach has a few fundamental hallmarks which will allow us, faculty and students, to begin 
carving out a new and simpler system.  These are: 
 
 emphasis on fundamentals of learning 
 emphasis on student activity––what are the tasks our students are given? 
 reduction in course “content”––this should translate to simpler preparation. 
 reduced faculty time in less productive aspects of teaching 
 more faculty-student interaction 
 new expectations of student independence 
 new ideas about community and peer collaboration 
 the fostering of more-formal peer teaching 
 increased emphasis on community health. 

 
These are the objective we begin with.  It is important for us all, faculty and students, to know about these 
and take them to heart.  It’s a beginning––we grow and learn from this point forward and move towards 
the ideal of the student-centred research-intensive university as a community of learners.   
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2.  The Importance of Non-Academic Staff 
Non-Academic staff members are professional employees who contribute very significantly to the success 
of Queen’s. As noted in the Queen’s University Staff Association’s submission to the Academic Planning 
process, staff bring to the University an important repertoire of professional skills, possess a wealth of 
institutional knowledge, provide essential resources, and work alongside faculty and Administration in 
realizing the University’s mission.  Many have served through several administrations and numerous 
leadership changes at the departmental level.  This long-term experience gives them valuable expertise 
and lends consistency to the daily operations of the University.  Their input and opinions are vital to many 
of our decision-making processes.   
 
The contribution of non-academic staff greatly impacts the student experience at Queen’s.  While faculty 
support our students academically, our staff make equally important contributions toward the success of 
Queen’s students through many critical support and operational services.  Staff members guide our 
students through admission and registration processes, issue scholarships and awards, orient them to the 
University, facilitate residence life programming, monitor their completion progress, deliver innumerable 
non-academic learning opportunities and help prepare them for their next career stage.  Staff members, 
serving in our academic departments or in our student-service units, are usually the first point of contact 
for numerous students who need assistance in one form or another.  It goes without saying that there are 
perhaps very few students whose positive experience at Queen’s did not include the contributions of one 
or more members of our non-academic staff.   
 
For this reason, and because implementation of new policies falls largely upon them, staff are often the 
first to see and feel the real challenges facing Queen’s.  This cuts two ways: strained financial resources, 
increasing enrolment, increasing regulation and accountability, innovations in technology, and the 
downloading of responsibilities all add to the workload and stress of staff members.  But it also means 
that staff are positioned best to know where the stresses in the system reside.  Not only can they identify 
what is broken and needs fixing; in many cases they have valuable insight into how it might be fixed.  
That said, their opinions are sometimes undervalued.  Some feel they are treated as second-class citizens 
and are marginalized when important decisions are made. 
 
In “Imagining the Future,” the Academic Writing Team suggests, among other goals, that Queen’s learn 
to value non-academic staff as crucial for the central missions of the university.  It makes many 
recommendations that we endorse: 

At any university, the non-academic staff performs a vital role in ensuring the smooth operations 
of the institution.  Staff at Queen’s are by and large enthusiastically engaged and dedicated to the 
overall mission of the university.  We need to value this strength and enable staff to achieve 
maximum productivity. 

This requires that the non-academic staff be supported as a crucial human resource for Queen’s.  
Careful attention needs to be paid to the creation and maintenance of a healthy workplace.  Career 
development should be fostered through advancement opportunities and training as outlined in 
our Educational Equity Policy.  Internal mobility should be actively encouraged. 
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Efforts should be made to improve non-academic staff satisfaction through further engagement; 
they have an expertise and a knowledge of the university that should be used, where appropriate, 
to inform policy decisions.   

We recommend that the university explore mechanisms for communication, both within the non-
academic staff community itself, and between the non-academic staff and the university, that goes 
beyond the consultative mechanisms outlined by the Memorandum of Understanding between the 
university and the Queen’s University Staff Association of 1997. 

Valuing non-academic staff also requires the rational, transparent distribution of staff across 
units, and a careful consideration of their duties.  Regular review of staff roles and responsibilities 
should be implemented.  We recommend that a transparent formula be developed to determine 
how university-supported staff be allocated to academic and non-academic units, and at what 
salary levels.1

 
   

To this list we add the following: 

Drawing on their experience and expertise, non-academic staff should be recognized as active 
participants in implementing the Academic Plan and all important Queen’s initiatives.  They 
should be empowered to make decisions for activities that fall within their scope and knowledge. 

As the University advances, it must take care to maintain necessary staff levels and skill 
requirements.  Hiring and training plans must align with University objectives, and individual 
responsibilities need to be structured in a way that equips Queen’s employees for success.  These 
plans must also convey the University’s steadfast commitment to working in partnership with 
non-academic staff to achieving a healthy workplace that reflects their many important 
contributions to the Queen’s community.  

Among the long-serving and knowledgeable staff members who have helped make Queen’s what 
it is today, many will reach retirement age over the next 5 to 10 years.  It is imperative that the 
University develop a formal succession planning process to manage this transition and mitigate 
the significant loss of institutional memory.  We should not underestimate the degree to which 
large-scale staffing changes can unbalance the institution. 

In sum, a culture shift is required at Queen’s that will see non-academic staff valued as professionals and 
as full partners working alongside academic staff in achieving the University’s mission.  This can be 
achieved by actively engaging staff in planning and implementation, by empowering them to make 
decisions, by instituting comprehensive two-way communication, training, and career-development 
support, by cultivating a healthy workplace, and by improving access to wellness services.  The 
University should initiate annual surveys to track employee engagement and satisfaction and should 
modify programs based on the feedback. 
 
 

                                                                                                                      
1 In December 2010, after the writing of “Imagining the Future,” members of non-academic staff up to Grade 9 
certified as a bargaining unit with the United Steel Workers.  The APTF hopes that the spirit of these 
recommendations will guide the Collective Agreement for USW Local 2010. 
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3.  Faculty Workload 
The balance between teaching and research 
Professors have three components to their workload, teaching, research and service and the “standard” 
distribution is 40-40-20 (T-R-S).  The first two components, teaching and research, are their fundamental 
activities and in this breakdown they are given equal weight.  Here we will discuss the nature and 
relationship of these two central components.   
 
When faculty members find themselves at a later stage in their career, they often find that they wish to 
widen the scope of their research area and even venture in new directions.  In particular they might feel 
that such an expansion of their scholarly activities might allow them to make a more meaningful 
contribution to society or to their community.  But in many cases such a shift in emphasis can jeopardize 
their ability to publish and their research funding and for that reason, they might decide to stick to the less 
risky straight and narrow (more specialized) path.  We feel that such expansion of interest is often a 
natural occurrence and that in fact it can strength the faculty member’s contribution to the academic or 
even social community and we recommend that: 
 
(1)  the university support and perhaps encourage such an expansion of scholarly interest.   
 
At the same time, many members of faculty become more interested in the nature of the university and 
how it fits overall goals and development of society, and along with this, they develop a greater interest in 
teaching, which is after-all the fundamental activity of the university, and how it prepares their students to 
face an increasingly perplexing future.  We recommend that  
 
(2)  the university support and perhaps encourage such an increased interest in teaching and generally 
encourage faculty members at a senior stage to consider an increase in the amount of time they spend in 
teaching to something like a 50-30-20 distribution. 
 
We note that recommendations (1) and (2) are related, in that the expansion of scholarly interests fits well 
with the objective of bringing the students into the research paradigm and preparing them for the future.   
 
To discuss these recommendations further, we introduce a notion of scholarship originally proposed by 
Ernest Boyer (1990), former President of the Carnegie Foundation for the Advancement of Teaching.  
What we have chosen to call “research,” Boyer calls “scholarship,” and he distinguishes four types: the 
scholarship of discovery, the scholarship of integration, the scholarship of application, and the scholarship 
of teaching.   
 The first (discovery) is close to our traditional notion of research: the creation of new knowledge, 

typically belonging to a standard discipline or genre, published in a peer-reviewed journal.   
 The second (integration) makes connections among ideas or facts, typically from one discipline to 

another, synthesizing, creating new understanding or meaning.   
 The third (application) applies specialized knowledge to serve a social or technological goal. 
 The fourth (teaching) seeks to improve teaching and the student experience through a scholarly study 

of student learning under different pedagogical approaches.   
[Boyer EL. (1990)  Scholarship Reconsidered: Priorities of the Professoriate. Princeton, NJ: Carnegie Foundation for the Advancement of 
Teaching, 1990.] 
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The last three may, but often do not, lead to publication in peer-reviewed journals and may, but often do 
not, receive external funding (though industrial partnerships increasingly support certain kinds of 
integration and application).  Frequently the greatest insights or contributions that emerge from these last 
three activities do not readily lend themselves to rigorous scholarship, but are significant contributions to 
society none-the-less.  All are perhaps associated with a wider sweep of communication than the first, and 
for that reason might well be of more interest and relevance to students.  And in turn, time spent with 
students might be of greater relevance to the success of the scholarly work itself.   
 
Are these last three activities to “count” as research in the faculty workload?  For this to be the case we 
need a standard which can parallel that of the peer-reviewed journal, and for this purpose, we adopt a set 
of criteria put forward by Lee Shulman, an internationally recognized expert on teaching who succeeded 
Boyer as president of the Carnegie Foundation.  Shulman’s formulation was meant to apply to the 
scholarship of teaching, but it is readily applicable to all three.  To be considered as “research,” the work 
must meet three criteria:   
 
 to be publically available.  
 to be available for peer review and critique according to accepted standards.   
 to be able to be reproduced and built on by other scholars. 

 
Our view is that if these criteria are met, the university should be happy to have any of these aspects of 
scholarship occupy some or all of the research portion of workload, particularly for senior faculty, even if 
the results are not published in peer-reviewed journals and external research funding is not obtained or 
even applied for.  However, we feel there should be also an understanding, again particularly for senior 
faculty, that the faculty member should consider shifting to an increased teaching load, perhaps a 50-30-
20 distribution, which in most cases would amount to an extra half-course per year.   
 
We focus this recommendation on senior faculty because for the most part we understand that a faculty 
member’s international reputation depends rather more on research stature than teaching success.  
Certainly at the beginning, while a faculty member is establishing his or her research area, it is good 
advice is to give priority to research over teaching.  But even in mid career, an associate professor who 
has established a good international reputation and a stable level of research funding, will generally still 
be unwilling to take a higher teaching load.  The reason is that since most research in done in international 
“communities” of like interest with several groups of researchers working in the same area (and doing one 
another’s reviewing for both publication and research funding) it is important to “keep up” and often be 
the first to obtain new results and gain new insights.  Those faculty might value and enjoy their teaching 
as much as their research, but would still choose research over teaching where possible because it is 
competitive and teaching is not.   
 
Thus it is the senior faculty who might be well placed to spend a bit more time at teaching, those who 
typically have already been celebrated for their research successes and who might in fact be happy to 
leave many of the outstanding problems to the young folk. We already see a bit of this at Queen’s; we’d 
like to see quite a bit more.   
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Having made this point we need to emphasize that this principle will meet many exceptions.  Many senior 
faculty will definitely want to stick with their special field, particularly when they have active graduate 
programs dependent on an adequate level of research funding.  As well, some senior faculty might have 
encountered significant interruptions in their scholarly career, perhaps for health reasons, perhaps due to 
family obligations, and will still have important contributions to make to their special field.   
 
At the other end, some junior faculty, shortly after they have attained tenure, might find that teaching is 
the activity they want to devote most of their energies to.  In this case a switch in their research area to the 
scholarship of teaching and a higher teaching load (say 60-20-20) might be appropriate.  In that case, 
those proportions would be the basis of judgment for merit increases and promotion to full professor.   
 
Finding the resources for more teaching power in the first year 
Currently, first-year students, on the whole, receive less faculty time per student than do subsequent 
years.  Yet the first year is a critical time in a student’s academic life and can open the way for richer, 
more effective future learning.  We would like to redress the balance somewhat and give first-year 
students more face-to-face time with professors.  Indeed our proposals for UNIV 100 in Arts&Science 
and comparable courses in the professional Faculties require such a shift.  But where are the resources for 
this to come from?  We suggest three possible ideas.   
 
1.  The first is the recommendation discussed above that the university encourage a shift by some faculty 
to shift their workload distribution towards teaching.  As part of this, we have made the point that, in a 
research university, this shift should, for the most part, be borne by senior faculty.  That actually fits well 
with the objectives of the first-year, as senior faculty, with their increased experience, often have a 
broader point of view.  To the extent that extra time spent with first-year students takes faculty away from 
their research, this is also a way of “giving back” to the institution that has fostered their career for many 
years.  In this vein, there would be a number of emeritus professors who could fill this first-year teaching 
role well. 
 
2.  A second idea is to decrease faculty time spent in second- and third-year courses in order to allow 
increased time in first year.  Faculty will be quick to point out that a simple decrease in the number of 
lecture hours in a senior course (say from 3 to 2) cannot be expected to translate into a decrease in the 
amount of faculty time required to offer the course.  However part of the philosophy of such a shift is that 
the students in second and third year should be asked to take more effective responsibility for their own 
learning, and thereby need less faculty time.  This is in part also the legacy of their own significant 
encounter with academic literacy in year 1, but it is also an important aspect of the student’s own journey 
to becoming an independent learner and researcher.  We must also not lose sight of the basic principle, 
that an increased investment in first year learning skills can be expected to pay for itself with interest in 
subsequent years.   
 
3.  A third idea is of a more general nature.  As part of our drive to use our resources more effectively, we 
need to watch out for ways to simplify our work and focus on its more productive (and enjoyable) 
aspects.  For example, as part of the research orientation of the curriculum, we can expect to simplify our 
course structure, work with less material, and make sure that our teaching and student assessment time is 
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well spent.  The hope is that this general principle might allow us, across the board, to spend more time 
with our students and in particular to carve out some extra time for first-year teaching. 
 
It will be a challenge to bring these various factors together to produce some of the teaching resources 
needed for the first year, and the possibilities will play out differently in different units.  Certainly some 
additional resources will be needed from the university to mount a program like UNIV 100, or to expand 
the objectives of APSC 100.   
 
 
4.  Our Students 
Queen’s has always attracted top students.  But not all of them are ready for university.  On the other 
hand, there are many students who do not have the marks that will admit them to Queen’s or who have 
been away from school for many years, who are definitely ready.  On the whole, students who are 
independent, creative and are prepared to take risks should thrive in the task-centred structure proposed 
here.  It is always a challenge to pick such students out of the undergraduate application pool, especially 
when their marks are not high, but Queen’s admissions should consider ways in which this might be 
accomplished.  We should also be more flexible in the admission of mature students.  Again, the task-
centred design, together with the early emphasis on academic literacy, should allow such students better 
success at Queen’s. 
 
 
5.  The University Structure 
As part of its nature as a research-intensive university, Queen’s should consider moving more towards a 
structure of research clusters or groups which can be readily identified and strategically supported.  This 
has advantages in attracting undergraduates and possibly retaining then for some graduate work, in 
attracting graduate students, in obtaining research funding, and in facilitating strategic faculty 
appointments.  These groups should also have a more visible presence on the university website. 
 
Post-doctoral students are a highly talented fourth tier in the university staff hierarchy and over the past 
10 years have become increasingly important components of a university’s research and even the teaching 
enterprise.  Queen’s must continue to search for ways to bring them to campus and integrate them more 
formally into the university structure. 
 
Queen’s should strive to simplify bureaucratic processes, to flatten the university hierarchy and to restrain 
hiring at the top administrative levels.  
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Queen’s University 
Academic Plan 

Recommendations 
Pillar I – Student Learning 
1. Queen’s must embrace its identity as a student-centred research-intensive university and be mindful 

of the significance of that in its strategic decision-making, particularly in regard to the design of 
academic programs and curricula at the undergraduate and graduate levels. 

 
Task-centred curriculum. 
2. Queen’s should adopt a task-centred curriculum structure at all levels.  This brings the research 

paradigm into the classroom and recognizes that we learn by doing. 
3. It needs to be recognized that a task-centred structure will alter the pattern of instructor-student 

interaction, that while there is no doubt that formal lectures have an important place in the design, 
there will be fewer of these, and more informal and individual instructor-student and TA-student and 
even student-student interaction.  Technology will be used to accomplish some of the objectives of a 
formal lecture, in a way that better fits the nature of the research enterprise, providing student access 
to information at the right time and the right pace.   

4. It needs to be recognized that, as a general rule, in a task-centred, research-oriented curriculum, less 
material will be covered in each course and in each student’s program as a whole there will be more 
depth in fewer topics.   

5. It needs to be emphasized that a task-centred curriculum has significant implications both for the way 
we teach and for the way we learn.  Many faculty will find themselves teaching in a new way; many 
students will find themselves learning in a new way. 
 
Fundamental academic literacy 

6. Queen’s should recognize that the many inter-related components of academic literacy are 
fundamental to the learning process.  These capacities include critical reading, effective writing and 
communication (general and discipline-specific), numeracy, inquiry, critical thinking, problem 
solving, information literacy, academic integrity and effective collaboration.  At the undergraduate 
level, the development of these capacities must be a high priority in the first-year curriculum.  In this 
connection, attention must be paid even at the graduate level, at which these skills will generally be 
more highly developed, but will often still need work.   

7. By the end of their first year, all Queen’s undergraduate students should have had a number of 
significant university-level experiences in academic literacy.  Their capacities in these essential 
learning skills should be assessed (tested), and students with an inadequate proficiency should be 
required to do extra work in this “remedial” area, either in the summer or as part of their second year.  
It is understood that the professional Faculties have already taken some Faculty-wide initiatives 
towards this objective (e.g. APSC 100 and COMM 103), but these need to be further developed and 
expanded.   

8. It needs to be recognized that effective instruction in many components of academic literacy is 
personnel-intensive and generally requires considerable specialized instructor-student interaction.  
The experience of the Writing Centre and of many faculty and students is that this is particularly the 
case for writing.  We believe that it is also the case for inquiry and critical thinking, though it must be 
remembered that none of the components of academic literacy have much meaning in isolation, and 
progress in any depends on the others.   

http://www.ala.org/ala/mgrps/divs/acrl/standards/informationliteracycompetency.cfm
http://www.queensu.ca/secretariat/policies/senateandtrustees/academicintegrity.html
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9. To address the development of all aspects of academic literacy, the Faculty of Arts&Science should 
strike a task force to develop UNIV 100, a full-year undergraduate course taken by all first-year A&S 
students.  

 The material should be chosen to provide maximally enticing tasks that are elementary enough that 
they can serve as transparent vehicles for engagement with the processes of academic literacy.   

 The course should be interdisciplinary in nature, possibly having a theme which all participating 
disciplines could contribute to, for example, “conflict and cooperation,” “nature and nurture,” 
“national and global,” and “the life cycle of common products.” 

 Although many aspects of academic literacy are discipline specific in nature, an interesting idea 
would be to have a common curriculum for all students, fostering intense and creative collaboration, 
with students in science and arts helping one another in their thinking and writing and knowledge 
acquisition. 

 The course should provide the opportunity for significant faculty-student interaction.   
 Undergraduate TAs in third and fourth year should be trained to run the seminar portion of the course.  
 Some of the teaching should be done by academic support staff, particularly in the areas of teaching 

and learning support. 
 The course should be offered on a pass-fail basis. 

 
10. Queen’s should consider the development of a four-week non-credit on-campus remedial summer 

course in academic literacy.  Since these skills are, in large measure, discipline specific, several 
“flavours” of this course might be run.  Such a course has a good potential to increase the efficiency 
and effectiveness of instructor-student interaction in first and subsequent years.  A section of this 
course could also be made available to students at the end of first year who have been unable to 
satisfy the requirements of academic literacy.  Diagnostic tests could play a significant role in 
identifying student weaknesses in these areas. 

 
Academic support––the QLC, the Library and the CTL 
11. The development and delivery of task-centred curricula and pedagogies will require specialized 

knowledge and experience.  The same is true for the effective teaching and learning of academic 
literacy in the first year.  These will require a close collaboration between faculty and the staff of the 
University’s academic support services, the Queen’s Learning Commons, the Library, and the Centre 
for Teaching and Learning.  

12. As many faculty and students have urged, Queen’s should expand the services offered by the Writing 
Centre.  Going beyond this, Queen’s should strike a task force to develop a model for an expanded 
QLC with an integrated approach to programming, presence and profile.  This model should build on 
the current QLC strategic planning process and focus on the discipline of academic literacy, with 
specialists in different fields, such as writing, numeracy, inquiry, information literacy, technology, 
collaborative learning, student success skills and adaptive technology.   

13. The Library’s expertise in research methods and resources should be actively sought and integrated 
into the instruction of academic literacy, with special attention paid to encouraging fair and 
appropriate use of sources and academic integrity. 

14. Graduate and undergraduate TAs who are involved in tutorial work and marking of academic literacy 
will need specialized training for these tasks.  This training will necessarily involve the expertise of 
QLC, the Library and CTL.   

http://www.queensu.ca/qlc/about/Survey_responses_2011.pdf
http://www.queensu.ca/qlc/about/Key_Outcomes_and_Strategies_2011.pdf
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15. Faculties should consider the development of diagnostic tests at both the undergraduate and graduate 
levels that students could take to assess their capacities in a number of the components of academic 
literacy, particularly writing, numeracy, inquiry and critical thinking.  These tests should be 
constructed within broad disciplinary categories.   

 
Student assessment and marking 
16. It needs to be recognized that task-based learning is typically much more “open” than traditional 

approaches.  As a result, the learning process is both more interesting and more intimidating to the 
students.  It is important in designing assessment structures, to keep this in mind and to provide a 
secure “base” of marks belonging to straightforward learning tasks. 

17. Queen’s should create a task force to undertake a fundamental and creative review of its system of 
assessing student work, so that the marks we assign truly measure what we and society value, and so 
that the student feels that the process provides a fair and valid assessment.  Consideration should be 
given to ways of reducing the amount of marking that faculty do (e.g. only marking the student’s 
“best work”), while not necessarily reducing the quality of feedback available to the student.  
Consideration should be given to ways of reducing the impact of first-year marks on the student’s 
final transcript (for example, making first-year courses pass-fail), and increasing the contribution of 
senior marks where the assessment structures could be administered in a more human and individual 
manner.  Consideration should be given to basing a component of the student’s mark on group work.  

18. Certainly in Arts&Science, but in the professional Faculties as well, Queen’s should investigate ways 
in which students would be able to take some courses at a “lower level” to reduce workload and risk.  
Possible schemes range from pass-fail to “credit-stacking1

 

.”  This would apply in particular to 
electives taken outside of the concentration.   

Scheduling 
19. There is a good argument that a task-centred curriculum does not require, and indeed should not be 

saddled with, three scheduled class hours per week in each course, certainly at the senior level.  On 
the other hand, many students are not in favour of a reduction of scheduled time as this is needed to 
structure their working day and work productively with their classmates.  Given that many factors are 
involved in this issue of scheduling, and that teaching hours are used in many different ways in 
different disciplines, and that a reduction in formal class hours represents a significant change from 
our current practice, we recommend that Queen's appoint a small task-force to canvass university-
wide views on this matter and make recommendations. 

 
Online Learning 
20. Blended learning. Queen’s should continue to explore the ways in which blended learning 

technologies with their potential for increasing flexibility in learning and enhancing student 
engagement can be used to enrich the student experience. 

21. Distance learning.  Queen’s is a Canadian pioneer in distance learning and it should continue to use 
recent developments in technology to bring the classroom experience in a lively and engaging manner 
into the lives of distant students.  Caution is needed, however, as to what extent and in what direction 
its investment in distance learning should be expanded.  Certainly pedagogic concerns should always 
be foremost in its development. 

                                                                                                                      
1 Principal’s “Where Next?” Degree structure, page 7 

http://www.queensu.ca/principal/wherenext.html
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The Graduate Program. 
22. Outside of the professional graduate programs, most PhD students work in a highly specialized 

research environment, but it is important to notice that some of them will not obtain positions at 
research universities such as Queen’s and others will work outside of academia.  Thus their program 
requirements should allow and even encourage a wider, more interdisciplinary experience and a 
broader array of capacities and skills more suited to the needs of different working environments.   

23. Since many graduate students will spend part of their career in universities and colleges in which 
teaching is a major component of their workload, it is important that Queen’s give them some serious 
training and experience with different forms of teaching. 

24. Typically, graduate students provide an essential service in terms of undergraduate marking and 
tutoring.  Queen’s must respect the balance of their work between TA duties and research. 

25. It is important that all graduate TA work, particularly teaching, be properly supervised. 
26. Graduate programs should feature a renewed focus on advanced forms of fundamental academic 

skills such as writing, research, inquiry, oral communication, and teaching. This is both to ensure that 
the students graduate with an exceptionally high level of competency in these areas, but also to 
greatly increase the number of instructors on campus capable of passing such skills onto the 
undergraduate students. 

 
Student Service 
27. Queen’s should take the educational and social value of service into account when planning degree 

requirements and student workloads. 
28. Academic programs should consider making an element of service learning available to students. 
29. Queen’s should expand links with partners in and around the city of Kingston to enable students to 

find volunteer and service opportunities off campus. 
 
 
Pillar II – Disciplinarity/Interdisciplinarity 
 
30. Queen’s should promote interdisciplinarity (in its broadest sense) while ensuring that individual 

disciplines are not eroded. 
31. Queen’s should foster a culture of interdisciplinary collaboration in teaching and research by 

removing administrative, financial, and structural barriers to cross-listing of courses and team-
teaching by two or more professors in different disciplines and by providing students with greater 
access to courses outside of their chosen fields. 

32. Queen’s should encourage inter-departmental cooperation and foster administrative creative will to 
enable a faculty member to teach or co-teach in another unit. 

33. As a general rule, Queen’s should recognize the value of the medial and the dual degree in its 
capacity to facilitate interdisciplinary learning.   
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Pillar III –  Reaching Beyond: Globalism, Diversity, and Inclusion at Queen’s 
 
Development of Equal Partnership with Indigenous and Aboriginal Communities  
34. Queen’s should reach out to Aboriginal elementary and high schools, run summer camps for 

Aboriginal students to introduce them to the university environment, and establish a transitional 
access program2

35. Queen’s should make a significant and sustained increase in the number of Aboriginal students a 
priority. 

 . 

36.  Queen’s should take action on establishing an Endowed Research Chair in Aboriginal Studies. 
37.  Queen’s should  increase the extent and participation of Aboriginal peoples in decisions affecting 

Aboriginal post-secondary education by including Aboriginal Council representatives in governance 
(i.e., representation in Senate), so as to make the Aboriginal Council an integral part of the Queen’s 
decision-making structure. 

 
Internationalization and Internationalization at Home 
38. Queen’s should consider the QUIC arguments for “internationalization at home” in order to improve 

the intercultural dimension of Queen's campus proper and to acknowledge the importance of 
achieving equity and diversity in a domestic context, even if this means temporarily diverting 
resources from exchanges and international partnerships. 

39. Queen’s should promote the importance of foreign-language learning as both a relevant academic and 
employment skill. 
 

Diversification of Curricula and Inclusiveness of Community 
40. Queen’s should follow the SEEC’s recommendation to define a clear set of “core educational 

competencies” for all undergraduate students around the theme of “the interplay of race, ethnicity, 
religion, gender, ability, and class in a changing society and economy.” Queen’s should also 
investigate ways in which it can be ensured that all graduating students have attained these 
competencies. 

41. Queen’s should include Indigenous history, culture, and ways of knowing in all appropriate courses, 
and use Indigenous methodologies where appropriate. 

42. Queen’s should offer a first-year course on Aboriginal issues, history, and culture for both Aboriginal 
and non-Aboriginal students. 

43. Queen’s should develop an Aboriginal Studies Certificate, drawing on courses with Aboriginal 
content that are already being offered in a number of departments. This might lead to the development 

                                                                                                                      

2 The University of Calgary, for example, has developed the Aboriginal Student Access Program (ASAP) a 
transition year access program for Aboriginal students.  ASAP offers two levels of study with core courses at the 
post-secondary level.  As well, the program offers advising and includes cultural, peer and tutorial support.  This is a 
full-time university program which may qualify for student loans and funding. The purpose of ASAP is to provide 
an alternate access route for Aboriginal students moving from high school or upgrading programs to post-secondary 
degree programs.  The program is designed to give students the foundations they need, as well as assisting in the 
selection of relevant post-secondary option courses for each student's target program. See 
http://www.ucalgary.ca/nativecr/asap 
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of an Indigenous Studies Program, to be operated as a collaborative and interdisciplinary program in 
partnership with Aboriginal communities. 

44. Queen’s should make the hiring of more diverse faculty, particularly the appointment of Aboriginal 
faculty, a priority. 

45. Queen’s should offer a series of workshops on Aboriginal issues, history, and culture for non-
Aboriginal faculty and staff. 

 
Gender and Education 
46. Queen’s must continue in its efforts to attract and engage women students in science and engineering 

and to create the environment and conditions that would make the traditionally male-dominated 
disciplines more accessible and attractive for female students. 

47. Queen’s needs to strive for adequate representation of research on gender issues and women, and 
monitor how gender-research questions and data are framed, collected, and reported.   

48. Because of the complex relationship between assessment, learning, mind, and gender, Queen’s should 
investigate gender-sensitive approaches in student assessment and performance indicators. 

 
 
Pillar lV. Community Health 
 
Safety 
49. Queen’s should continue to solicit feedback from students, faculty, and staff about how to make the 

campus more safe and welcoming. 
50. Queen’s should continue to assess and develop strategies to deal with harassment of all forms in all 

areas on campus. 
51. Orientation programming around safety and anti-harassment should be expanded  
 
Health and support 
52. Queen’s must ensure that there is strong and well promoted academic support to help students get 

through unusually difficult periods or over tough academic hurdles.  One component of this support is 
departmental––faculty, staff and TAs ensuring that students are supported outside the classroom.  A 
second component is found at the Queen’s Learning Commons.  We cannot forget that these services 
not only help students achieve academic success, but also help them navigate periods of significant 
stress, anxiety, and self-doubt. 

53. When planning curricula, departments should ensure that academic demands allow students enough 
time to participate in other activities, and to engage in a holistically healthy lifestyle. 

54. In this regard we encourage an increased sense of community within the classroom.  Faculty can do a 
lot to encourage and nurture this. 

55. Religion and faith are important elements of the lives of many members of the Queen’s community. 
The support of one’s religious community can be essential in overcoming times of stress, struggle, 
and tragedy. As such, Queen’s should continue to be an institution open to all religious faiths and 
ensure that support and space — such as prayer rooms and places to conduct religious meetings — 
exist for students of all faiths. This will be particularly important as Queen’s becomes a more diverse 
campus. Being proactive in this area could make Queen’s a leader and help attract new students and 
staff. 
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56. Financial support must continue to match student financial needs to ensure that money problems do 
not unduly add stress to the learning process. This requires financial aid based on academic 
performance and/or financial need, as well as emergency programs to address unforeseen 
circumstances. It also means that Queen’s must work to ensure that the essentials such as daycare, 
housing, transportation and health and dental care are affordable.  This will become particularly 
important as the student body grows.3

57. Along the same lines, counseling services must be robust and proactive.  The campus has an excellent 
emergency response service, but apart from that, students should not wait for longer than a week to 
see a counselor.  

 

58. All of this leads to the creation and maintenance, as HCDS has recommended, of a health and 
wellness framework to guide the University and coordinate efforts across health and wellness sectors. 

59. As per the recommendation of Regional Coroner, Queen's must review its policy on alcohol and 
develop policies that balance student health and safety with helping students learn to make 
responsible decisions about their leisure time. 

60. Queen’s should ensure that faculty and staff are adequately recognized for mentoring and counseling 
students 

61. Queen’s should consider adjusting the Annual Report form to enable more accurate reporting of work 
that entails supervision of students and providing academic support and counseling. 

 
Diversity, Inclusivity, and Social Justice 
62. The equity offices in the AMS and SGPS must continue to have an active role in all elements of 

student life that have implications for inclusivity.  
63. All departments on campus should be encouraged to develop their own equity committees and plans. 

This sort of structure will ensure that broad university plans are implemented at the departmental 
level, and that overall university planning remains sensitive to the needs and experiences of individual 
departments and faculties. 

64. Queen’s should create a university-wide inclusivity plan, drawing on the work already done by the 
various equity-oriented groups on campus. 

65. Inclusivity issues and education should become more prominent in orientation programming. 
66. Awards should be developed to honour the service of students, faculty, staff and alumni who 

contribute to the inclusivity and accessibility of the Queen’s campus and community. 
67. Queen’s should move to create more formal space, programs, and areas of recognition for Aboriginal 

students, staff, and faculty on campus. This could include the addition of an Aboriginal cultural 
component to the convocation of Aboriginal students. These programs should be aimed both at 
improving the sense of Aboriginal community on campus, and also at creating more positive 
interaction between Aboriginal and non-Aboriginal students on campus. 

68. Queen’s must recommit resources and staff to the issue of accessibility. A new comprehensive plan 
and resources for projects to improve accessibility are essential. Among them should be an online 
portal to coordinate issues and resources and ensure compliance with regulations and goals. 

69. Departments and other branches of the university should engage more actively and consistently with 
the Equity Office in order to improve their practices around issues of diversity, equity, and social 
justice. 

                                                                                                                      
3 The importance of housing and transportation was raised by undergraduate student Thomas Vaughn at the March 
10th Under Graduate Experience Town Hall. 
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Women Working in Academe  
70. Queen’s should ensure that women faculty and staff receive adequate mentoring at all stages of their 

career.  
71. Queen’s should consider a leadership development program for women and members of the other 

equity-seeking groups. 
72. Queen's should continue in its efforts to address the under-representation of women at the upper 

academic ranks and in academic leadership positions. 
 
The Balanced Academy 
Teaching vs Research 
73. The university is a complex multifaceted community with diverse talents and complex goals, all 

under the theme of learning and discovery.  Current pressures on time and resources make it 
imperative that in our interactions with one another, students, faculty and staff, we pay close attention 
to one another’s real needs and capacities, that we think carefully and imaginatively about each 
component of our work. 

74. In particular, it is expected that changes in the way we structure our academic program and 
consequent changes in the way faculty and students organize their time will allow faculty and 
students to spend more time together.   

 
The Importance of Non-Academic Staff 
75. At any university, the non-academic staff performs a vital role in ensuring the smooth operations of 

the institution.  Staff at Queen’s are by and large enthusiastically engaged and dedicated to the overall 
mission of the university.  Queen’s must value this strength and enable staff to achieve maximum 
productivity. 

76. Careful attention needs to be paid to the creation and maintenance of a healthy workplace.  Career 
development should be fostered through advancement opportunities and training as outlined in our 
Educational Equity Policy.  Internal mobility should be actively encouraged. 

77. Efforts should be made to improve non-academic staff satisfaction through further engagement; staff 
have an expertise and a knowledge of the university that should be used, where appropriate, to inform 
policy decisions.   

78. Queen’s should explore mechanisms for communication, both within the non-academic staff 
community itself, and between the non-academic staff and the university, that goes beyond the 
consultative mechanisms outlined by the Memorandum of Understanding of 1997 between Queen’s 
and Queen’s University Staff Association. 

79. Valuing non-academic staff also requires the rational, transparent distribution of staff across units, 
and a careful consideration of their duties.  Regular review of staff roles and responsibilities should be 
implemented.  Queen’s should develop a transparent formula to determine how university-supported 
staff be allocated to academic and non-academic units, and at what salary levels.4

80. Drawing on their experience and expertise, non-academic staff should be recognized as active 
participants in implementing the Academic Plan and all important Queen’s initiatives.  They should 
be empowered to make decisions for activities that fall within their scope and knowledge. 

   

                                                                                                                      
4 In December 2010, after the writing of “Imagining the Future,” members of non-academic staff up to Grade 9 
certified as a bargaining unit with the United Steel Workers.  The APTF hopes that the spirit of these 
recommendations will guide the Collective Agreement for USW Local 2010. 
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81. As the University advances, it must take care to maintain necessary staff levels and skill 
requirements.  Hiring and training plans must align with University objectives, and individual 
responsibilities need to be structured in a way that equips Queen’s employees for success.  These 
plans must also convey the University’s steadfast commitment to working in partnership with non-
academic staff to achieving a healthy workplace that reflects their many important contributions to 
the Queen’s community.  

82. Among the long-serving and knowledgeable staff members who have helped make Queen’s what it is 
today, many will reach retirement age over the next 5 to 10 years.  It is imperative that the University 
develop a formal succession planning process to manage this transition and mitigate the significant 
loss of institutional memory.  Queen’s should not underestimate the degree to which large-scale 
staffing changes can unbalance the institution. 

 
Faculty Workload 
83. Members of faculty, often but not exclusively at a senior stage in their career, might wish to decrease 

their emphasis on research in favour of increased teaching.  The decreased emphasis on research often 
permits a move away from the imperative to publish in peer-reviewed journals and apply for research 
funding, towards a broader area of scholarly inquiry, perhaps involving a different form of 
contribution to society, or an increased interest in the teaching and learning process.  The university 
should support such a shift, and provide an appropriate workload distribution such as 50-30-20 or 60-
20-20.  In the case of some senior faculty, the university might in fact encourage such a shift.   

84. At a time of limited resources, departments and faculty should consider ways to simplify their course 
content and structure in a way that allows them to focus more on interactions in which there is real 
gain in student learning.  As part of this, simplifications in the structure of student assignments, tests 
and marking should be considered. 

 
Our students 
85. Students who are independent, creative and are prepared to take risks should thrive in the task-centred 

structure proposed here.  It is always a challenge to pick such students out of the undergraduate 
application pool, especially when their marks are not high, but Queen’s admissions should consider 
ways in which this might be accomplished.   

86. Queen’s should be more flexible in the admission of mature students. 
 
University structure 
87. Queen’s should consider moving more towards a structure of research clusters or groups which can be 

readily identified and strategically supported.  This has advantages in attracting undergraduates and 
possibly retaining then for some graduate work, in attracting graduate students, in obtaining research 
funding, and in facilitating strategic faculty appointments.  These groups should also have a more 
visible presence on the university website. 

88. Post-doctoral students are a highly talented fourth tier in the university staff hierarchy and over the 
past 10 years have become increasingly important components of the university’s research and even 
teaching enterprise.  Queen’s must continue to search for ways to bring them to campus and integrate 
them more formally into the university structure. 

89. Queen’s should strive to simplify bureaucratic processes, to flatten the university hierarchy and to 
restrain hiring at the top administrative levels.  
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